














Responses to Question 3, “What personal/professional changes if, any, do you
ascribe to your CTT experience,” embodied Parker Palmer’s statement that “we teach
who we are.” In this arEa, personal and professional changes occurred for 100% of

respondents:

I am more open to the importance of a spiritual life, whether it be God-based
or simply spirit based. T have been happier since I did CTT.

Secondary teacher

I ended...a relationship that never came together and which held no promise
of vthe shifts of condition within which I could fully live..

Community/higher education teacher

I [ha;e] a much stronger sense of the commonality of experiences, and the
fact that others, all others, even the most seemingly solid folks, have things on
their mind, things that puzzle/trouble/haunt them.

Secondary teacher

I found mysélf trying to help [my colleagues] take care of »;[hemselves. L
spent a great deal of time celebrating our accomplishments and finding ways
to lift people. Istrongly feel that CTT set the tone for all these inspirations.

Elementary teacher
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A heightened awareness of nature as a teacher was reported by 33% of resﬁondents
which they regar&ed as a reminder of thé cyclical nature of teaching and as a focus for
reflection: |
| The biggest change is my increased love for and attention to nature and the
gifts of each season; I have “gone td the fields to be lovely.”

Secondary teacher

I

A

The use of poetry and the arts continued for 89% of respondents after CTT ended.
Some mentioned rereading CTT poems and collecting new ones for comfort at
difficult times; writirig poetry; journaling and attending writer’s workshops, and an

increase in the amount of arts used for personal exploration or in their teaching.

I joined CTT at a tumultuous personal and professional time for
me...the poetry seeped into my soul and settled me...I reread many of [the
poems now]|.

>

'Elementary teacher

Although it’s difficult to find the time with the increased amount of
curriculum and the demands of MCAS testing, I make time every week for
children to show their creative talents to the class.

Elementary teacher

Finally, Question 4 responses (“What suggestions and thoughts do you have -

for me to consider during the study?”) offered much for me to think about in

N
/
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- developing the Phase 2 interview questions. Many respondents affirmed the need for

 the study, with 78% stating that profe’ssic;nal development in their schools continued

to lack inspiration. At least one teacher, who had been granted a paid sabbatical
twenty years earlier, knew that time away from school was important so teachers ‘
could grow and renew themsélveé. This teacher noted that the curfent system of
teacher professional deveibpment, with its requirement for content-based prpfeSSional
development pbinté (PDPs) was too discouraging for those who needed more from
profgssional development. |

For 33% of respondents, a concern remained that the significant demmds of
teaching continued to pose a threat to a long and satisfying career, believing that the
ultimate goal of CTT is to counteract attrition. This was important for those who felt
while they had transform;ed,‘ their workplaces had not, and this created a dissonance
for them as they tried to effect change. Other retreat participants wondered how “the
CTT feeling” had been kept alivé déépite sﬁch challeﬁgeé, pérhaps by incorborating |
some aspects of CTT into their teaching, with 44% wondering if poetry, meditation,
writing, and clearneés committee were in use by the retreat participé.nts.

These comments confirmed ideas that I had about the neefd for new

" professional development in schools to rﬁeet the needs of experie;hced teachers, Also,

while I had thought about the use of artistic media and clearness committee—and
hoped that in the inferviews I ;quuld hear references to them, I hadn’t thought of
listening for how some téachers miight specifically use them since CTT. Th

s '

continued use of poetry, in particular, was mentioned by almost all respondents.
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Hearing these suggestions helped me to consider a broader point of view when

writing the interview questions and while listening during the interviews.

Finally, two respondents (22%) specifically suggested a focus on these areas:

Has a paradigm shift occurred [for CTT participants]?

;

'Secondary teacher

Did the CTT rituals or practices create turning points for participants?

Community/higher education teacher

A paradigm shift was exactly what 1 hoped to find, perhaps one that was tied to

specific CTT experiences, ideas, practices, or environments.

Phq&e 1 Sumrhary
‘Respons’es to the Phase 1 questionnaire clearly indicated that invéstigating the
effects of Courage to Teach on experienced teachers’ professional growth and
development was worthwhile, for twc; reasons. First, sufﬁcieﬂt ipterest in.
| participating in the study existed for the study to move forward. Evidence of teacher
transformations was apparent at fhjs early stage of the research, as were the
connections between transformations and participation‘in Courage to Teach. One
hundred percent of respondents ascribed one or more personal/professional changes

to their participation in CTT; 33% of participants said they used nature as a tool for
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reflection; and 89% stated they increased their used of poetry and arts since
completing CTT. |
Second, the research participants, as former CTT retreat members, would be
able to give rich descriptions of the experience of transformations, if they occurred.
Polkinghorne (1989) states that it is necessary to have research participants who can
give such comprehensive and detailed descriptions, in order to conduct an iexistential
' phenomenological inquiry that seeks to understand the essence of an experience: in
this case, the essence of experienced teachers’ transforrnations.
Following the analysis of all Phase 1 responses, I proceeded to develop the
Phase 2 interview questions, chose a group of participants to interview, and began to

conduct the interviews.

Phase 2 of Study

Phase 2 Interviews

Ten experienced K-12 .teachérs participated in indiVidual, semi-structured
interviews for Pliase 2 (Table 4, page 78). The interview participants and I had not
seen each other since CTT ended three years before; our only contact had been brief
and about this study. Despite this, we exchanged warm greetings (whether in person
* or by phone) and began with a social conversation, aimed at creating a rela'xéd and
trusting atmosphere (Moustakas, 1994, p. 114).

’Phase 2 data analysis began concurrently with the interviews, consisting of ‘an
examination of field notes and tape transcripts, as well as listening to the interview

tape recordings. A list of every statement relative to each question produced horizons
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of the experience. Redundancies and overlapping: statements were eliminated. This
_produced a list of invériant meaning statements, which were then clustered by theme.

Two findings emerged ﬁom this process: that transformations did occur for the

experienced teachers in this study, and that the disorienting dilemmas that preceded

the transformations led teachers, in various ways, to join Courage to Teach.

Phase 2 Findings: Disorienting Dilemmqs
Disbfienting dilemmas precede transformations (Mezirow, 1991, 2000;

Cranton, 1996, 2006). These are external events—either large ones or a series of
small events or issues—that lead a person to que\stiQn his or her perspective
(Mezirow, 2000). This leads to a process of critical reﬂectioﬁ that can result in
;[rahsfoi‘rnation (Mezirow, 1991, 2000).
/ A striking result of the individual interviews was that one hundred percent of
the study paniéipants feported experiéncing disorientiﬁg dilpmmas prior to Courage
to Teach. Throughout the interyiews, participants referred again and again to the .
issues that disturbed them and led them to realize they needed change. Table 9 shoWs
the types of diéorienting dilemmas experienced by the participants with the
percentage of those who reported expefiencing each disorienting event.

| As the individual interviews unfolded, I observed and recorded in my field

N

notes when participants expressed deep emotion while talking about the dilemmas
_ ;

they faced prior to CTT. Eighty percent of those interviewed shed tears or spoke with

L

a shaky or cracking voice when describing these painful situations; others Would

palise and look away, sometimes rubbing their hands or thighs; and several spoke
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with anger, accompanied by a raised, emphatic voice. Several had a pine cone on

- hand, an artifact saved from one retreat weekend, that they handled during the
‘interview almost as a talisman. These gestures and displays of emotion emphagized

- to me that ‘pain was deeply embedded in the stories of why participants joined CTT.

Taylor (2000) states that disorienting dilemmas can be experienced as an “acute and

' internal personal crisis” (Taylor, 2000, p. 298) brought on by external forces, and this -

/

became even more real as participants gave reasons for seeking out CTT.

Table 9

|

Disorienting Dilemmas Experienced by the Ten Phase 2 Study Participants

Disorienting Dilemma =~ " ° Percentage of Study Participants
Who Experienced Dilemma

99

1. I felt isolated at my school 100%
2. 1felt aneed for renewal . . : 100%
3. Aspects of my school culture were unhealthy  100%

3a. Unsupportive school administrators 90%

3b. Difficulties with school colleagues 90%
4. Had one or more difficult years teaching - 80%
5. Felt worn out - 70%
6. Considered leaving teaching ‘ 70%
7. Considered career change ' 60%
8.

Loss of effective s‘choo‘l leadership 50%
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~ For most, these disorienting dilemmas pushed participants to a search for
meaning'and support. Some participants began with the discovery of bdoks about

Courage to Teach:

[During a very stressful year during which] the administration had abandoned
rme, I walked into a bookstore and saw Honoring ﬂie Teacher’s Heart [Intrator
& Palmer, 2002] and thought, “"lfhat’s-\whatI need: honor.” And I bought the
book. |

Elementary teacher

I found the book in Borders one day, read the entiré book in the store, and

then knew I had to find this program.

Elementary teacher

Other participants heard about the book Courage to Teach from friends, the
Internet, mailings, or programs at Pendle Hiil, Responsive Classroom, and Wellesley

College. After reading it they, too, discovered the book or program information

\
struck just the right chord inside them: :

I had contemplated leaving the proféssion. ..But during a “Teachers as
Scholars” course, one of the other students slid me a piece of paper at the last

meeting, which said “Must read this book—Courage to Teach by Parkei
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Palmer.” When I read it, [I thought] it was the best book on education I’d ever
read.

Secondary teacher

~ An overwhelming number of disorienting dilemmas emanated from lack of

administrative or district support, which created disequilibrium for many:

When I heard aboqt CTT, I,hoped to get re-energized. We had had [a job ¢
aétion ;in our digtrict] 5-7 years prior‘ to CTT, and although things technically
got resolved, the inner core of the real issue was still at. hand And I wasn’t
feéling supported in [my school district], from the administration—zero!—or
from within my team, becauée it had broken up and things had changed.

Elementary teacher

[Inv my district], things just get sucked out of you...something was missing:
soul, spirit to carry into‘thev classroom and maintain you. It bbthered me to see
teachérs walking around crying. The principal said if §ve céuldn;t do our jobs
betWeén 8:00 and 3:00, then we’re no good, there was no need to have a key
to come in on the weekends. ' But we hatched ballby‘ducks every year and had
to @heck on them. |

Elementary teacher



I was ready to leave teaching—my prinéipal had made racist comments to me and
said I had no cultural competence...

Elementary teacher

Others were worn out by the lack of collegiality in their schools:
Most of the people in my department were really mean people. You’d come
+ back from your epiphany about writing being a process, and they’d say,
“Right, well, I’d be happy not to mark papers, too! .

Secondary teacher

. Some, due to the strain and difficulties in their school, considered leaving for other
careers or to even start their own schools:

Some of my colleagues and I met with teachers in other districts—forward-

thinking teachers we knew—about starting a new school. But it’s risky; they

had families and needed the benefits. -So we never did it.

Elementary teacher

Summary: Disorienting Dilemmas
)

Disorienting dilemmas precede transformations and are external events that

cause a person to question his or her meaning perspective (Mezirow, 2000). This
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leads to a pfocess of critical reflection that can result in transformation (Mezirow,
1991, 2000). |
For the ten experienced teachers interviewed in this study, 100% experienced
disorienting dilemmas prior to joining Courage to Teach. All reported feéling a need
for renewal due to isolation: described as stress, “something was missing,” or a lack
of collegiality. Also, all participants reported disoﬁenting dilemmas resulting frofn
aspects of unhealihy school cultures, emanating from poor adn;ir;istrative leadership
or challenges dealing with colleagues. Other dilemmas included having one or-more
difficult years teaching; considering leaving teaching; or the loss of effective
administrators. As teachers described these dilemmas, deep emotion was often
displayed, which emphasized the profound effect of thgse events on teachers’ identity
and i{ltegrity.
Some teachers reported discovering the Courage io Teach book (Palmer,
771998) first; others heard of the retreat program ﬁrSt. For all, the é&aréness céme r;t :
just the right time for pressing forward to learn more about themselves—and their
teaching—in a group that practiced deep, critical reflection within a supportive
community.
Phase 2 Findings: Transformation; -
All ten teachers in thié study reported experiencing transformationé as a result
of participating in Courage to Tea;:h. The raw data obtainéd in the'interviews was
horizontalized, a step in which all statements relative to the question are given equal

weight. Next, redundancies and overlapping statements are eliminated. This
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produced the invariant statements, or the um'queﬁvaspects of the transformations, which
I then clustered by theme (Tables 10-13).‘ The next step, describing the themes of
experienced teachers’ transformations in my language—the transformation ovf the raw
data—is}\presented below. Keeping in mind Colaizzi’s (1979) advice that the
researcher should not “sever all’connecti_on with the original [statements]”

| (Polkinghorne, 1989, p. 53), I offer supporting examples from the participanté’
interviews with the discussion of eagh trar;sfbrfnation, so that the experience is

illuminated by the voices of the participants.

Transformation 1: T ransformed undefstanding of persorial/professional
needs. |

Participation in Courage to Tcach heiped experienced teachers better identify
their personal/professional needs. This growth helped most teachers cope with the
stress and isolation of their classrooms and schools, which in turn rﬂade them feel that
they were better teachers and colleagues.

Although_Table 10 lists only seven invariant constituents, participants
mentioned them repeat,(edly throughout the interviews. Of the ten teachers, ‘:'90%
stated that their inner perspectives as teéchers had perma‘nentl)\" changed, helping

them to return to their work with renewed energy and an expanded vision:
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My perspective has changed. I understand I’m not alone anymore, even in
the isolation of the classroom. There’s a bigger picture and others have
challenges and frustrations, too.

~

Elementary teacher

Now, I'm much \more likely to reach dﬁt to other people who I think
experience the same things I do [in teaching]. I’m more aware that I don’t
need td suffer in silence, I have resources in me f_o reach out to others, to

_ reflect and be quiet, and to see where I am. |

Secondary teacher -

In clearness committees, I saw pedple going through the same things that I
was at my school. -

Elementary teacher
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Table 10
Transformation No. 1
Teachers Possess a Transformed Understanding of Their Personal/Professional

Needs:
90% of 10 study participants

Invariant stateménts of theme

1. Don’t feel alone anymore despite isolation of classroom
2. Can better manage streés in school

3. Possess a new sense of my boundaries

4. Possess an expanded i‘rlmlerklife

5. Am a better listener

6. Amiless of a “fixer”

2

7. Realize that all of us grow and evolve over time

Example: The following phrase was considered a duplication of a significant
statement and was not repeated again: “have resources to reach out to-others™ was
_ considered the same as “not alone anymore, even in the isolation of the classroom.”

The expanded vision included a fresh perspective for some whose school
culture, colleagueé, or administrators had a negative effect on teachers and teaching.
One participant described a renewed, stronger commitment to the school community

2

by initiating positive, loving, inclusive actions toward others:
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I feel better able to deal with negativity in my school. Do you know that
hymn, “They Will Know We Are Christians by Our Love?” Well, I like to
think “They Will Know We Are Courage-To-Teachers by Our Love.”

Secondary teacher

Some participants expressed growth in terms of learning to listen, while “not fixing”

for colleagues:

I’m less shy now and Courage to Teach made me better about not taking
things personally. The idea of not fixing, stepping back, has deﬁnitely
changed me. |

S | Elementary teacher

Really sitting there [in clearness committee] and learning to listen to |
éomeone...a;ld asking open, honest questions—that took real discipline, and is .
a shift in teacher thinking away from [always needing to] “fix it.”
Elemen't‘ary teécher
, , v o
Other Courage to Teach participants returned to schools with a guarded approach to
vtheir boundaries, because of school cultures and adrr\linistrators who did not support

their personal/professional growth and renéwal:v
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I am more aware than ever of the detrimental effects of NCLB and the
immoral effccts it has on children living in pévelty, Viblence,/ and
néglect. ..and am more honest with myself and my colleagues abbut my
opinioné. But it’s a daily struggle to réconcile my éxpanaed inner life witI;
the unchanged dysfunctionality of my school, where there is n(\) “invitation to

participate” and where my principal makes me a target for negative criticism. -

Elementary teacher
i A\

'
/

I felt guarded about sharing my CTT experience with my cﬁlleagues and only
talked about it with [a few]yvtv‘riends at school.’ You know, there’s that fine line
be\twe‘en. doingva good job and having the test scores go up...and I didn’t want
to publicize this because I didn’t want peoplé to feel like I Was doling more. If
I was doing extra, it would make them look bad. 1 didn’f trust the étmospheré,
to share everything. |
| Elemehtary teacher
Changes in perspective often came from the inner self, brought aimut by Courage té

Teach retreat activities:

) ‘ [At the retreat,] I was trying to understand the idea of paradox and how it
related to what I was doing [in my teaching.] To journal during [CTT], it

reawakened a part of me I hadn’t visited in a long time. I used to be right -
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brained! I used to love music and art, but with the crushing demands from our
administrators, I stopped using that part of my brain. |

)

Secondary teacher

Going to the retreat, I was exhausted, tired and thought, how can I go? Each
time I was astonished at what I could share. Afterwards, I had tremendous
energy to teach, to restore, and renew energy.

Secondary teacher

I learned what it was like to be cared for with a sense of intention, not
coercidn. If you didn’t want to participate [in sofhethihg at the retreat], that
was okay—there was no tally. That sort of ihing is not okay at my school, \
[where a lot of talk takes pléce about] who’s talking to the prihcipai, who’s’
not“showing up at professional developmvent.‘. At CTT, I didn’t have té wo&y.

I was being held in a gentle, quiet way.

Elenientary teacher

|

Understanding the cyclical nature of growth—in life, teaching, and learning—
prompted new learning and/connectidns for experienced teachers:
I learned that all of us grow and evolve like the Seasons: something grows,
blooms, dies...it goes around and around in a circle. Being where I am in my
career, this matters to me.

Secondary teacher ~



It helped me to see [more senior teachers than I} reflecting on these issues
[near]‘the end of their careers, still wanting to be thoughtful practitioners and
wanting to be better. |

Elementary teacher

Summary: Transformation | 1

Of the tén teachers interviewed, 90%‘reported a transformed understanding of
their personal/professional needs. Palmer (2007) points out that “teaching is always
done at the dangerous intersection of persoﬁal and public life” (p. 18). He states that
external .ﬁxes\—especially in the era of education reform—do not consider that

- meaningful change comes from within rather from without (p. 19). | Therefore, this

area (;f transformation is, in many ways, the most importaht oné because it addresses
the nexus of the pérsonal and the profeséional. |

For the study participants, this meant a transformation in how they perceived
themselves as part of a larger world of teachers, rather than as isolated practitioners.
This was important to teachers who stated they worked in unhealthy school cultures,
c‘onsisting of poor leadership and/or a lack of collegial relationships. They found
ways to manage their stress by defining their boundaries more clearly ahd by
claiming both the time and the energ; they neede(i to replenish their energy through
reflective préctices. Some reported returning to these unhealthy school culturés and

feeling guarded about sharing their Courage to Teach experiences, and being reluctant

to share their growth with more than a few close friends.
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Learning to be a better listener and learning to be less of a “fixer” were two
other personal/professional transformations reported. One participant noted the
discipline required to do this, necéssitating a significant shift in teacher thinking.
Looking within through deep reflection helped experienced teachers discern their own
needs for grthh and become their own experts in learning how to address those

needs.

Transformation 2: Transformed teaching practice.

Participation in Courage to Teach helped experienced teachers transform théir
teaching and in the wa;y they aplﬁroach their teaching. Some felt a new empowerment
to make changes in what they taughf. Others discovered how to set priorities,
achieved a greater sense of balance in their lives, or continued to use poetry as a way
- torenew themselves. All tez;chers reﬁorted a refreshed api)roach to their teaching;-

resulting in closer connections with students and new ways of téachiﬁé their stﬁdénts.
In the three years since the Courage to Teach retreat, teaéhers noted
significant changes in their teaching (Table 11). First, several teachers made changes
in what they taught because of the new direction they felt as a result of CTT. As
Palmer (1998) points out, a large part of the identity of teachers is intertwined with
| the subjects they teach; because they are experts in what they teach, making a change

is not a decision undertaken lightly: |
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Table 11

Transformation No. 2

Teachers Change How They Teach and How They Approach Their Teaching:
‘ 90% of 10 study participants

Invariant statements of theme

I changed my teaching assignmerit after CTT.

I learned how to'set my priorities.

I changed how I teach my stu&ents.

I feel more balanced in my teaching and outside of teaching.
Now I make closer connections to my students.

I use the arts in my teaching.

AN U el e

Poetry has become very important to me since CTT.

Example: The following phrase was considered a duplication of a significant

statement and was not repeated again: “use poetry,” “go back to the poetry,” “collect
_poetry,” and “poetry helped me” were considered the same as “poetry has become

very important to me since CTT. o ' '

~

I asked to change [my teaching assignment] to World Literature after CTT
because now I have a broader outlook and see different points of view. And I
use poetry from different countries now.

Secondary teacher

I see myself now as much as an artist as a teacher. I was an artist and it
needed to come out...CTT gave me the door.

Elementary teacher
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My last year, 1 decided I didn’t want to teach honors kids any more, I wanted
to teach regular kids. They were much more aplii'eciative, easier, and I was
able to exercise more Qf what | wanied, not dealing with neuroﬁ; kids Who all
they wanted was an A+.

Secondary teacher

Teachers also set new priorities for themselves by speaking up more often and by

handling conflict differently:

~ [When I hear other teachers talking negatively about students], I say, “What’s |
really going on for the students? Where’s the joy in the day?”
Elementary teacher
~ Tused to be distractgd by sill; conflicts [izvithjn my school] and now I can
detach in a positive way. CTT réminded me that reflection, pondering,
conteinplation [is worthwhile]. |

Elementary teacher

Several teachers from urban districts voiccd concern about the violence they faced

with their students on a regular basis. One teacher expressed deep concern at the lack

of urgent action she saw in her school administration, and refused to be silenced:

s
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I speak out more aboﬁ/t what is right. It’s how I was trained and I think. itis

immoral not to spéak out on behalf of children. With the murciers and

violence in my school the last year or two—and we have no support from our

principal, no cdunselors, there is no discussion of anythir;g [to help us and our

students]. I’m not sure how: long [I can continue this]—I may have to look at

something else [for a job]. \ |
Elémentary teacher

CTT inspired a number of teachers to change how they teach their students, whether

by how the room was arranged or by approaching the content differently:

CTT even changed ho;;v I set up my room. wa I have my studentg sitina
circle and the experience changes their learning. It’s a kinder, gentler
arrangement. I can’t believe I ever ta\ught (witﬁ rthe students sitting) in rows—
I used to think it wasn’t pr‘actical [to do otherwise] and I never saw my
colleagues do different things with desks.

- Secondary teacher

Years ago, I used to- spend time on Fridays letting the students perform for
each other individually or in small groups. They d1d skits, §origs, puppetry,
magic acts, and game éhows. With the onset of always beiﬁg expe\éted “to be
on task”™, I slipped away from that time of child-selected and child-created

work. [After CTT] I started it agéin with a new sense of its value...it helped
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children develop social bonds and gave them a means to use their other
interests and strengths.

Elementary teacher

Now I put myself in my students’ places—they sit at my desk and I'1l sit at
theirs—it’s a whole new perspective for me and my students...[I often think],
what can happen [today] that we all enjoy?

Secondary teacher

With changes in teaching practice and perspective came a balanced feeling that
teachers say helped them cope with the complex, demanding work of teaching:
I view myself more empathetically since CTT. I’m more gentle with myself
and less judgmental with myself and others. Really stupid things at school
used to upset me.

Secendary teacher

The feeling of/giving myself permission to relax—this is a permanent change,
directly from CTT. Now I have a little space in between my thinking and my
reaction. [I realize that teaching] is more cyclical, and more busy sometimes

than others. '“

Elernentary teacher
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Many of the teacher transformations resulted in a desire for closer connections with

students, even when school mandates made it nearly impossible:

I’m more 'w.illing to experience them as people now, so I do more in small
groups and one-on-one. I have a more personal connection with my students
that I didn’t have before and my load feels lightened [as a result].

Elementary teacher

We’ve been a “failing school” and under restructuring [by/the state], so
everything we do is mandated and scripted...This slem I had to give up doing
Open Circle, which was magic—the things that would come up, the kids (
acting as we would as adults. Without it, they’re less able to be peacemakers
or even people. The thiﬁgs that are important to ﬁy children are [not discussed
in rﬁy school]. | | | |
Elementary teacher
Some teachers discovered a way to use the arts 1n their teaching, enhancing student
learning:
Now I see the arts as a way of expressing ahd sharing. [Gestures to student
artwork on wall.] The st’udentsvdid these from another ’character’s perspective |

in the story we read.

Secondary teacher



I love music—I integrate music and poetry into my lessons and wish I could
do even more. It feels like treading water just to stay competent [in teaching].
Secondary teacher

!

-All teachers mentioned the new place of poetry in their lives, transforming them

through reflection and renewal:

!

[Using poetry] is something I wouldn’t have done if not in CTT... I used to
feel that poetry V‘wasn’t accessible to me...I liked that [the poems] were
selected for me.

Elementary teacher
I became very aware of metaphér as aresult of CTT. I'loved the poetry, the
writing, and the art—they speak to your‘ soul and keep you fresh.

| Elementary teacher

Poetry has helped me hold the tension [of teaching] better.

Elementary teacher

Summary: Transformation 2.
Ninety percent of the ten experienced teachérs in this study reported
transformations in how they teach and how they approach their teaching., The

practice of reflection in Courage to Teach hélped teachers discern what their teaching
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| priorities were. For some, this meant requesting a change in teaching assignment that
was a better match for their expanded undérstanding of themselves and their beliefs.

Others discovered a desire to build closer connections with their students, which they

-felt made them better teachers and better advocates for their students. As one teacher
noted, even a seemingly small change rrlade in teaching—such as rearranging the
desks from rows into a large circle—changed the dynarrrics of the classroom so that
students became more actively engaged in léaming, with the teacher discr)verrng the
role of facilitator. o |

Teaching transformationsb like these occurred after a process of critical’
reﬂe’ctioni Palmer (2604) states that by using “third things” during alprocess of
critical reflection, teachers carr approach difficult or complex issues in a more indirect
way (p 92). Teachers stated that poetry; readings, journaling, and art activities
helped them through the process of reflection; after C"I;T, teachers incorporated these
third things into their own lives and their teachirrg. All téarchérs affrrrneri ﬁéeh‘y aé
especially meaningful to them: all teachers stated they returned to the CTT poetry
‘when. they needed to, and many reported building their own collection of poetry to
use after CTT. -

A transformed understanding of their identity and integrity led these /
experiencéd teachers to gain new perspectives on their teaching practice, leadiné toa
greater serrse of l\)ersonal/professir)na] balance. This balance allowed the teachers td

feel more confident, relaxed, and able to consider, as one teacher put it, “What can

happen today that we all enjoy?”
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Transformation 3 Teachers traniform as leaders.

Participation in Courage to Teach can transform experienced teachers into
leaders who bring about positive change in their schools. They do this by taking on
new, formal leaderehip roles; by establishing or enhancing informal roles to ehow
support and care t"or their colleagues; and by leading from within to guide their
colleagues. — | |

After the Courage to Teach retreat, many teachers found a new way to express
themselves as experienced teachers. Eighty percent (80%) become leaders in their
school and this diseovery energized them: |

It was in me, an element of leadership and positive energy! Unfortunately, in

the negative setting at my school, it was getting pushed down. I didn’t realize 7

the [negative] impéct my principal had had on rne.

Elementary teacher

For the longest time I thought I couid never do anything in leadership, that I

was not strong enongh. .. now,'the idea that I could do something outside the
classroom [in school leadership] has transformed me. [I disce\vered] I’m not
just attached to teaching. I remember [someone] at one of the retreats said,

“Sometimes, life’s about having the courage nof to teach!”

Elernentary teacher



Some teachers took on new, formal leadership roles in their lives as educators as they

realized their growth after CTT:

Courage to Teach gave me more of a backbone and the realization that I have

an obligation to stand 1in and improve our situation [in our school]. The

_morale in our school was low and our administration was dehumanizing and

discouraging to us. I discovered a greater obligation to be a leader and am a
building rep now.

Secondary teacher

Table 12

Transformation 3

Teachers Transform into Leaders at Their Schools:
80% of 10 study participants
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Two sub-themes with invariant statements for 8 participants -

1. Teachers discovered aspects of leadership in selves: 70% of 8 pirticipants

Element of leadership and positive energy are in me

More likely to reach out to other people |

Discovered not just attached to teaching

Discovered obligation to lead in my school

Decided to work on what I believed and how I was trained

2. Teachers took on new roles as leaders in school: - 63% of 8 participants

Ama building rep now

CTT was the first step in becoming a reading coach
Helped organize colleagues against a political move

Gave support and energy to my colleagues |

We organized a CTT teachers’ reading group at our school

We organized an Artist’s Way group at our school
J




Others developed themselves as leaders in informal roles, doing work with a far--

reaching impact:

I did not anticipate how strong CTT would make me in being able to reach out

to other people [in my department]. [There was a plan to move some of usto

~ another school] so they could fire people over there and I helped to organize
my colleagues—we met many times to brainstorm and wrote a position paper
about it, and we fought that off. That was me—I vwas proud of that!—just
through my own need to talk about problems with other peoble.

Secondary teacher

I'm ‘on my collége’s alumni association board and de;:ided to start one
meeting by reading ‘fa poem—William Stafford’s poem on eléphants. We all
fead a line aﬁd fhen téld what liﬁe spoké: ‘;o us. Amazing things came out! |
We realized we really didn’t knéw each other—we just came to meetings, had
dinner—but then decided to work on \wvhat wé believed in and what we were |
taught [at my college]: carrying on the fouﬁder’s miésion.

Elementary teacher

' Two participants, who were from the same school, brought Courage to Teach to their
N

school by orgahizing their own book group:

121
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We had about 30 people who Would méet after school [to discuss the book
Courage to T each]. We tried to adhere to the touchstones [to guide us] and it
became a little community. A lot’have gone on to hear Palmer speak and
others in ouréchooi joined another Courage to Teach retreat.’

‘J Secondary teacher

The two of us shared the leadership of it. The respect people had for us! N
People would stay aftef school until 4 or 5 o’clock! We tried to steer the
group away from negativity—thére is great value in focusing on the positive.

Secondary teacher

In this particular school, the Courage to Teach book group led to an Artist’s Way

group:

We even had art and science teachers j ofn us [to work on creating art]. About
15-18 pebple were in it. When we were done, we had a breakfast and art
show for the faculty—about 100 faculty came—it was spectacular’/and our
hearts were filled! Then other departments got the spirit and started have
themed breakfasts. It‘resulted in a total climate change for us. |

Secondary teacher

Our school was hurting and good teachers were leaving. We had seen the

need for a new kind of professional development. Our new superintendent
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wrote us a thank you note and now lets us do Artist’s Way as professional
development.

!

Secondary teaclier

; Summary: T ransformatio‘n 3.

After participating in Courage to Teach, 80% of the ten experienced teachers
in this study discovered transformations into roles as leaders. This began as part of
their renewal from within and e\rolved throughout the cycles of reflection at each
seasonal retreat. Some described the discovery of leadership within themvselvesas
positive energy to give to others, often by reaching out to others whom it appeared
shared the sarne concerns that the CTT participant did. This improved relationships
with, colleagues and helped the CTT teachers to find new, meaningful ways to
contribute to education. Othere discovered a latent ability to lead, which opened up

_new career possibilities as school,leaders.A As one experienced teacher contemplating -
such a role said, “I discovered I wasn’t just attached to teachirig.” E

A number of study participants foimd new, formal leadership roles that
matched their newly transformed perspectives. An interesting example is of a teacher
who, unable to find opportunities at her school to apply her transformed perspective,
refused to yield to negative repercussions from her principal and found a receptive
comrnunity for her ideas at her college’sr alumni association board. Conversely, two
teachers in the CTT cohort started and led a CTT book group at their school, working
together to heal sonie wounds in their school culture and ultimately attracting about
thirty people after school. An Artist’s Way group began at their school afterward, and

a number of their colleagues joined other Courage to Teach retreat groups.
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Perhaps the greatest manifestation of these leadership transformations was the
replenishment of the teachers’ spirit, allowing them to make substantive contributions
to their schools, colleagues, and communities—and ultimately returning renewed,

fulfilled, and experienced teachers to their students.

Transformation 4: "Teachers transform as leaders.
Courage to Teach helped é/)(perienced teachers decide hoW or when to leave
their job or end tﬁeir career, and to see new poséibilities in their decision.
Some members of the CTT cohort were nearing the end of their career, and bf

those approaching retirement, all said CTT helped them clarify"how and when to

leave a career they loved:

I don’t like change. I stayéd &ay beybnd thc;, time when [ gd'; rﬁaximum
[retirement]... When we got a new superintendent, I thought things wduld
change. But instead, they got worse. CTT hélped me/;nake the jump: it‘gaQe
me the courage to retire. |

Elementary teacher

I was conflicted about the decision to retire. When I finally did clearness

committee, I learned how much school ﬁlled my life and was important to me.
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- So the last few years of my career, | felt more centered and whole about my
teaching. It had been a fulfilling job for me. [In my last few years], I was
able to have a different sense of my teaching. And that was a gift.

Secondary teacher .

I felt called to my vocation as a teacher. That’s the gift I was called to [give
to the world]. But I had been abandohed by my administration, during what
was a traumatic year for me [and my students]. I needed to [leave and
experiment] with something outside the classroom for a while.

Elementary teacher

Summary: Transformation 4.

Of the ten experienced teachers in this study, 40% either retired or left
teaching for another career since CTT. The teachers experienced this as a :
~ transformation for several reasons. First, all of the teachers felt deeply committed to
teaching and to their students. Leaving either one was not an easy decision nor was it
made quickly. Second, these CTT participants, who had spent years—even
decades—preparing lessons, welcoming sfudents, and engaging in all kinds of
professional development and learning, considered their teaching careers true
vocations. They were committed in their souls to teaching.

| Even the disorienting dilemmas that led these teachers to join Courage to _
Teach were not enbugh to make these teachers rush to a decision to leave teaching.

Insteaid, they wished to leave on their own terms, feeling happy that they had chosen
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teaching és a good expression of themselves. Also, teachers stated they wished to -
choose their own timeline for leaving and their own path to leaving; the déep

reflection during Courage to Teach gave them, as one teachevr‘ stated, “the courage to
" make a change.” To all of them, discovéring their own way to leave teaching was a

significant transformation of their identity and their integrity.

Table 13
Transformation 4

Teachers Transform Into Retirement or Another Career:
. 40% of study participants

Invariant statements of theme

1. Gave me the courage to retire

2. Ready to leave teaching for something more creative

3. Gave me the courage to-make a change
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Summary of Phase 1 and Phase 2 Findings
The phendmenon invéstigated in this study—the transformafions of
experienced teachers—was shaped by MezirO\;v’s (2000) definition of trénsformation
as a permanent shift in one’s meaning perspective. As the evidence pf
transforinations emerged, so did evidenée of disbrienting dilemmas, which are
external events that cause one to questi(;n one’s meaning perspective (Mezirow,
2000). |
Thé data collected fo‘r this study came in two phases. In Phase 1, a
- questionnaire was sent to the :[wenty-three pérticipants in the 2002-2004 Courage to
Teach/New England retreat. Nine written responses were received, a near 40% rate
of response. The data produced by the responses was analyzed using a
phenomenological methodology, informed ‘by an existential-phenomenology

approach. The results were the following:

*  Sufficient interest in participation existed to continue the study

* The direction of the study was affirmed

* Sufficient interest existed to research ﬁansfomative change as a result
of participation in a Courage to Teach two-year retreat

* Indications existed that transformations did 6ccur for Phase 1
respondents, as well as for cohort members who indicated interest but
who were un;lble to participate due to time aﬁd schedule constraints

* Suggestions were received from respondents on what to consider when

déveloping the next phase of the study
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\ 7

In Phase 2, a group of ten K-12 teachers participated in semi-strﬁctur‘ed, in-
depth interviews designed to probe for émd understand transformations that occurred
asa result of pélticipating in a two-year cohort of Courage to Tcach. The ten
participants were drawn from the cohort members who indicated iﬁterest in
participating in the study. Again, data produced by the resporﬁ'ses was analyzed using

a phenomenological methodology, informed by an existential-phenomenology

approach. The results for Phase 2 were the following:

*  100% of the interviéw participants experienced some kind of
_ disQrienting di‘ler.nma or dilemmas prior to joining the Courage to
Teach retreat. These ;angedr from an Unheaithy school culture to the
need for a néew meaning persf)ective in other areas of thei£ teaching
lives. These disorienting dilemmas proniptéd particfpants t;) begin a

personal search to resolve these dilemmas.

* 100% of the interview participants experienced one or more
transformations as a result of participation in the CTT retreat. Thesé
fell into fqur categories: Personal/professional transformations that
made teachers better ableb to cope with the complex demands of
teaching; teaching transformations that teachers believed improved

N their teaching; transformations of teachers into leaders who made



positive éhanges in their schools; and a transformed understanding

about one’s path to retifement or to a career change.

These results are discussed in the following chapter, along with the implications of
this study for educator professional development and recommendations for further

study.
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Chapter 5: Discussion and Recom{nende‘ltiofns
Introduction |

In this chapter, the results of this study are discussed in terrhs of \experienced
teachers’ professional developmenf and transformative learning. The important
- implications for education reform drawn from this study include recommendatiohs for
a systemic shift in thinking about professional development and how best to meet the
needs of experienced teachers. |

Teacher professional development systems must be transformed. Considering
that districts, states, and the national education agenda are confronting educational
and fiscal challenges as never before, educators and policy-makers must acknowledge
and address the strong body of research about whaf works in teacher professional
development and what doesn’t. This includes learning frem Courage to Teach and its

J

growing body of research, including this study. There is little research that supports a
“business—asr-usuél”‘ appreéeh to pro}essional aeveloprﬂeﬁt. insfead, educetors, |
education leaders,‘ politicians, and edﬁcation policy makers must heed this call for
systemic change. Accomplishing such a shift does not require massive funding—
- which is good ﬁews—But does require a change in thinking, requiring a comnﬁtment
from all stakeholders in education. {
Study Summary
This study was designed to investigate these reseafch questions:

*  What kind of transformations take place for experienced teachers as a result of

their participation in Courage to Teach?
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* What are the implications for professional development programs for

experienced teachers as a result of this study?

The investigation of these questions was conducted in two phases. Phase 1 of
the Study was designed to gather general information about the Courage to
Teach/Neyv England 2002-2004 retreat participants: to gather general informati_nn
about personal/professional changes in the three years since the retreat had ended; and
to assess interest in study participation. All members of the twenty-thrae member
cohort received an invitation to participate in the study. I received fourteen emailed
' expréssions of interest and support (almost 61% of the cohort) and nine completed
questionnaires (almost 40% df the cohort). This response rate indicated strong
interest in participation as the study moved forward.

“The written responsés in Phase 1 represented every levei of teaching,
kindergarten through graduate sahool, inclnding coinmunity eduaation. Thé nine
resnondents averaged almost 24 years of teaching experience, well beyond the
definition of an experienced teacher as one who has more tiian three years of teaching
experience (Darling-Hammond, 2000; NCES, 1997). The data generated by the
responaes was analyzed using an existential-phenomenological methodology. The
resuits of Phase 1 gave early indications of transfnrination as a result of participation-
in CTT.

Shaped by the data gathered in Phasé 1, Phase 2 of the study focused on

)

experienced teachers in grades kindergarten through twelve. Ten cohort members

drawn from the pool of Phase 1 respondents and the fourteen expressions of interest,
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a pool representing sixty-one percent (61%) of the cohort, agreed to parﬁcipate in
individual, semi-structured interviéws at a place they chose. These Phase 2
participants, a slightly different group of cohort members froin the Phase 1
respondents, averaged 24 years of teaching experience and represented forty-three
percent (43%) of the cohort. Data generatéd in the Phase 2 interviews was analyzed
using‘é.n existential-phgnomenological methodology.

As I analyzed data from the ten semi-sfructured interviéws, both disorienting
dilemmas and teacher transformations émerged, along with evidence that
participation in Courage to Teach effected transforrﬁations for 100% of fhose in the

study. The following section presents the essential structure of the transformations

experienced by the Phase 2 participants.

The Process of Transformation
Mezirow (2000) defines transformative leaminé as:

...the process by which we transform our taken—for-granted frames of
reference (meaning perspectives, habits of mind, mind-sets) to make thein
more inclusive, discriminating, open, emotionally capable of change, and
reflective so that they may generate beliefs and opinions that will prove more
true or justified to guide action. (pp. 7-8)

The central process in transformative learning is critical reflection, through
which a person reconsiders her view of the world by identifying assumptions,
scrutinizing their accuracy and validity, and reconstituting them (Brookfield, 1990b;

Mezirow, 2000). It can be a period of cognitive dissonance and should take place in
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an étmosphere ot" trust (Brookfield, 1991; Roberts-& Pruitt, 2002). Mezirow (2000)
sfates that a perspective transformation proceeds through these general phases, which
are not necessarily sequential:
1. A disorienting dilemma
2. Self—examinafion with feelings of fear, anger, guilt, or shame
3. A critical assessment of assumptions
4. Recognition that one’s discontent and the process of transformation are
shared
5. Exploration of options for new roles,\ relationships, and actions
6. Planning a course of action ;‘ |
7. Acquiring knowledge and skills for implementing one’s plans
8. Provisional trying of new roles |
9. ‘Builning competence and self-confidence in new roles and relationships
10.A f¢integration into nne’s life nn rthe basis ‘of conditions dictated”br'y one’n
new perspective (p.22)
One or more transformations were experienced by 100% of the study
participants as a result of their participation in Courage fo Teach. i’hases of
transformation seemed to be grouped together for some participants, and overlapped

}

or zigzagged for others, affirming Mezirow’s (2000) premise that transformation does

7

not occur in a linear fashion. However, all participants reported disorienting

dilemmas occurring prior to Courage to Teach, which began their process of

transformative learning.
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Disorienting Dilemmas

According to Mezirow (1990, 2000), transformative learning is preceded by a
disorienting dilemma. A disorienting dilemma is an event that “cannot be resolved by
simply acquiring more information, enhancing problém solving skills or adding to
one’s competencies” (Mezirow, 1978, p. 108). The results of this study shovs{' that
100% of Courage to Teach participants repdrted experienciflg at least one digorienting
dilemma prior to joining'CTT. These dilemmas caused the teachers in the study to
initiate a search for meaning in order to help them solve or understand “a problematic
frame of reference” (Mézirow, 2000, p. 20). In fact, the effect of the disorienting
dilemmas was so‘ strong that many of the teachers in this study felt compelled to take
action, which led'thém i{l one way or ano}her to Courage to Teach.

Palmer states that many teachers describe teaching as a vocational calling or
destiny (Palmer, 1998). Teaching is an essential part of their identity and their
integrity, and these Aelements‘are closeiy conneértedrto both ther subjects théy teach and
the students whom they teach (Palmer, 1998). When disorienting dilemmas violate
one’s identity and integrity, Palmer s;[ates, “The teacher within stands guard at the
gate of selfho’od,.warding off whatever insults our integrity and\welcom'ing whatever
affirms it (p. 31).

Before this group of teachers joined Courage to Teach in search of meaning or
affirmation, they experienced disorienting dilemmés at their schools that made them
feel isolated or in néed of renewal (100% of participants); also, they experiericed
disorienting dilemmas that were connected with one or more unhealthy aspects of |

their school culture (100% of participants). Participants described school cultures in



which leadership was unconcerned with the needs of teachers who craved substantive

professional conversations and growth; cultures where t:qlleagues criticized each

other, leaving participants feeling isolated; cultures that never recovered from job i

actions; school cultures that blamed teachers for the problems of its students.
According to 90% of the study participants, a major reason given for this was poor
educational leadership: the belief that superintendents and principals exacerbated
participants’ disorienting dilemmas with their lack of attention to creating school
cultures that encouratge/d teachers to grow. ( »

Other disorienting dilemmas reported by participants included large-scale
curricular changes imposed by administrators without teacher participation; principals
who rarely talked with their teachers; and the affects of working on 5 fractured antl
demoralized school faculty. It became clear that educational leaders who lack an
understanding of the fundamental principles (if adult learning and teacher professional
development can create the conditions for disorienting dilernmasto grow. Teachersr
who feel unsupported, threatened, and marginalized by their leaders feel
disempowered nnd even more isolated in their teaching, creating complex layers of
disorienting dilemmas.

Because teaching involves developing and inaintaining relationships with
other human beings—administrators, colleagues, and students—it has a strong
emotional component (Brookfield, 1990a). It is easy to understand the emotional
responsé of the study participants when they felt that their teacher identity and

integrity—which Palmer (2003) names as a teacher’s soul—were threatened or

endangered: “The challenge of such a crisis is always clear, though finding a way.

135
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| through néver is: do we follow the soul’s calling, or do we bend to the forc;es of
deformation around us and within us‘?”’(p. 2)..

The creation of supportive environments for teaching and learning is the
ultimate responsibility of school leaders, who must communicate that they value the
human beings in the school as its most valuable asset (Knowles, Holton & Swanson,
2005). A supportive, respectful environment is necessary for inquiry and reflection
to take place (Roberts & Pruitt, 2003). As Palmer (1998) points out: “Good talk
about teaching can take many foims. ..and it can transform teaching and léarning.

| But it will happen only if leaders expect it, invite it, and provide hospitablev space for
the conversation to occur” (p. ‘160). |

Given the pressures and complexities ‘of ieading schools and districts today,
educational leaders deservé professionalﬁ-';development to help them learn how to
create cultures that enhance teacher growth;_ to recoghize the symptoms of teacher
Withdrawal and isolationr; -and to providp oppoi'tunities for renewal (Woife, Murphy,
Phelps, & McGrath, 2000). True pducation reform will not be achieved until the
professional needs of teachers are recognized and addressed as priorities by education
leaders.

The disorienting dilemmas descriheci in this study did not resolve or evaporate
with participation in CTT. Instead, participants reported that the transformations they
experienced helped them cope better with stress and isolation. With the
transformations came the application of tools and strategies learned in CTT that
pazticipants used to create changes in their classrooms,’with their students, and with

their colleagues. Every participant spoke of the value they placed on poetry,
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returning to the poems used in CTT for meditation orv reflection; using poetry with
their students; or ihtroducing poetry at a board meeting to help refocus the board’s
work. In addition, journaling, solitude, meditation, and using the arts sustained
renewal for participants after CTT.

This is not Surprising for two reasons. First, Palmer (2004) considers the use
of “third things” such as poetry or the arts as desirable ways to approach difﬁcﬁlt or
charged tdpics. Third things, used as metaphors, allow participants to reflect on these
topics at a pace and depth that is appropriate for each person. Second, thé arts contain
a language of their own, one that can lead a person to consider “thinking of things as
if they could be otherwise,” which is part of the process of reflection (Greene, 2001, |
p. 116). All of the strategies that participants stated they brought with them after the
retreat helped their transformations to céntinue to evolve, deépite ény unreso‘lyéd
disorienting dilemmas. As one participant noted, “[The transformations] are subtle

and keep happening” (Phase 2 teacher).

Transformations
- A striking 100% of participants in this study rep_brted transformations as a
result of their participation in c;itical reﬂection during Courage to Teach. Four areas
of transformation emergéd from the data analysis:
1. Teachers possessed a transformed understanding of their
‘personal/professic/)nal needs,

2. Teachers changed how they taught and how they approached their

teaching,
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3. Teachers transformed into leaders at their schools,

4. Teachers transformed into retirement or another career.

A Transformed Awareness of Personal/Professional Needs

| The ﬁrs‘\[ transformation was reported By 90% of the study participants. Many
realized that they h\z;id‘found a group of kindred spirits who, like them, had the same
concerns about féeling enervated. Thig discovery reduced tﬁe feeling of isolation
many experienced in their schools and as well as the stress produced by isolation and
- coping with complex problems in teaching. One teacher stated that a change in
perspective'occm'red for her because of the realiza;[ion that others—in the greéter
world of teaching—confronted the same challeng;:s that she did’.

According to 60% of the study participants, clearness committee helped
facilitate these transformations. In the intimate and carefully structured environment
of clearness committee, the participants often came to greater ’self;understandiﬁg
while listening to the focus person grapple with a prqblc;m. T}\IiS, too, reduced
' is;olation, and as one clearness committee member put it, “I saw people going through
the same things that I was at my school” (Phase 2 teacher). This perspective
tran.sformation helped bring the teachers info the “great world of practitioners” (Phase |
1 teacher) where they could transcend their immediate sﬁrroundings and draw
replenishment from a larger world of sui3port. In this, the paﬁicipants demoﬁstrated
the desire and the ability to grow out of isolation aﬁd into a realization “that all of us
grow and evolve o?er time” (Phase 2 teachers). For thoserstudy pérticipants (40%)

who did not mention clearness committee as a path toward transformation, the variety
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of reflective activities (journaling, walking, talking, creating art, reading poetry) and
environments (large group, small group, and solitary) provided the right context for
their transformations. o

Maslow (i 971) stetes that"beyond the stage of self-actualization comes the
stage of “self-transcendence,” describing it as one’s ability to connect beyond the self,
surpassing what one had thought were one’s limits. By discovering connections |
beyond themselves through CTT, teachers who no longer felt isolated reduced their
stress. fhis gieater sense of connection also helps explain the sense of an expanded
inner life, helping participants to reach deeper into therxiselves while reaching
oniward. As uone teachei said,

“I have resources in me to reach out to others, to reflect and be ciuiet,
" to see where I am” (Phase 2 teacher).

Courage to Teach encouraged more listening and less ‘/‘ﬁxing”, practices
encouraged in CTT threugh adherence throughr to “touchstones” (Appendix C). By ‘
understandiné their inner resources, by developing them, and by using thern, teachers
reported a betier sense of their boundaries. This relationship between the inner and
the outer self had an immediate impact on their lives at school. By developing inner
resources, teachers _reponed being able to give more of themselves outwardly—to
their work, their students, and their colleagues.
Transformation of Teaching Pract_ic—esi

A new realization—that tending the inner landscape of their lives meant

- teachers became better equipped to tend their outer landscape—also emerged in the
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second area of transformation. Ninety percent of the study participants stated that
'they changed both how they taught and hbw they approached their teaching.
Participants reporfed being better able‘t(‘) teach the way they knew was right for Jhem,
Several teachers changed teaching assignfnents ih order to bettef aiign what they |
taught with what they believed, whether it was with a different group of students or a
new course. A majority of others re‘ported- a transformed philosophical and
pedagogical shift in their téaching, leading them tol share more of therﬁselves with
their studénts. Not/ oné}éacher in the study Ihgntioned using new teaching techniques -
or newly géined content knowledge: the usual focus of ﬁrofessional development.
Instead, teachers began to discuss learning more openly with their students, giving
students more choices in their learning. Participants reported doing more iﬁdividual
and small group work in i:he classroom, increasing the amount of active learning done
by students and deV/eloping closer connections to their students. As one teacher
stated: | o | | |

I remember talking [in CTT] about feeling disconnected to my

students...they were a set of problems to me, “here’s 15 kids, how do I get

{

(192

them from “a” to “b”...and now I’m willing to ei(pgrience them as people,

one-on-one (Phase 2 teacher);

Teachers repbrted experiencing thesé inner shifts in teaching philosophy as
embodiment of Palmer’s (1998) belief that “we teach who we are” (p. 1). By being
more of whom they really feit they were, participahts could teach the way they
believed was best for’their students. Despité teaching in this standards—based era,

with politicians and education policymakers placing stress on making “adequate

~
~
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yearly progress” as determined by scores on standardized tests, participants did not
report moving thards more restrictive classroom environments. Rather, they

- reported that they wanted to embrace more active engagement among their students,
encouraging them to make decisions about what and hon to learn; letting students’
interests play a larger role'in the teachers’ agendas; using poetry and the arts more
often for student expression. One teacher was pressured to eiimina’te Open Circle in
order to spend more tirﬁe preparing students for standardized testing, yet manziged to
set aside a little time to take her students outside to sketch,r teachjﬁg them to enjoy art

and nature though in a more limited way than she would have preferred.

Teachers Transform into. Leaders

The third area (;f transformation that parfiCipants reported invc;lved leadership
in two areas: discovering a léader within oneself and taking on new leadership roles
iﬁ srchoorlr.r After CTT, 80% of the study participants discovered leadership roles that
suited them. Seventy percent reported diséovering a new inner aspect of themselves,
one that enabled them to consider a chaﬂge to educational leadership or to infuse new
energy into their relationships at school. Some study participants experienced this
transformation as a “coming to voice,” as they discovered a new ability to speak on
bel;alf of themselves and articulate their personal/prbfessional needs (Belenky,

Clinchy, Goldberger & Tarule, 1996).

Sixty-three percent also took on new, formal léadership roles as they

discovered that their increased confidence led to opportunities to lead their colleagues

as union or association representatives, board members, and grade level or domain



leaders. In these foles, participants reported feeling bpth a new ability and a
respor.lsibi‘lity to lead their colleagues by either speaking out in support of them or by
demonstrating how fo incorporate new ideas into teaching. As one participant said, “I
discovéred an obligation to lead in my school” (Phase 2 teacher). Another described
leading a discussion on teaching philosophy that resulted in. an agreement among
colleagues: “We decided [we were going to] work on what we believed in and how
we were trained [as teachers].” These teachers exemplified Erikson’s (1997) stage of
generativity—the phase in middle adulthood in which adults discovef a desir/e" to care
for others and help guide and establish the next generation.

Teachers who embraced new informal leadership roles in their schools also
shared this new sense of empowerment. An interesting example is that Qf two- Phase
2 participants who were from the same school and whé were deeply concerned about
théir colleagues’ morale during changes in school leadership. They begar; a book
group that read and studied Courage to ‘Y:earch (Palmer, 1998), which was followed by
a group that studied The Artist ’s; Way: A Spiritual Péth to Higher Créativity (Bryan,
Cameron & Allen, 1998). In their interviews,-each of these participants mentioned
the large numbers of colleagues who joined them and the positive change the‘[y saw in
their colleagues, resulting in some joining other Courage to Teach retreéts and others
assembling a building-wide art show to display theif creations.

These are examples of adult 1eaming at its niost personal and autonomous
(Crénton, 2006; Knowles, 1970). They also exemplify the need for experienced
teacilers to create fheir own opportunities for professibnal development (Cook, 1997).

When teachers take control of their learning, they are fully individuated in their
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relationships with their colleagues, which Levinson also called “self-génetating”
(Tennant & Pogson, 1995).
Teachers Transform into Retirement or Another Career {

A fourth transformation was reported by those CTT participants (40%) who
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were approaching retirement or contemplating a career change. All spoke of an inner

struggle—that was quite separate from fhe, disorienting dilemmas they named—to
: corrie to ferms with how and when to end the career théy loved. All wished to leave
~ feeling positivyg about themserl/ves, the contributions they‘ had made over decades, the
r'evyarding relationships they had built with their students, and the pleasure of seeing
their students grow. As one teacher put it, “Couragg to Teach gave me the courage to
retire.” All three tedghers who retired felt they couid “teach who they were” up to rthe
end bf their careers. One teacher stated, “And that was a gift.”

| Forrr one teacher who decided to take a Break from teéchiﬁg and try somethiﬁg
else, leaving a teaching job didn’t mean she was no longer a teacher. As she put it, “I
felt called to my-vocaﬁon as a teacher,” a sentiment repeatéd by all Phase 2
participants in this study. CTT gave her the courage to try something else, and she
did not rule out returning to teaching at some point. For all four teachers who »
experienced this transformation, the practices of Courage to Teach——reﬂection in
large and small groups; being eithef a focus person or a listener on a clearness
committce; and the supportive environment of CTT—hélped them to discern their
own path to the next stage of their lives. Furthermore, the next steps were not séen as

endings; they were seen as creative new beginnings. For this group, the



transformative act of leaving teaching and moving toward something new took the
form of emancipatory knowledge, which is the result of critical reflection (Cranton,

1996, 2006; Mezirow, 2000). -

Impliéations of Study

For over two decades, the research has been clear about teacher ‘professional
development. One-size-fits-all approaches do not work. While not every teacher mayi
be drawn to join a Courage to Teach retreat, there are elements of CTT that could
easily enhance existing profesSional development models, particularly the opportﬁnity
for gollegiality and critical reflection.
Cri;‘ical Reflection as the Focus of Profe;sional Developmeht Design

In terms of a renéwed focusr;on teacher reﬂectfon as transformative
professional development, at least two decades’ worth of research supports
proféssional development that responds to te;achersr’ needs; reduces their isolation;
and engages teachers’ critical reflection. This study shows how sustained critical
reflection worked for ten experienced teachers, and suggests applicatioﬁs for a wider
audience.

Critical reflection—through Courage to Teach or similar models—meets the
needs of teachers at every stage of their careers. CTT’s use of clearness committee, a
small group of peers focused on listening to a teacher, asking open and honest
questions, \;vith no “ﬁxing” allowed, gives teachers the opportunity to grow in a

profound way. Being listened to and supported by one’s peers in a safe environment
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while reflecting on and discerning one’s own truth provides a powerful and

potentially transformative learning experience for adults.

“There are other ways to practice reflection, many of them inexpensive to

implement and having little or no impact on a district’s budget:

Conducting action résearch, used by teachers to investigate and reﬂect‘ upon
aspects of their teaching' practices;

’§Participating in Japanese lesson study, a way for teachers to collaborate on
planning, teaching, and evaluating lessons;

<Conductinvg teaching rounds to study teaching and vlelaming, using a medical \‘
school model; | |

Meeting in critical friends groups to promote collegiality and collaboration,

while reflecting on the impact of teaching practice on student learning;

Participating in the National Writing Project to encourage teachers to reflect

tﬁrough wriﬁng‘ and storyteliiﬁg;

Book study group‘/sf to engage teachers in critical reflection on topics chosen
by them;

Journaling on poetry or other third £hings to promote teacher reﬂection from

different perspectives.

Groups organized to study Courage to Teach or The Artist’s Way at Work (a method

~ of using creativity to reflect and transform) as two teachers in this study showed,

have far-reaching effects as teachers engaged with one another and invited their

colleagues to join them. For experienced teachers, these methods of critical

reflection tap into their deep knowledge of teaching, their years of experience, and
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help them to deve}op knowledge about themselves. Opportunities for reflection and
‘collaboration help keep teachers fully engaged end' energized throughout their -
careers, building community and lessening isolation.

Implementing substantial but expensive models of professional development
sueh as professional development schools may be untenable during these difficult
financial times, but several components of professional learning communities are
consistent with Courage to Teach and are inexpensive to organize and implement.
Some of these components—such as discussions of shared practices and building an
atmosphere of coI]laboration——can promote an atmosphere in whieh reflection can be

the heart of professional development. The work of PLCs should move beyond
analyzing test scores, toward the development of strong collegial relationships that
support critical reflection, which has a strong impact on teachers’ classroom
~ practices. |

The Role of Educational Leadership
| .District and schoo\l leaders foday are faced with their own set of pressures, two
of wﬁich are lack of ’time and extremely tight budgets. In terms of school budgets,
introducing critical reflection can be inexpensive and have long-lasting affects, an
excellent examole of cost effective investment in teacher professional development.

Professional development time, already in short supply, is often used to deliver

(

required information or new curricula. However, ineffective use of that time is often
- the norm in schools. Many hours of professional development that fail to honor ’

teachers or acknowledge their needs as adult learners fail to have substantial impact
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on teaching or learning. Empowering teachers, giving them a voice in the design of
*their learning experiences, providing the opportunit& to collaborate with peers and
giving time to reflect on their practice could have significant impact on teacher
satisfaction and performance. |

Administrative leadership is essential to help teachers grow reflective practice
from thej ground up, building the habits of reflection and collaboration slowly and
securely, until they become an essentidl elements of schooi and district culture.
School and district cultures that honor teachers’ growth through reﬂection create a
sense of shared ownership, a healthy climate for teaching and learning, and open a
path for teacher self-actualization and self-transcendence.' This is the mission schools
hold for students and-it should also be the mission for all aduir learners in a school.

F inally,school leaders and education policymakers need to be ineiuded in
experiences like Courage to Teach. School leaders carry heavy burdens and need the
_se.me kind of support and renewal that teachers do. (During the time of my
partieipation in Courage to Teach, I artended a weekend—long Courage to Lead retreat .
for school principals, which I found helpful and relevant.) Education policymakers
should work with school leaders to explore professional development models that
incorporate Courage to Teach practices as a way to have a deep impact on teaching
and student learning. Tnis kind of investment in schools conld have positive and far-
reaching social, emotional, and behavioral effects on its students, as teachers learn to

nourish their inner lives.
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Raising the Profile of Courage to Teach
As the body of research on Courage to Teach continues to ekpand, efforts

‘should be made by those familiar with CTT’s values and'principies to raise the
program’s national profile and visibility in the discussion on educator professional '
developmel;t. In particular, CTT’s use of critice}l reflection .ne_eds to become part of
the national educe\ltit)n reform égenda. The “banking model” of édult learning and
teacher p;ofessional development is not supported by education research (Freire,
1993, 1998). Neither are initiatives th\at offer “tips, tricks, and techniques” as Palmer
puts it. (1998, p. 11). One reason that current éducation reform efforts do not have a
moré profound effect on teaching and learning may be that these efforts fail to focus
~on teacher reflection: an essenfial, inexpensive, easy-to-implement aspect of
professional development. With the national urgency to"/’improve teaching and

learning, schools today cannot afford to spend time and money on professional

development that doesn’t work or doesn’t last.

Limitations of This Study
The results of fhis study are valici only for the population résearched, ten
experiehced tee;chers who partiéipated in a two-year cohort of Courage to Teach. The
populaﬁon in this study was self-seleéting:l once as they decided to join CTT, and a

second time as they agreed to participate in this research. |

Recommendations for Further Study

A number of questions arose during this study that warrant further research:



Replication of this study and further confirmation that transformations occur
for teachers as a result of participation in CTT.

What are the transformations that bccur for school administrators as a result
of participation in Courage to Lead?

What‘aré the characteristics of educators who choose to participate in
rCourage to Teach?

What are the characteristics of CTT participants who are dissatisﬁed vﬁth
their CTi" experienqe? What are the reasoﬁs for their dissatisfaction? |

- How does-Courage to Teach help with teacher retention?

What can schools do to create cultures of professional developfnent that are
informed by elements of Courage to Teach?

How does CTT affect transformations experienced by early—csreer, mid-
career and late-career teachers?

What other fnbdels of professional development address expériencéd
teachers’ persoﬁal/professional needs and how do these models result in
teacher transformations? |

Ifa schooi exists that operates on Courage to Teach principles, can research
be done using a case study approach? |

/ What the effects a teacher’s transformation thfough reflection have on student
learning? 7

What are the effects that a teacher’s participation in Courage to Teach has on

student learning?
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Conclusion

b ‘
This study demonstrated that transformations occurred for 10 experienced

teachers who participated in a two-year retreat cycle of Courage to Teach. The

essence of these transformations was the personal/professional renewal and growth of

experienced teachers Who discovered ways to h(ll’lOI: their integrity and identity by

" “teaching who théy are.” As teachers grew inwardly through opp;)rtunities' for
rcllection with otllers who wished to do the same, they experienced inner
transformations as well as professional transformations. The teachers in this study
stated that these transformations helped them better identify their personal and |
professiorlal needs; made them better teacllers; helped them embrace leadership roles
in their schools; and helpé‘d them approach the end or a pause in their careers feeling
fulfilled and ready for their next steps.

This study has created a sense of fulﬁllment for me, foo,- as I held a privileged
position while listening to the ten teachers I interviewed describe their inner and outer
transformations. It affirms for me the strong affinity I feel with experienced teachers,
many of whom are great sources of unta'pi)ed wisdom and ekpertise. They deserve
specializéd professional development that meets thpir evolving lleeds—as adults and
as teachers—at every stage of their careers. \During the interviev';fs, two participants
mentioned the fact that they were amazed that I, a school \principal, would think it
- important to join Courage to Teach. I could only reply tllat, at heart, I am a teacller,

too.
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Appendix A: Letter of Introduction and Phase 1 Mailing
October 1, 2007
Dear CTT Colleagues:

I am happy to report that Iam coming down the home stretch on my Ph.D. at Lesley
University and invite you to participate in my-research: '

A Pheﬁomenological Study of the Effects of Codfage to Teach on Experienced Teachers’
~ Professional Growth and Development

Each of you inspired me during the 2002-2004 Courage to Teach/New England ,
program, and now I want to better understand what aspects of CTT could inform professional
development programs for teachers at all levels. When my research is complete, I hope to -
write an article for publication, which I will share with you. \

Since I am in the process of developing my dissertation research questions, I would-
be delighted to receive your help in these two ways: i -
1. Respond to the initial 4 questions to help me shape my next questions (abbut 20-30

minutes).

2. Participate in follow-up, small focus groups and/or 1nd1v1dual interviews in person or
by phone. Focus groups and individual interviews will be taped and transcribed.
Topics discussed will be drawn from the responses to initial questions. (Interviews
may be 1-2 hours in length, held at a mutually convenient time and place.)

You can panicipate in my study whether or not you are still teaching, and I assure you of
complete confidentiality. Every member of our cohort, except the facilitators, will be
invited to participate. Pseudonyms will be used, and names of schools will be changed. You
may respond by email if convenient; also, this information will be mailed to you with a
postage paid return envelope in case that is preferable. I welcome any questions you have
about my work, so please feel free to call.me at 978-486-3646 or email me at

- knollet@usa.net.

Thank you for considering my invitation to participate. If you accept, please sign and return
(by email or U.S. mail, directions on following pages) the letter of informed consent, answers
to the four questions, and the demographic form. I look forward to hearing from you soon.

Sincerely,

Kathleen M. Nollet

Candidate, Ph.D. in Educational Studies

Faculty Supervisor: Professor Marcia Bromfield
Director of Field Placement and Professional Partnershlps
Tel: 800-999-1959 Ext. 8396 Email: mbromfie@lesley.edu
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Page 2 of 4 -
- A Phenomenological Study of the Effects of Courage to Teach on Experienced
Teachers’ Professional Growth and Development

Letter of Informed Consent

» If completing by email, please type your name and date on the bottom of
this page before returning this 4-page attachment by email.

» If completing and sending by U.S. mail, please sign and return one copy
'Keep the second copy for your records.

oo

By signing this letter:
- You agree to participate in this study as described in the introductory letter.

You understand that participation in this research is voluntary; that you can refuse to
be in the study; that you may change my mind and drop out at any time; that you can
skip questions and will not lose any benefits to which you are entitled; and that no
penalty exists if you choose not to participate.

You understand your privacy and confidentiality will be assured by the use of ,
pseudonyms; that any individual identifying characteristics will be changed; and that
the name of your school(s) will be changed.

You understand that data obtained during the study will be kept private and
‘confidential to the extent allowed by law.

October 1, 2007 Investigatof: Kathleen M. Nollet
Contact Information: Tel (978-486-3646) Email knollet@usa.net

I am 18 years of age or older. The nature and purpose of this research have been
satisfactorily explained to me and I agree to become a participant in the study as
described above. I understand that I am free to discontinue participation at any time
if 1 so choose, and that the investigator will gladly answer any questions that arise
during the course of the research.

~

Date ‘ Subject’s signature . Print Name

There is a Standing Committee for Human Subjects in Research at Lesley University
to which complaints or problems concerning any research project may, and should,
be reported if they arise. Contact the Dean of Faculty or the Committee at Lesley

- University, 29 Everett Street, Cambridge, MA 02138, telephone (617) 349-8517.
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Page 3 of 4

A Phenomenological Study of the Effects of Courage to Teach on Experienced
Teachers’ Professional Growth and Development
Kathleen M. Nollet
Tel (978) 486-3646  Email: knollet@usa.net

Four Initial Research Questions

> Please answer questlons as completely as you can and in any way you
wish.
> Return by email or by U.S. mail.

1. In the three years since completing Courage to Teach/New England, what has
happened to you professionally and how has it impacted you personally?

\

2. What changes can you identify in your perceptlon of yourself as a teacher and
your perception of your teaching practice?

3. What personal/professional changes, if any, do you ascribe to your 2002-2004
Courage to Teach/New England experience?

4. What suggestions and thoughts do you have for me, the researcher, to con51der
during my study?


mailto:knollet@usa.net
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Page 4 of 4

A Phenomenological Study of the Effects of Courage to Teach on Experienced
Teachers’ Professional Growth and Development

Kathleen M. Nollet
Tel: (978) 486-3646  Email: knollet@usa.net

Demographic Information
(Continue on bottom if more space needed) -
. » Please answer questions as completely as you can and in any way you
wish. :

» Return by email or by U.S. mail

Your name - ’ Date

~

Telephone B Best time to call

Email

Your undergraduate college and degree

~Graduate school and degree

At what age did you begin to teach?

Have you had another career before, during, or after teaching?

Years of experience - Grade(s) & subjects Urban/rural/suburban school

)

Is there anything else you would like me to know?
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Appendix B: Interview questions for Phase 2 individual interviews
“Semi-structured questions for one-on-one interviews
11/5/07

1. Review responses received from Phase 1 questions or ask them of the
participant if not completed

a. In the 3 yrs since completing CTT/NE, what has happened to you

professionally and how has it impacted you personally?

b. What changes can you identify in your perception of yourself as a

teacher and your perception of your teaching practice?

c. What personal/professional changes, if any, do you ascribe to your

2002-2004 CTT/NE experience?

d. What suggestions & thoughts do you have for me, the researcher?
Rationale: Review what participants have already told me to help build a
shared entry point.

2. How did you view yourself as a teacher before CTT?
Rationale: I want to know where they began.

3. Why did you apply to Courage to Teach? What were your expectations of
CTT before the program? How has the outcome matched your expectations?
Rationale: Was there a disorienting dilemma or some kind of precipitating
event or series of events? What did they know about CTT before they began )
and where did they hope to go? ‘ ’

4. Three years after completing CTT, how do you view yourself as a teacher
now?
Rationale: Has there been a journey, and how do they define it?

5. What part of CTT was most helpful to you?
Rationale: I want to know what worked for them and am curious lf anyone
mentions Clearness Committee without my leading them.

6. What was your involvement with the arts before CTT? Have you continued to
use the arts since CTT? Why or why not?
Rationale: Everyone so far has mentioned poetry; the arts are central to
expression during CTT, did people feel comfortable with the arts; did it
matter?-

7. [Explaln my working deﬁnrtlon, referencing Me21row of transformatlon asa
permanent shift in one’s thinking.] Of the changes or growth you experienced
in CTT; do you consider any of them transformations? If so, what caused
these transformations?
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Rationale: This is what I hope to learn—so far, people have hinted at such
changes but I want them better defined.

When each seasonal retreat ended, what was it like to return to your school?
When the 2002-2004 cohort ended, what was it like to return to your school?
Rationale: Several mentioned re-entry issues wiothers; what about re-entry
wiselves, too : —

What are the implications for schools that have had one or more teachers

participate in CTT?
Rationale: Some mentioned large & small scale changes, posmve and
negative. Did anyone else experience this?

What about CTT do you think could inform school/district professional
development programs? What do you think would make a school receptive or
unreceptive to CTT?

Rationale: I don’t want conflate CTT with professional development yet— CTT
is explicitly not “teacher formation” in that sense—but I wonder what they.
think? ' -

1
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Appendix C: Touchstones

Touchstones

% Come to the work with all of the ;egf

< Presume welcome arwfexierw[ welcome.

< Participation is an invitation, an oj)portunity, not
a demand.

@ Ndﬁxing, advice gi?irtg, or setting straight

% When the going gets rough, "iurn to wonder.

% Listen to the silence.

% Look to nature for insigﬁt and inspiration.

< Let our time together remain confia[eﬁtia[ within
the gfoup. |

< Consider that it’s possib[e to emerge from our time

/

together refreshed.

Courage to Teach Retreat Handout, 2002
Sharlene Cochrane
Lesley University
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Appendix D: Comments from Raw Data

Chapter 4, Phase 1 comments
Question 1
Siﬁce I left teaching, I have found that being a teacher dbesn’t stop even when
you are not following the traditiohal classroom teacher path...Recently I have
found that my energy for teaching in my field has returned ;nd Iam
’ contemplbating where I,n_eed to go next. The experience and tools that- CTT

gave me will no doubt be utilized as I begin this next stage.

Elementary teacher

As a department chair, I was more confident when I interviewed and hired
new people.

Secondary teacher

I spFak and react more passionately about issues I cafe deeply about.
Elementary _feacher
Question 3 |
CTT ‘gave me time to work through my str}lggles of letting go and following a
different path [in the arts] with no certainty. ..It allowed me to truét that my
truth was that I ngeded to get out of the classroom and that was important.

Elementary teacher.
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Question 4
Any [school district] has a lot té gairi by providing experiences like
retreats and sabbaticals. The current system [of professional development]
is‘too discouraging. -

Elementary teacher

I believe the ultimate goal is [to counteract] teacher attrition.

Elementary teacher

[It concerns me that] the workplace has not undergone the subtle yet
pervasive, life-changing perspectives that I have [in CTT]. -

Elementary teacher

—~

What activities have participants used to keep alive the CTT process/feeling?

Community/higher education teacher

HOW has poetry been used since CTT? '

Elementary teacher

~ Has clearness committee been used [by anyone] since CTT?

Community/higher education teacher
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Ch 4 Disorienting Dilemmas

[During a very stressful year during which] the administration had abandoned
me, (I walked into a bookstore and saw Honoring the Teacher’s Heart [Intrator -
& Palinér, 2002] and thought, “That’s what I need: honor.” And I bought the
book. \ |

Elementary teacher

I found the book in Borders one day, read the entire book in the store, and
then I knew I had to find this program.

Elementary teacher

It was durihg a stressful time [at oﬁr school] and [it was] not like rhe to step
out of my comfort zone, to take the trip up there by myself to attend the [CTT]

. informational meeting. Courage to Teach struck me as a different kind of /
professional development [that I needed to find out abouti.

Secondary teacher

When I heard about CTT, I hoped to get re-energized. ‘We had had [a job
aCtioh inA our district] 5-7 years prior to CTT, and althoﬁgh things technically
got resolved, the inner core of the real issue was still at hand. And I wasn’t
feeling supported in [my school district], from the adminiétrétion—iero!—or
from within my team, because it had broken up and things had changed.

~

| Elementary teacher



We had a constant turnover or pfincipals, with interim ones in between
permanent ones. So there was a lot of fear, especially over teacher
evaluations, because no one knéw what to expect...Every principal did them
differently.

Secondary teacher

I didn’t have a [permaneng] job in my; school, so I moved to another school [in
the district] and worked with teachers who were all inappropriate, so'cruel, ,
yelling at [yomg]*éhil&en: “You should be ashamed of that picture! How can
you show that to your mother?” It was horrible, horrible. Then when NCLB
came into play, it was such a push-pu11 thing, so against how I was traine& to
teach. |

Elementary teacher

I felt isolated at school because our staff wasn’t reflective. At CTT, I vfelt,
‘There’s a group of teachers pondering the same things I am, and I don’t have to

apologize for teaching being my passion. That was big.

Elementary teacher -

She just crushed my heart, even as I continued to work with her [on projects];
- Ifelt like I was hobbled, with a broken leg....and the hobbler’s still there!

Elementary teacher
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We had a child stab another child on a bus before it left our school one day. I
looked out and saw children crying and screaming and I madé thev bus driver
let me get on the bus. This v;fas fort&-ﬁve minutes after it happened! The

| principal was nowhere. There was blood on their faces, our feet, our

hands. ..and I had no gloves, no gel, but [ got them off the bus, took them to
my room, and trieci to clean them up...Later, my principal called aﬁd lefta
message at my house and said “There was an incident. Everything is fine. All
safe';y precautions were fbllowed. And MCAS is starting nex'; week.” You
would be talking about MCAS when you were talking about a child who had
stabbed someone? | |

o . _ Urban teacher

[During contract negotiations] our new superintendent called us [specialists]
down to his office and said; “You know, you guyslbetter go talk to your

Z .
teachers. Because if a raise goes through in this town, it means your jobs.”

!

Nice man, huh? !

Elementary teacher



