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ABSTRACT

This dissertation study addresses the phenomeniiteraty leadership. Through
a multiple case study, the stories and experieotisir practicing veteran literacy
specialists suggest how they developed identisdsaders. Using qualitative methods of
data collection and analysis, namely extensivevige/s and the Voice Centered
Relational Method, respectively, narrative porgaif each participant are presented and
reveal themes related to their role, their prepamgor and ongoing development of their
practice as well as models of leadership in thehosls. In addition, the portraits
suggested how the social context of their schaofsacted the development of their
identity, particularly in the relationships theyilbamong colleagues and principals. With
a theoretical framework of social learning theayltural relational theory, and
transformational learning theory, the study imptiegt when a school expands its
concept of leadership and validates distributedetfsothat value relationships and
interpersonal interaction, literacy specialistsanke to develop identities as leaders,
experience both a professional and personal trematton, and make an impact on the
teachers and children in their communities. Reconttagons for further study and
future practice are made to address the formatiditecacy specialists through a more in
depth study of leadership and a greater parti@pat collaborative networks of

colleagues.
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Chapter 1

INTRODUCTION

As schools across the country engage in initiatiwesnded to increase student
achievement and promote educator effectivenesglgémk to their educational leaders
to initiate, guide, and realize meaningful anditegsthange. While discussions of school
improvement often promote distributed leadershiglet® (Darling-Hammond, Rothman,
& Alliance for Excellent, 2011; Elmore, 2000; Ligbgan & Miller, 2004; Reeves, 2006,
2008) that include teacher leaders such as disaiylicontent specialists, researchers,
scholars, mentors, and coaches as catalysts f@foraning the culture of school (Fullan,
1995), the more traditional hierarchy of administeleadership remains prevalent in
most public school organizations. Still, a laykteacher leadership has emerged as an
essential and popular component of school improvetiat impacts administrative

leaders, teachers, and ultimately children.

Problem

Literacy specialists are among those teacher |lsadleo work in our public
schools as catalysts for the improvement of leggnlie International Reading
Association, one of the largest and most influémtiganization in the world focused on
literacy education, published several position papethe last three decades, including a
description of the role of the literacy specia{¥00), a specific description of the role of
the reading coach (2004, 2006), standards of psmfeal practice for literacy
professionals (2010), and competencies for deggr@ms that prepare them (1986).

However, a universal understanding of what a lagispecialist, the most general of job



titles, is and does remains vague, particulariheir capacity as leaders. Predominantly
women, they are neither classroom teachers nooseadministrators and work in a
leadership role that is in between the more trani layers of a school organizational
structure which often presents a personal and gsafeal challenge. They typically have
advanced degrees and professional licensure radyeeducation, but have limited
credentials or experiences in educational leader3iney may have been outstanding
classroom teachers who chose to make a careettivanghile others may have been
asked to accept or are assigned to these new 8pesialists who are given various
leadership responsibilities such as providing supem, developing and monitoring
programs, and advising programmatic decisions reaytlsemselves as leaders but
struggle because colleagues, administrators, alests do not recognize them in this
capacity. Many want to have influence and conteliottheir school’'s ongoing
improvement efforts but lack the validation andegetance of their colleagues. Their
voices of are often ignored, overlooked, or silehlbecause of authoritarian leadership
structures. This may cause frustration and comiglittee development of their identity

within their roles, particularly among those whe seemselves as leaders.

Purpose

The purpose of this dissertation project is tolesgthe ways that a veteran
literacy specialist develops an identity as a leadthin the contexts of their schools. In
a role that is transformative in nature, literapgdalists are expected to contribute to the
capacity of the faculty and the learning of thedstuts. They are directed to lead literacy
initiatives, plan programs, provide professionatelepment, coach colleagues in order

to improve their instructional practice, and mentovice teachers. However, little



attention is paid to their own transformation anelit personal development as leaders.
This lack of attention presents challenges for ethas well as the professional
organizations and universities that prepare ang@iiphem. This study is intended to
address the problem by sharing the experiencesofiping, veteran literacy specialists
in order to better understand their role, develampiend contributions to their schools as

leaders.

Research Approach

This project emerged from a doctoral program imcadion with a concentration
in adult learning and development. Throughout tteg@m, | wrestled with identifying
my own world view, negotiating my identities asaatult, an educator, and a researcher
(Mertens, 2010). | am most closely aligned with gbeial constructivist paradigm which
asserts that learning is a continuous processradtagcting meaning and searches for an
understanding of the world in which one lives aratkg (Creswell, 2007; Merriam,
Caffarella, & Baumgartner, 2007). | appreciate lrexperience leads to meaning and
how active participation in learning results in ergtanding. | also understand that
learning affects both the individual and the pe@teund them, suggesting an alignment
with the humanist paradigm as well (Merriam, et 2007). Having studied a number of
adult learning theories, read countless reseanthyaitten pages of reflection, | realize
that the paradigm from which | approach this prbjeenixed. | have come to understand
that as people learn, they construct meaning walsncial context and become

personally fulfilled (Merriam, et al., 2007).



Working from this perspective, | constructed ajgecbthat primarily followed a
case study approach but included aspects of pheraowy. As a case study, this project
explored the phenomenon of literacy leadershiputinahe experiences of four literacy
specialists in public elementary schools, or “cagi#isin a bounded system” (Creswell,
2007, p. 73). Through multiple sources of inforroatil explored the “lived experiences”
(Creswell, 2007, p. 59) of my participants and désd the “universal essence” (p. 58)

of literacy leadership.

Dissertation Questions

In this project, | posed the following primary gtiee which will be referenced
throughout this dissertation: How does a litergogcsalist in a public elementary school
construct an identity as a leader? In additionetdas my prior knowledge and
experience with the topic and my assumptions asearcher, | also asked the supportive
guestions: What personal, social, and environméatabrs have influenced their
transition into their roles and development asgssionals? Do they develop a leader
identity and if so, how? How does their identityaaleader contribute to their personal

development along with the transformation of theosds in which they work?

Personal Connections to the Topic

| became interested in literacy leaders almost tyvg@ars ago when | completed
my Master’s degree in literacy education and eaamedndorsement as a literacy
specialist. Since then, | have followed trendshim literature and in practice that revealed
a constantly changing role with varying degreesrgfact. While | encountered a fair

amount of research that describes the practick®adcy leaders, specialists, and

10



instructional coaches, | found very little that dotents the way that they learn or that
discusses their developing identities. | have &dsght pre-service literacy leaders in
graduate courses and for several years superhsedds the director and instructor of
their clinical practicum. Their paths to leadersaip typically unique, some intending to
stay in the classroom teaching children while nasgiire to leadership roles in which
they work with both children and teachers, perhaqdusively. My reading and

experience have led to my research interest iraiieleaders.

| have also been passionate about reading anchgysince | was a child.
Learning to read was easy for me and | remembeirrgaonstantly. My parents and
teachers provided me with countless opportunibegad both at home and at school,
introducing me to books by dozens of authors omttesss subjects. Similarly, |
remember writing since | was a young child as walfact, | created my first book when
| was three years old, a retelling of a favoritetypie book | Was Mad That Dayl wrote
as much as | read, wandering through a world filéth words. | realized that my
thinking process was constructed through readimgvaiting and was enhanced by
sharing it with other people. Throughout my schgadrs, my interests shifted from
narrative to information, a preference that corgohthrough my undergraduate, graduate,
and doctoral education. While much of my reading wamiting is focused and purposeful,
typically connected to my professional or acadewock, it is continuous and is a source

of satisfaction for me.

My own experience led me to develop my adult liie @areer around literacy. As
a parent, teacher, literacy specialist, principaistant superintendent, adjunct university

instructor, and workshop presenter, | am an adedoatempowering others through

11



literacy. Even before | earned a Master’s degrdiédracy education, | immersed my
second grade students in reading and writing, vagrkos engage them as deeply in
literacy as | had been as a child. As a paremiad and wrote with my children daily,
provided opportunities for them to interact withdaage, and engaged them in
conversations about countless topics. As a litespegialist, administrator, and adult
educator, | supported teachers in developing tlosvietge and skills of effective literacy
instruction in order to impact the students thexgtd, extending my influence beyond
my own students. | experienced the transformatatane of literacy (Freire & Macedo,

1987) and worked to empower others to be transfdrnyditeracy as well.

This project is a natural next step in my own depaient as an advocate for
literacy. In this project, | hope to support thed®o are working as literacy specialists by
sharing the stories of practitioners, recogniziagjgrns in their experiences, and
suggesting themes to be considered in helping 8tengthen their professional practice.
The stories of their development have also ledarexplore the contemporary debate
about public education which calls for a broad $farmation of our schools in order to
improve the experiences of our students. Centrdabdebate is the structure of
leadership. While models of school leadership ithedrporate more democratic
principles are preferable, most schools contindenation within a top down,
authoritarian organization. While sharing leadgrsdtnong a team is recommended,
authority typically remains with a single admingtr which threatens to silence the

voices of other leaders who also impact schoolstlagid students.

Theoretical Framework

12



Relational Cultural
Theory

Social Learning
Theory

How does a
literacy
specialist
develop an
identity as a
leader?

Transformational
Learning Theory

In addressing the topic of this study, the ways #hligteracy specialist develops an
identity as a leader, three theoretical perspestare important to explore, as illustrated
in the above diagram. They provide a lens of adéaltning and development through
which | interpreted the findings of this study adtressed the phenomenon of literacy

leadership.

Social Learning Theory

The literature suggests that as schools work tstoam teaching and learning,
democratic models of leadership are essential. Sortels suggest that leadership is a
social construction (Fullan, 2001) and is dependgon the relationships among leaders
and followers. These relationships are essentilaters develop throughout their
careers (Ghosh, Haynes, & Kram, 2012). Collaboeatietworks, including professional
learning communities (Dufour, 1998) and communitiepractice (Wenger, 1998)
support the development of leaders and the groiwshschool. Indeed, practices and

theories of social learning provide an importanslér understanding leadership.

Social Learning Theories claim that learning taese within the social context.
Bandura (1986) suggested that people learn by wibgesind interacting with others

which takes place within social settings. A persdnteraction with the environment

13



supports his or her ability to learn. This occutsew they observe models of behavior
and the consequences that are a result. He sepalatervation from imitation, however,
proposing that one can learn without imitating wivas observed (Merriam, et al., 2007),

suggesting that any vicarious experience can peowportunities for learning.

These experiences illustrate the concept of legite peripheral participation
(Fuller, Hodkinson, Hodkinson, & Unwin, 2005) are ttheory of situated learning
(Lave & Wenger, 1991) which suggests that leartakgs place within the same social
context in which it is applied. It allows individigao learn through observation and
imitation, as in social learning theory, as welbgssocializing with others in a
community of practice. The contexts in which leagnis situated must be authentic and
readily applicable, as is the case with classroasell coaching. Learning is also the
result of interactions between mentors and appesijLave, 1977, 1988; Lave &
Wenger, 1991) who learn together and make mearittgporatively as both play

important roles in the social context (Caldwell &r€r, 1993; Daloz, 1999).

Because the social context is an essential compohégarning and leadership,
this theory concerns “the whole person acting elorld” (Lave & Wenger, 1991, p.
49). It operates from a relational perspectivd)age many leadership cases discussed
above, and contribute to the development of thenbzss identity as was the case in
Lave’s important study of apprentice tailors (1971f)e community of practice which
results provides support for individuals in leaghand development, the knowledge and
skills of everyday practice and the social reladlups, processes, and activities of the
greater community (Hodkinson & Hodkinson, 2003; lbsaon, 2010; Lave & Wenger,

1991; Wenger, 1998). This is important for literapgecialists and other teacher leaders

14



who facilitate the learning of others within thesd context of their schools (Rainville &

Jones, 2008).

Relational Cultural Theory

Stemming from the work of Baker-Miller (1986) whiexplored to dynamics of
dominance and subordination and developed a psyghaf women that was focused on
relationships, Relational Cultural Theory emerge@m important feminist theory which
recognized the importance of relationships andesoichuman development
(www.jbmti.org). It suggests that people grow thlgbwand toward relationships
throughout their lives, and that culture has andaotn their development. Isolation is
regarded as a source of suffering in a persorgsdib any movement toward mutuality or
connectedness enhances a person’s sense of well Béis theory also explores the
disconnect between the dominant and marginalizé&dres at a societal level suggesting
that only when there is a relationship establidnedutual respect coupled with action
can people and groups develop and make progrek=edn“in order for one person to
grow in a relationship, people have to grow togétfiean Baker Miller Training

Institute, 2014).

Relationships, the connections people make witlkrst help them to navigate the
uncertainties and complexities of change. The pdwenove others and to effect change
(i.e. leadership) is rooted in a strong relatiopsMiller identified five characteristics of
a growth-fostering relationship: vitality, empowent, clarity, worth, and a desire for
future relationships (in Jordan & Hartling, 2008)relationship such as this results in

mutual empowerment and empathy. While every retahg faces conflict, the strength

15



of one’s connections enhances their ability to sg@koblems and manage change (Jordan
& Hartling, 2002). These ideas are similar to Kegad Lahey’'s work which argues that

change is difficult but can be managed within theia context (2009).

Relational Cultural Theory also claims that wonaeu others who have been
historically marginalized express their voices tigi the social context. By connecting
with others, they develop an openness to collaheratfluence, mutual respect, and
growth-enhancing relationships. When people corgetter in this kind of relationship,
they build communities of resistance and resiliembere people support each other,
become agents of change, and lessen their feaingarginalization (Jordan & Hartling,

2002).

Other feminist theories explore the role of relasioips in learning, particularly
through the development of voice and thereforaigrice. The work of Gilligan (1982,
1993) explored the expression of voice in adolesgels and challenged Kohlberg's
theory of moral development. Recognizing a maseubias in the theory, Gilligan
developed a feminist perspective, suggesting tloaen think, act, and speak differently
than men and exhibit an “ethic of care” when confiireg ethical dilemmas and problems
(Gilligan, 1982, 1993). She argued that this wasenpersonal and relational than the
conventionally masculine and impersonal ethic sfige. While this stance was not
limited to women, she argued that the female voiast be developed and heard within
all social contexts, creating balanced approach#snian environment. This is
especially significant in considering leadershipalepment which may not acknowledge

these qualities when establishing both influena @ower.

16



Belenky et. al. (1997) identified and describeceprstemology, or ways of
knowing, based on their research with a diversegad women which revealed
perceptions of themselves and of the world arohedit They generalized different
stages, or points in women’s cognitive developmidatt, revealed conceptions about
their own identity, the nature of their relationshwith others, and their understanding of
authority. The first epistemology, “women of silexicis a stance where the women felt
disconnected from their own lives and their comruiihe second, “women of received
knowledge,” revealed the women’s complete depereglenmthers. The third group,
“subjective knowers,” believed that knowledge wameesonal experience while the
fourth group, “procedural knowers” relied on exedrauthority. Finally, “constructed
knowledge” integrated intuitive and learned expeees to support their construction of
meaning. Through interactions with others, womeal#ish and use their voices to

construct an identity and become connected to sther

Coupled with Relational Cultural Theory, a convimgiargument for interpersonal
connection within the social context emerges asngrortant consideration in my study.
Indeed, the focus on building relationships andetkgression of voice supports the very
nature of literacy and leadership and leads alitespecialist to develop identity. By
sharing knowledge and experience, literacy spetsationtribute to a collaborative

culture centered around a common vision of literé&grning, and leadership.
Transformative Learning Theory
In the context of this study, Transformative Leaghirheory creates a link

between the conceptual and theoretical framewdrksycstudy. Mezirow (2000) claims

17



that transformative learning has both individuad aocial dimensions. He encourages
people to be aware of creativity and to value tbein perspectives. He encourages
people to challenge their frames of reference tkenthem more capable of change,
participate in constructive discourse and crittbatking with others, and determine
actions based on the resulting insight (2000). eestdp in the knowledge age promotes
transformation, and literacy specialists have gooojpinity to facilitate this process
through continuous interaction and inspiration.dexa promote transformation, and
those who work as coaches, including literacy lesdeave an opportunity to facilitate

this process through continuous interaction angiragon.

Kegan (1994, 2000), whose stages of developmethér®iof consciousness and
constructive developmental theory have had conasiderinfluence in adult education,
psychology, and leadership studies, considersfoanational learning as an essential
component of navigating change, the challengeswiptex organizations, and the
demands of the contemporary life. Indeed, transétitra learning is not merely about
changing one’s mind, but about changing one’s thgpland has the potential of

influencing one’s life and that of his community.

Drago-Severson (2004) who applied constructive-ldgwveental theory to her
own research, concluded that learners not onlyiesdskills, but also developed the
abilities to manage their complex lives within @gartive environment that leads to
transformation. Leaders in an organization, theeefmust create an environment that
attends to the needs of adults by acknowledginig digerent ways of knowing. This
shapes how they view their roles and respons#slitperceive of themselves and their

work, develop an identity, and learn and refinertheactice. She offers four practices
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that must exist within a supportive environment grghances adult learning and
development, and therefore transformation: oppdrasto work in teams, share
leadership roles, engage in collegial inquiry, amehtor others. Each of these practices
center on collaboration, anticipate relationship®ag adults, and promote reflective

practice that enhances professional and persooadtigr

Phipps explores a connection between construcewveldpmental theory and
servant leaderships, a concept that defines lelaigeais consistently and deliberatively
choosing to serve others in a “transformationakraggh to life and work, in essence, a
way of being” (2010, p. 151). She suggests that bo derived from a consistent belief
about the process of making meaning. This hasfgignt implications for leadership
development, particularly teacher leader develognigrsonal transformation is
possible for leaders at any stage who develop uhétggs and capacities as servant
leaders which allows them to better navigate thalehges of the modern world. By
engaging with others in meaningful ways, creatioljatorative relationships built on

service, leaders are better able to create ana@maent that enables transformation.

Summary

Throughout this study, indeed throughout my caasean educator and life as a
learner, | have come to understand that adults i#&hin a social context. Constructed
and spontaneous interactions with other peoplellvalationships that challenge and
sustain adults. Similarly, authentic situationshmtthe social environment provide a
setting for growth and development. Both enabladuit to make meaning, learn their

practice, and develop an identity. Social learriimgpry, relational cultural theory, and
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transformative learning theory serve as a found&to not only this study but also for

my own learning and professional work.

Definition of Terms

Throughout the text, | will refer to a number @fykterms. Since many terms can

be interpreted in different ways, | offer the fallimg definitions to support my readers.

Case Study-Both a methodology and a philosophy in qualiatiesearch. It is
“the study of an issue explored through one or ncases within a bounded system (i.e.,

a setting, a context)” (Creswell, 2007, p. 73).

Identity— A broad concept widely explored in the literaturor this study, a
recent definition states that identity is “abouiigea person in the world, one who
experiences being, and how one relates to and wabis experienced by others” (llleris,

2014, p. 1).

Leadership- A transactional process set in a social settingre some people act
as leaders and some followers. Leaders are peotiienfluence that is based on

knowledge, skill, and personal qualities.

Literacy Specialist The job title of an educator who focuses omditg in public
schools. The term is used throughout this studyiaghe broadest definition of the role.
Other titles in the literature, and used intercleafy, including reading specialist
(primarily teaching children,) literacy or readiogach (primarily teaching teachers,)
literacy interventionist (analyzing data, teachamgl assessing children, and monitoring

progress,) literacy coordinator (managing programd providing professional
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development,) and reading or literacy consultampgsrting teachers and systems.)
Literacy Specialists may teach children, providaatong and professional development
for teachers, conduct assessment and evaluatiatyzarachievement data, manage
literacy programs, and participate in school legldigrteams. It is also the name of the

professional endorsement or license that the [aatits in my study are required to hold.

Portrait — In the context of this study, | define the teasna narrative written to
describe a person who has experienced a phenomiénelates information about my

participants’ lives through their stories alonghwileir beliefs and attitudes.

Overview of Each Chapter

This dissertation project is organized into siapufers, followed by a list of

references and appendices containing documentsusael project.

In Chapter One, | presented an overview of thectdpe problem and questions
being explored, personal connections to the t@wid,a theoretical framework from

which the study was developed.

Chapter Two provides a brief review of the literatconnected to the topic.
While a gap in the literature exists concerningitientity development and literacy
leaders, | will discuss three topics that consteucontextual framework: the role of the

literacy specialist, identity development, and kEadip.

Chapter Three describes the methodology | folloecbnduct this study.

Chapter Four is the heart of this study. In irdsent narrative portraits in which |

retell the stories of each of my four participafizsed on information | learned through
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interviews, document review, and observation. |the& words as often as possible
throughout the narrative as well as excerpts frdfeéms that were constructed through
my use of the Voice Centered Relational Methodligzih, Spencer, Weinberg, &

Bertsch, 2003). These portraits provide the casethis study.

In Chapter Five, | describe my process for analyzhe information | gathered
about my participants which allowed me to constaaath portrait. | discuss common

themes found across cases as well as unique thibatemsmerge from their stories.

In Chapter Six, | conclude by discussing whatuéhkearned through my
continuing analysis of the cases. | connect thegdications to my theoretical and
conceptual frameworks in order to contribute togbtleolarship in the field. | also make
recommendations for further research as well agesigns for support of literacy

specialists as they develop identities as leaders.
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Chapter 2

LITERATURE REVIEW

Introduction

In this chapter, | provide a review of the liter&wonnected to my research
guestion: How does a literacy specialist in a publementary school develop an identity
as a leader? The literature was collected from pmeewed journals, books, and online
resources and represents theory, research stadegractical applications. The review
is organized into three major topics — the roléhefliteracy specialist, leadership, and
identity development - that are drawn directly frang question and address literacy
specialists, identity, and leadership. These topiogide a conceptual framework for my
study and are connected to the theoretical framedescribed in the previous chapter.
Both frameworks provide a foundation for interpmgtihe findings of the study. The
following diagram represents the topics considémddis review and the theoretical

foundation that support and bring meaning to mglifigs.

Social Learning Theory Relational Cultural Theory

Role of Literacy
Specialists

Leadership

How does a
literacy
specialist
develop an
identity as a
leader?

Identity
Development

Transformational Learning Theory
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Conceptual Framework

The theoretical framework for this study, discusse@hapter One, suggests the
significance of Social Learning Theory, RelatiogGailtural Theory, and Transformative
Learning Theory. These theories imply the socia&lireaof literacy leadership, the
significance of relationships in developing theiagtice, and the transformative impact
that literacy specialists have on their colleagtiesy schools, and their own lives. In
addition to theory, a conceptual framework of resle@ necessary to provide a

foundation for the study. The following sectionslegts these areas.

Who are Literacy Specialists and What Do They Do?

| use the terntiteracy specialistas a general, inclusive term that also refersitb a
is used interchangeably with other commonly ustektincludingliteracy coach,
reading specialist, reading consultant, and literasterventionistamong othersThe
role and identity of the literacy specialist iscasious and ambiguous as its multiple
titles. They do not fit into simple, easily deftheoles. The International Reading
Association (IRA) (2000) and Bean (2004, 2009) n#d¢oundational description of the
role of literacy specialists that involves leadgrshithin the school and community,
instruction of children and adults, and assessm@medtdiagnosis of reading difficulties.
Acting in a leadership capacity, specialists dewelnd coordinate literacy instructional
programming, provide staff development for teachamnsl supply resources for teacher,
administrators, and parents. They promote postingnge in instructional practice

throughout the school. While recognized, their &xatip is often informal and occurs
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within the context of specific situations in whitttey focus on tasks or actions rather
than imperatives. As instructors, reading spedg&ahsay teach adults, children, or both.
They collaborate with teachers to authenticallynowe teaching practice through
modeling, collaboration, and coaching. They denratstvays to conduct lessons,
analyze assessment data, and engage in a cycleviempent by observing teaching. They
also provide specialized support for students datef the classroom that supplements
what they are learning in their primary classro@® diagnosticians of learning
difficulties and assessors of student progresslimgapecialists administer and interpret
specialized assessments that they develop andinatgdnstructional plans that address
identified deficiencies with individual studenttagsrooms, and the entire school.
Separate position statements about coaches (ItiteraBReading Association, 2004,
2006) and standards for professional practice (22Q@06) have also been published to

further clarify their roles.

Research studies have been published in peer rediprnals and books have
been written by scholars in the field to define thgponsibilities of literacy specialists
and to suggest their impact on school communiBes, 2004; Blachowicz et al., 2010;
McCombs & Marsh, 2009; Quatroche, Bean, & Hamil2®01; Quatroche & Wepner,
2008; Roller, 2006; Steckel, 2009; Stover, Kisblelag, & Shoniker, 2011; Vogt &
Shearer, 2011) along with recommendations for gfists and the schools in which they
work (Frost, Buhle, & Blanchowicz, 2009; Puig &detich, 2011; Toll, 2005; Walpole
& McKenna, 2004). Little has been written to delserways that literacy specialists

develop identities as leaders even though thegxgvected to function in this capacity.
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Bean documents the history of literacy leadershipar foundational book The
reading specialist: Leadership for the classroamgsl, and community (2004). As early
as the 1930s, reading specialists have workedhodds, primarily supporting children
who struggled with learning to read. They also heeteed as consultants who advised
and supervised teachers as they were chargedmytfoving classroom reading
instruction (2004, p. 2). Since the 1960s, spestmlbegan to emerge in schools across the
country in response to the Elementary and Secorfsigngols Act (ESEA) which
provided for supplemental instruction in readinggohools in high-poverty communities
and later because of the No Child Left Behind (NClegjislation. Those hired took on
multiple roles in supporting children through theistruction and their teachers through
consultation and coaching (Bean, 2004; Bean, Wijl&omternational Reading
Association, 1981; Vogt & Shearer, 2011). Spedishgere restricted to working only
with children who qualified for targeted instructioutside of their regular classroom
because of a documented need for remediation. Hught specialized lessons with a
goal of advancing their achievement. Positionsvigpically funded by the federal
government through the Title | program of the ESHEAt surprisingly, students who
attended schools with more teachers who had agerdrackground in literacy had

higher achievement in reading (Quattroche, BeaHanilton, 1998).

Over the years, the titles of literacy specialigtanged, including reading
specialist, reading coach, literacy coach, insionet coach, reading consultant, and
literacy interventionist. Their responsibilitiesriea, from teaching children to teaching
teachers to supervising programs. The InternatiBealding Association provided

guidance over the years about the responsibilifiesading professionals beginning in
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1986, when it identified five primary roles: diagtioc/remedial specialist, developmental
reading/study skills specialist, reading consultegading resource teacher, reading
coordinator/supervisor, and reading professor992] it shortened the list to include
three responsibilities: teacher or clinician, cdtasu/coordinator, and teacher
educator/researcher (Vogt & Shearer, 2011). Whildance from the professional
organization was helpful in defining job descripoit was not practical or strictly
followed. Because of reductions to federal andllégading for schools and the
elimination of many reading specialist positiomg toles were restructured and became
dependent on the context, setting, and needs bfsmol or district. Several
commissions sponsored by IRA studied and discoviti@dhe roles, responsibilities,
and working conditions of people identified witheoof these titles varied, although three
typical roles emerged: they provided assessmenirastidiction for children in general
classrooms and small separate settings; they sgp@sources and professional
development for teachers; and they conducted adtrative tasks connected to literacy
programming, such as Title |, including supervisfBean, Cassidy, Grumet, Shelton, &

Wallis, 2002).

In 2002, the Reading First initiative, which proetconsiderable funding for
restructuring reading instructional programs toosdt who were awarded a highly
competitive federal grant, increased the demantitésacy specialists, particularly in
their role as a coach. They became important inors to school improvement and
reform initiatives and were expected to improvedneg achievement through their
modeling and direct instruction of expected prasjenentoring of teachers, use of

resources, and monitoring of program complianceg(\8oShearer, 2011). The demand
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surpassed the number of qualified literacy spesteind many new coaches were
appointed with limited experience or support. Thmegponsibilities were dependent on
the context of their schools and the desired ougsoai school reform initiatives which
were largely viewed as administrative mandatess Taintained a vagueness of their
role because of their changing responsibilities @edted a suspicion about their motives

in changing standing instructional practices.

Literacy specialists served as reading coachesramitored teachers in adhering
to required scientifically-based instructional pram@ming in school districts that
received federal funding. Again, practices and oesjbilities differed, although most
were involved in accountability and administratresponsibilities. According to L’Allier
and Elish-Piper (2012) , coaches spent on average 65 percent of their time working
directly with teachers; their remaining time wasrspon managerial and administrative
tasks. Roller suggested even less time was spekingalirectly with teachers, only 2-4

hours over week observing, demonstrating, andatafig on instruction (Roller, 2006).

In response to this disparity, the IRA offeredogipon paper to better define the
role of coaches and included recommended qualiificat{2004) and standards of
professional practice (2006) that envisioned regdoaches as professional developers,
mentors, instructional coaches, and leaders r#tla@rsupervisors of compliance for
teachers in their schools and across their distR& contends that they must have an in-
depth knowledge of literacy development and practas well as teaching experience
and the ability to communicate with and teach aduift other words, coaches would need
a solid level of expertise in their discipline irder to establish relationships that would

influence their colleagues and ultimately studentdeir school (J. E. Taylor, 2008).
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They also needed a school environment that woldevéhem to continuously develop
knowledge and skills to serve as an instructionach and as leaders of adults
(International Reading Association, 2004) in oremeet high standards of professional

practice.

While general classroom teachers, special educatdnsinistrators, and other
educators may hold a literacy specialist’s licetisese who work under this the title of
literacy specialist typically, have three respoilisiés: they work with struggling readers;
they support teachers’ learning as a literacy adireg coach; and they are leading,
developing, and supervising school or districréity programs. Their stance is more
systemic and have a more formal, or “quasi-adnratise” leadership role within the
culture of a school (Vogt & Shearer, 2011, p. &eracy or reading coaches, on the
other hand, focus primarily on teachers in an ¢timrmprove teaching and learning.
They demonstrate lessons in classrooms, observpranile feedback to teachers, and
facilitate meetings and workshops. They may assagingnistrative responsibilities, but
are most commonly expected to work in a supportie contributing to the entire
school team. Vogt and Shearer believe this to ha@aeasingly significant role in

achieving the goals of school reform (2011, p. 43).

The IRA continued to affirm its expectations, starts, and purposes of reading
professionals (Bean, et al., 2002; InternationaldRey Association, 2000) as three areas
of responsibility for the reading specialist: leestep, instruction, and diagnosis and

assessment.
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Acting in a leadership capacity, reading specmlitvelop and coordinate
literacy instructional programming, provide staffvélopment for teachers, and supply
resources for teacher, administrators, and paréhty promote and negotiate positive
changes in instructional practice among their egjlees throughout the school. Bean
cautioned that reading specialists may need ta@ss$eadership roles informally and
within the context of specific situations in whitttey focus on tasks or actions rather

than imperatives (2004).

As instructors, reading specialists may teach adattildren, or both. They
collaborate with teachers to authentically imprée@ching practice through modeling,
collaboration, and coaching (2009). They demorestratys to conduct lessons, analyze
assessment data, and engage in a cycle improvdayeiiserving teaching. They also
provide specialized support for students outsidd@fclassroom that supplements what

they are learning in their primary classroom.

As diagnosticians of learning difficulties and ass®'s of student progress,
reading specialists administer and interpret sfiegethassessments that they develop and
coordinate instructional plans that address idietifieficiencies with individual

students, classrooms, and the entire school (E2£49).

While the expectations for what literacy specialisbuld do appeared clear, a
number of scholars expressed concerns about the tivayschools were hiring or
appointing literacy coaches, some without spe@#bn in literacy education and many
with little or no classroom teaching experiencel( T2009; Walpole, McKenna, &

Morrill, 2011). Blanchowicz (2010) suggests straedo ensure the high quality of
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literacy coaches and the roles they fill that idelumaintaining and expanding a strong
knowledge base about literacy development anducistn, mentoring novice and pre-
service coaches. Similarly others (Gallucci, Vane,. & oon, & Boatright, 2010; Mraz,
Algozzine, & Watson, 2008) offer suggestions foveleping instructional coaches in
pedagogy and practice in order to enhance an uadeiag of their roles as well as their

abilities to coach and support change.

It became necessary to support coaches in thegeaxdtcoaching and adult
learning. Different coaching models emerged in ficaqCosta & Garmston, 2002;
Peterson, Taylor, Burnham, & Schock, 2009; Showi385; J. E. Taylor, 2008; R. T.
Taylor, Moxley, Chanter, & Boulware, 2007; Toll,@® Vogt & Shearer, 2011, pp. 43-
45), including both formal and informal methodstyfical model involved a traditional
coaching method based on a gradual release ofrreigldy (Vygotsky, 1978) which
involves modeling, co-teaching, and observationgrattice coupled with continuous
feedback. Another involved mentoring to supportheas on meeting specific goals of
improved instruction with an emphasis on self-reftn and growth. A more formal
model, that of clinical supervision which involviee evaluation of lessons along with
formal feedback in a primarily administrative cajpgovas applied in situations where
accountability was an important outcome. There apakto be no universal model of
coaching. Rather, the type of coaching model usesidependent upon the contextual

factors in the school at which a coach worked widkM. Mangin, 2009).

The day to day activities of literacy coaches atermsive but well documented in
the literature as case studies and narrativesidaggbest professional practice. From

answering questions via e-mail and locating resouraterial to modeling lessons and
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facilitating meetings (DiMeglio & Mangin, 2010)tdracy leaders were documented to
provide customized responses to needs within aosshmntext (Stover, et al., 2011). As
agents of change, coaches potentially impacteduictsin, culture, shared beliefs, and
school organization (Steckel, 2009) and enhancadtare of adult learning (Stover, et

al., 2011).

Literacy leaders help to provide environments @portunities for teachers to
learn and develop capacity to teach children lggskills and strategies and ways to use
them as their foundation for learning (Bean & Dadg#ii2). As professional developers,
literacy specialists and coaches facilitate stuaypgs, workshops, and classes,
demonstrate lessons in classrooms, coach colleagdeseloping strategies, assist in the
analysis of achievement data, mentor novice teached suggest resources for

professional growth.

While literacy leaders are described as necesgpgts of school improvement, a
number of factors limit the scope of their rolegrith & Ferguson, 2010). A clear
definition of the roles, time to complete their egfations, and administrative support are
potential challenges. In addition, teacher resc#anay hinder a coach’s effectiveness
particularly when the presumption of change is obsi This can be overcome when
there is an intentional focus on establishing pekationships through personal

communication strategies that clarify the expeotetiof all (Lynch & Ferguson, 2010)

Literacy leaders, serving as specialists who vpoikarily with children and as
instructional coaches working primarily with teachiamay have different roles but they

serve a common purpose: the improvement of studeracy achievement. The IRA
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recognizes that coaching is a necessary form dégsmnal development that will
increase the achievement of students (2004) amst asshe transformation of schools.
While much attention has been paid in the liteeatorthe roles and responsibilities of
coaches, the discipline is only beginning to idgrttie impact on schools and

communities.

Literacy leaders are intended to serve as agéntsamge. They have the potential
to make an impact on the school community, pasitylon instruction, culture, shared
beliefs, and the school organization (Blachowickrdghta, & Fogelberg, 2005; M. M.
Mangin, 2009; Steckel, 2009) as well as studenieaement (Joyce & Showers, 2002;
Showers, 1985), although there appears to befittteal research that supports this

claim (M. M. Mangin, 2009).

Perhaps the two greatest and most observable oascoha literacy coach’s work
are evidenced in the school culture and the prifeaklearning of teachers. In her study,
Steckel (2009) cited observable changes withirstd®ol environment as revealed by
informants in her case studies of four literacylkya in Massachusetts and New York.
These included: an openness to coaches workingssrooms alongside teachers
demonstrating and co-teaching lessons, collaboratimugh peer observation, common
planning, and inquiry groups, and an increasesi taking and reflective practice, all of
which increased the potential for and culture aflalkarning (2009). A culture of
respect and teacher empowerment, demonstratedythomliaborative leadership, was

developing and had become a vital part of the dof2999).

33



Similarly, Stover, Kissel, Haag, and Shoniker (P0described how three
professional development practices applied in &@ichhtiated way enhanced the culture
of the school in which they worked: reflective wrg in daybooks, surveys fostering
reflection through individualized professional deyenent, and videotaping of lessons
followed by reflective conversations. Citing PetarsTaylor, Burnham, and Schock
(2009), they suggest that the ultimate goal ingssional development, indeed in
coaching, is to deepen understanding of teachiddearning through self-reflection.
This led to more intentional instructional decisamhich in turn would have an impact

on student achievement.

Basile, Olson, and Nathenson-Mejia (2003) desdrite reflective coaching is a
form of problem-based learning in a constructiwstdel of teacher development. It
combined principles of cognitive coaching througkdgfic questions of practice with a
process of inquiry into patterns of observed batraReflective conversations were
discussed within the context of teaching and cteatmeaningful, authentic means of

reflection. This too supported a culture of leaghamong teachers.

A culture of collaboration is essential in estshilng a strong learning
community, indeed in developing any school (LyonPi&nell, 2001). Collaboration
allows practitioners to focus on common issuesasdand initiatives, and coupled with
differentiated coaching, it engages individualshi@ work of progress. A coach is always
thinking of ways to support colleagues who are wagkoward common goals. They
build upon a teacher’s prior experience and knogeed order to coach them and
support their growth through reflection (Lyons &Rell, 2001). Through professional

development, literacy leaders provide ongoing,gotbedded professional development
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that affects the school’'s culture, moves its refpnocesses forward, improves teaching

practice, and anticipates increased student lequiiirago-Severson, 2004).

Typically, literacy leaders move into new roles d&ese they have demonstrated
outstanding classroom practice in teaching of regadnd writing. This initially affords
them respect and validates the suggestions theg iveded on an established reputation.
Still, the role of the literacy specialist exisetiween the roles of a classroom teacher and

a school administrator, presenting a challengediear professional identity.

Identity Development

Identity is widely discussed in the literature evélopmental psychology and
sociology. Often described by stage theories (Bnk4963, 1968, 1978, 1980; Gee,
2001; Kegan, 1982a, 1994, 2000; Kegan & Lahey, 20Gkcia, 1966) in which
individual pass developmental milestones that apeddent upon various crises,
accomplishments, internal forces, and externali@rftes, identity develops over time
and is established through one's interaction wiglohher environment (Beijaard, Meijer,
& Verloop, 2004). Baxter-Magolda’s self-authoritiggory (2000, 2003; 2004) links
identity development with learning by assuming idantity plays a central role in
developing knowledge which is socially construced built collaboratively by sharing
expertise and experience with others. Learningithsituated within specific contexts
and within interpersonal associations leads oneéemwtity, self-authorship, and

transformation.

Theories of personal and social identity addressted for people to find

meaning in social contexts. As identity develggyple classify themselves and others
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into categories, groups, and organizational menhiggssand begin to define themselves
by the characteristics of other with a similar @sstoons (Ashforth & Mael, 1989). This
eventually leads to behaviors in accordance wighcimmonly held beliefs and values,
definitions rooted in a particular environment,lsas a workplace, and an identity that is

aligned with the group.

The concept of professional identity involves bpénrsonal and social
development. It involves an understanding of hoapbe perceive themselves, how
others perceive them, and how they assume varaes within an organization. It is not
a stable entity as it attempts to carefully balasel&image with external role
expectations which may contribute to the existefaaultiple identities that may or may
not be completely aligned (Beijaard, Verloop, & Wemt, 2000). The development of
professional identity among educators has beeroeegbin a number of ways in the
literature for both school leaders and teacheradeeship education, a common pathway
for educators, has been discussed in terms ofl&atian into school administration and
particular cultures of schools (Brody, Vissa, & Wesas, 2010; Browne-Ferrigno, 2003;
Grodzki, 2011; Komives et al., 2009; Komives, Loriggam, Owen, Mainella, & Osteen,
2006; J. Moller, 2012) which can be enhanced thnaugntoring and induction programs
in graduate schools of education and in schootidist Professional identity is best
developed in practice once a leader has begunperiexice her new role, including its
many challenges and struggles. The transition fitwarole of teacher to school leader
invites considerable challenge, risk, and dissoadBcody, et al., 2010). It involves a
broadening of skill, an acceptance of a new setbfes consistent with established

professional norms and expectations for the raid,developing a confidence in seeing
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oneself as a leader. Both a personal and so@atitg must be developed which requires

time and effort from the individual and his ents@mmunity.

Considerable research has been conducted abohetadentity development
(Beijaard, et al., 2004; Beijaard, et al., 2000pad Low, & Goh, 2011; Exton, 2008;
Fuller & Brown, 1975; Hale, 2005; Olsen, 2008, 20IBomas & Beauchamp, 2010), all
of which point to the importance of nurturing perabidentity within the social context.
By focusing on how people become teachers and asthamualities and characteristics
valued by the organization, the research suggdstémsformative result for individuals,
their organizations, and the profession. Noviceselig an identity as teachers through
everyday practice, the guidance of mentors, intenas with colleagues, and a

negotiation within the context of the school enaireent.

Few studies discuss literacy specialist identityefi@oment, although studies
about other transitions (Rainville & Jones, 200&hI8ssberg, 1981, 1997) suggest that
identity resides within the context of the culturejeed within specific situations, people,
and contexts. Typically, literacy leaders move imov roles because they have
demonstrated outstanding classroom practice irhtegeeading and writing. This
initially affords them respect and validates thggastions they make based on an
established reputation. Role transitions are aftdnenced by past experiences which
affect the outcome (Ferraro, 2001), and prior westablishes varied expectations of both
the leader and his or her colleagues. Howevertrémsition from classroom teaching to

leadership is not always smooth and is worthy ahtr exploration.
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Any transition involves an event that results ichanged routine, relationship,
assumption, or role (Evans, Forney, & Guido-DiBrit898) and leads to a new identity.
Literacy leaders, especially novices, face bartiess affect their transitions to
leadership. This includes a lack of role defimtioneven support and involvement of
school principals, resistance of teachers, too nsahyols to serve, and limited resources
(Lynch & Ferguson, 2010). Even in models of disttdd leadership, instructional leaders
work to gain acceptance among their colleaguebegsregotiate the context of the
school environment (J. Spillane, Halverson, & Dianha2001). They look to supports
within the environment and in the context of thsahools for support, clarity, and
affirmation. In overcoming the barriers to persoaradl professional success and the
potential for impacting the school community, therhcy leader establishes and
maintains positive interpersonal relationships agnibve faculty in order to establish

collegiality and trust, (Lynch & Ferguson, 2010@an turn power.

The literature offers many models to support theettgment of professional
identity, including apprenticeship and mentoringl@x, 1999; Lave, 1977, 2011; Lave
& Wenger, 1991), learning environments such as conities of practice (Wenger,
1998), and frameworks and conditions for adultieay (Baxter-Magolda & King, 2004;
Cambourne, 2002; Knowles, Holton, & Swanson, 2Qybns & Pinnell, 2001,
Vygotsky, 1978). These models contribute to thestigyment of both personal and social
identities within the context of everyday work diid and suggest structures and
strategies that will enable them to function wittheir roles with satisfaction and

Success.

Leadership
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The concept of leadership is complex and widelguhsed in many settings,
including education. To support the conceptual &eark of this study, it is important to
consider different definitions and models of leatdgr. Northouse (2010, p. 3) defines
leadership as “a process whereby an individualiérftes a group of individuals to
achieve a common goal.” Similarly, Yukl (2006, p.célls leadership “the process of
influencing others to understand and agree aboat wéeds to be done.” Kotter (1998, p.
37) refers to leadership as “most fundamentallpualochanges.” Rowe and Guerrero
define leadership as a process, a “transactioretdliat happens between leaders and
followers” (2012). While a simple definition is irapsible to provide, all of these brief
yet powerful statements offer a view of leaderghat suggest the importance of
relationships among people, some of whom are |sated some of whom are followers,

that are focused on the initiatives at hand. Thegvwis foundational to my study.

While appropriate in this context, these definifgon counter to conventional
views of leadership in public schools. Groundeaigas about authority and legitimate
power, school leadership usually involves a pathal hierarchy that manage a complex
bureaucracy and maintains a “technology of contf#tes in Crowther, Ferguson, &
Hann, 2009, p. 29). Leaders typically follow antensitarian leadership style where clear
expectations are set by those with power and cbatie are carried out by well-defined
followers (Northouse, 2012). Participative, or dematic, leadership which encourages
shared decision making and input from all membes group, is considered to be a
most appealing leadership style (Northouse, 20A2jle appealing, it is often not
realistic given the demands of leadership roles school environment (Lieberman &

Miller, 1999).
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Administrative leadership roles in a school systemunderstood to include three
layers and have been previously explored in litesa(Elmore, 2000; L. Porter &
McLaughlin, 2006; Wallace Foundation, 2011). Fisstperintendents of schools control,
organize, and direct an entire educational orgéinizamuch as would a Chief Executive
Officer or Executive Director, and is accountallen elected body of community
members. Second, a cabinet of district level agstrators, such as assistant
superintendents, special education directors,autnm directors, and business managers,
direct specific aspects of the organization. Thiihcipals and assistant principals
manage the functions of specific schools, includingdemic, fiscal, personnel, and
student management. All of these roles involvestiy@ervision and evaluation of other
people who are subordinate to them. Collaboratanis focused on common goals lead
to effective district level leadership and seekprtovide a model for schools to follow

(Marzano & Waters, 2009; Samuels, 2012).

Much attention has been given to the developmethtale of school principals in
the literature (Baeza, 2010; Grodzki, 2011; John26t0; NASSP & NAESP, 2013;
National Staff Development Council, 2000; Sawy@&1@, Wallace Foundation, 2011).
Strong connections have been argued to exist battheequalities of an effective
principal and the success of students at his osttevol (NASSP & NAESP, 2013;
Wallace Foundation, 2011). Principals are encowtagde instructional leaders, but are
only able to do so “between the cracks and arobheddrners of the job” (Lieberman &
Miller, 1999, p. 39) because of the ever mountiagdnds of their role. While they
acknowledge an awareness of what they ought twimg dthey are more focused on

other issues of management and are forced to isadtieir personal vision for a more
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pragmatic view of school (Lieberman & Miller, 199@ther barriers prevent principals
from being instructional leaders as well, includandisconnect with district leadership
resulting in authoritative expectations and margl#tat stifle autonomy, insufficient
preparation for specific tasks they will be expddi®do, and ineffective forms of

evaluation that provide little feedback for impravent (NASSP & NAESP, 2013).

Principals are especially significant in schoolstthre considered to be failing
because of low student achievement (Baeza, 20bdsdo, 2010; R. T. Taylor, 2010).
These so-called turnaround schools, particularethath federal School Improvement
Grants (SIG), often replace veteran principals wither leaders imported from other
communities and states. Focused on innovativevetgions and immediate results, a
turnaround principals is essential, particularlgirgaging the faculty in the work of
school improvement (Kowal & Hassel, 2011). Thigat him or her to assemble a team
that she directs, typically working from an authemian stance, working swiftly toward
achieving common goals. While immediately effectithes leadership perspective is
often short lived and does not impact the greattuie of an organization. A singular
focus on goals and results is grounded in industga leadership theory (Uhl-Bien,
Marion, & Mckelvey, 2007). This model is no longsfective given the expectations of

a 2" century environment.

Leadership in today’s so-called knowledge agerisnare complex and
traditional authoritative or bureaucratic modeks ao longer as effective as others.
Complexity Leadership Theory (Lichtenstein et 2006; UhI-Bien, et al., 2007)
proposes a paradigm that focuses on the learniegtice, and adaptive capacities of

complex organizations, such as schools. It suggelsédance of administrative, adaptive,
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and enabling leadership that exist in an envirorirnénhange which require innovative
new learning and patterns of behavior. It is deepijpedded in the context of the
organization, distinguishes between individual kxadand the process of leadership, and
separates the concepts of leadership and managdrmeadership plays an important role
in enabling this and expands the “locus of leadprBbm the isolated, role-based actions
of individuals to the innovative, contextual intetians that occur across an entire social
system” (Lichtenstein, et al., 2006, p. 2). Indeethoves beyond interpersonal
relationships and focuses on enabling conditioasftister creativity and flexibility. It
does not abandon people in an organization, bloérduilds patterns of interaction that
invite a more collaborative style by introducingeirdependency. It also considers the
ways that people respond to leadership actionghendonstructive process of collective

action which builds a broader support for initiaswoutside of the organization as well.

Distributed Leadership also invites collaboratiow @nteraction in the leadership
process (A. Harris & Spillane, 2008; M. M. Mangf05; J. Spillane, et al., 2001; J. P.
Spillane, 2005). In this model, leadership practiaee spread among leaders who work
separately but interdependently. The contributinell participants are valued and
diverse types of expertise are recognized whi@ssential in a complex organization
such as a school where a single leader cannoshandd not, possess all of the

knowledge (A. Harris & Spillane, 2008).

Similarly, Parallel Leadership (Crowther, et aDP2) invites collective action to
build capacity. It anticipates mutual trust, shgpedbose, and an allowance for
individual expression as leaders and followersatmitate for the good of their

organization and work toward change. In schools,dalls for a new understanding of

42



leadership roles, particularly that of the print¢ifased in a democratic leadership style,
this approach recognizes the need for shared Iglaigdsut also admits the day-to-day

demands of school management.

This also represents a shift from leadership thatlves informational learning,
or the knowledge and skills that can change attgughd competencies, to that of
transformational learning which helps adults battenage the complexities of modern
life by building a confidence in their beliefs avalues (Collay & Cooper, 2008; Drago-
Severson, 2004; Kegan, 2000). Self-authorshimimdividual (Baxter-Magolda, 1998,
2000) is the result which develops a person’s itheahd allows him or her to make
meaning of one’s experience and develop the gesldf and an identity as a leader

(Collay & Cooper, 2008).

To support the development of this kind of leadigrséchools have created a
layer of teacher leadership which has emergedcas@ept that works alongside
administrative leadership in advancing the schamimmon mission and collective
action. Teacher leadership is defined by York-Bawd Duke as “the process by which
teachers, individually or collectively, influendeeir colleagues, principals, and other
members of the school community to improve teaclimdj learning practices with the
aim of increased student learning and achievenm(@004). Referred to as the “sleeping
giant” in a school, teacher leadership can helg Iegprovement initiatives and impact
lasting change (Katzenmeyer & Moller, 2001). Laiey specialists are among these
teacher leaders who navigate their roles betweewerdional teaching and school
administration with a keen focus on improving studechievement by building capacity

throughout the organization of their school.
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Titles such as coach, facilitator, facilitator, asadnmittee member are assigned,
but positions of teacher leadership remain mosfigrmal (Sergiovanni & Starratt,
1998). Their responsibilities and activities typigdall into four categories: working
with individual teachers about classroom practieerking with groups of teachers in
professional development, working with diverse gi®of educators on committees and
meetings, and working with various constituentaosariety of initiatives (R. Harris,
Sockwell, & Follett, 2009). For the purposes obtkiudy, teacher leadership in the area
of instruction is essential. These teacher leaglerk (M. Mangin & Stoelinga, 2011) to
help teachers build knowledge and skills to imprthear teaching practices Literacy

specialists fall into this role of teacher leadgrsh

A complex and rather recent concept (Cortez-Fad@82 Stoelinga & Mangin,
2010), teacher leadership is deeply rooted in timtext of every school and is dependent
upon the needs each school presents. While masttaesado not participate in or have
formal titles of leadership, many exhibit qualit@deadership within their classrooms
and school communities (Cortez-Ford, 2008; Silvaplégrt, & Nolan, 2000). However,
their experiences in the classroom may not haveapeel them for critical conversations
about instruction that is needed for improvement ¥Mngin & Stoelinga, 2011). Those
who have formal leadership responsibilities anddjtsuch as literacy specialists,
typically make decisions about teaching and leai8ergiovanni & Starratt, 1998),
mentor other teachers, and contribute to schootorgment (Cortez-Ford, 2008). Their
role is paradoxical; while they want to maintaieniselves as a supportive peer, they

need to give feedback about instruction that mayrags be difficult (M. Mangin &
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Stoelinga, 2011). Because of this, teacher leaaféza avoid this responsibility and are

hesitant to identify themselves as leaders (G. @ Katzenmeyer, 1996).

Teacher leadership is also adaptive, a metaphdetddiorrows from biology
where the ultimate objective of is survival (1998imilarly, adaptive leadership focuses
on solving problems that challenge and threatemtbanization. Only through
collaboration and the creativity and expertisehef different participants involved can

the organization survive when challenges persist.

Teacher leadership is suggested as a means d@liawig the teaching profession
(Crowther, et al., 2009) as it fosters engagenteough collaboration in the leadership
of the school. It is deeply rooted in a collabaratschool culture (York-Barr & Duke,
2004). However, teacher leadership depends upguostiye conditions in the school
environment, particularly the involvement of a pipal who understand their role and
engages them in working toward the vision and rarssif the school (Crowther, et al.,
2009; Lieberman & Miller, 1999). Principals mustenrage teacher leadership and be

clear about their collective mission.

Teacher leadership depends upon and is legitinbydte network of
relationships that are constructed within a schibahvolves collaboration, knowledge,
continuous learning, improvement of instructiorgroting the use of data, improving
communication, and advocating for students angtbfession (Standards, 2012). It
promotes a model of collective leadership whereymadividuals accept responsibilities

in order to make a difference in student learnf@gpgan & Shakeshaft, 2011).
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This collaborative or relational model of leadepsbiiggests a connection to the
literature about women and leadership. Since nmlestentary educators in the United
States are women, and approximately 85% of litespegialists are women, it is
appropriate to consider this literature. In genaex@men’s leadership in schools and
districts suggest an emphasis on diverse persgsciarogan and Shakeshaft (2011)
suggest five ways that women lead: relational lestdp where interactions are
horizontal rather than hierarchical; leadershipsiocial justice and a moral purpose of
their work; spiritual leadership which providescasce of personal strength as well as a
means for understanding the connectedness of pdeatiership for learning and the
improvement of instruction; and balanced leadergap involves maintaining
responsibilities at their homes and offices anchaleéing their energies effectively. They
go on to argue that “women’s lived experiencesadérs are different from men’s”
(2011, p. 37) and call for a different understagdwh leadership than the patriarchal

structures in most schools.

Teacher leaders, while expected to participatberttansformation of a school,
may lack the authority or confidence to expreseadves or may work in a hierarchical
structure that does not deeply value their contidiou The absence of their voices is
reminiscent of the experiences of marginalized pethat is explored in the work of
scholars including Gilligan (1982, 1993), hooks94) and Belenky et. al. (1997). The
expression of their voices which would affirm thieientity is typically silenced in a
patriarchal structure. It is within a collaboratieadership structure and through the
relationships that exist within the social conttmt individuals are most able to make

meaning, develop an identity, and have a greatengial of influence.
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Leadership, when shaped by a feminist perspecgtiveemodel of authentic human
reactions (Grogan & Shakeshaft, 2011) in whiclvaites are heard. While the
leadership qualities of nurturing, organizing, mating, and listening have been
overlooked and often “marginalized and diminishé11, p. 84), leadership that
recognizes its feminist qualities are transfornmeaag it “seeks to empower and enhance
the effectiveness of one’s team members whileistgito improve the lives and social

conditions of all stakeholders” (N. Porter & Daniz007, p. 249).

Teacher leadership suggests a deeper moral puapdsaission in its role as an
agent of transforming a school and individuals itk It is reminiscent of servant
leadership (Greenleaf, 1977; Phipps, 2010; Sp2afs), a philosophy and set of
practices that hold leadership to a higher standhad of service for the common good.
Greenleaf believes that “the great leader is seenservant first” (Greenleaf, 1977, p.
21) which allows him or her to sustain trust initheadership. Spears (2005) lists ten
characteristics of servant leaders: listening, élmpdnealing, awareness, persuasion,
conceptualization, foresight, stewardship, commitime the growth of people, and
building community. Power is attributed to servarel a horizontal leadership structure
where all participants collaborate to build capaaitd support those in their care, as are
the teachers and students who are supported bychtspecialists and other teacher

leaders.

Conclusion

In this chapter, | reviewed three important aiedbe literature that have helped

me address my research question. | reviewed #ratitre about the role of the literacy
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specialist, theories of identity development, aodoepts about leadership to create a
conceptual framework which ground the study andmtgrest. It compliments the
theoretical framework that surrounds the study, mafovhich is revealed through the
analysis of my data, including Social and Situdtedrning Theories, Relational Cultural
Theory, and Transformative Learning Theory, alvbich have helped me to interpret

my findings.

Three discoveries arose from this review. Firsedlized a gap in the literature
concerning the development of literacy speciabstteaders. While considerable
research exists about the role and practiceseshliyy specialists, nothing exists that
describes their development. Similarly, while tiberature has explored the identity
development of teachers and administrative leadturdjes regarding the identity of
literacy specialists are few or non-existent. WHileir roles are described as important,

relatively little attention is paid to their devploent as adult learners.

Second, the literature supports my belief thatditg specialists are essential
participants in any effort to refine or improvetmgtion and student learning. However,
their impact may not be realized because of patrarstructures that exist within school
organizations, particularly those with authoritatleadership models, an abundance of
mandates, or required school improvement initigtiveaffirmed the necessity for
educators working in these roles to collaboratéiwithe context of the school
community in order to support the growth of thehaol, their colleagues, and
themselves. This realization develops over tim#hag pass through stages of
development (Drago-Severson, 2009; Kegan, 1982ihjmithe context of their school

environments and their identity becomes more esta.
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Finally, this review affirmed my theoretical framesk. It affirms the social
context of learning, demonstrating through padfistithe collaborative nature of
literacy leadership. It speaks to the importancei@rpersonal relationships and the
expression of voice among participants in learnungch develop identity and a deeper
concept of self. It also supports the transfornsatiature of literacy leadership,
particularly in the ways that literacy specialispport the growth of colleagues which

impact the school environment and ultimately thelents they serve.

In the next chapter, | will describe and offeationale for the methodology |
used to conduct this study which included intendgedocument review, and observations
to collect data, and the Voice Centered Relatidfethod and thematic coding to analyze

and make meaning of what | learned throughout tilngys
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CHAPTER 3

RESEARCH DESIGN

Introduction

In this chapter, | describe how | designed a gatahe multiple case study to
understand the phenomenon of literacy speciaksitity development. Conducted over a
four month period in 2013 in four small cities irW England,the study explored the
ways that literacy specialists in elementary scheohducted themselves in their roles,
had claims to influence and power within their stlmmmunities, and developed
personal and professional identities as leaderisuiG@led in a constructivist paradigm and
following a multiple case study methodology (MedeR010), my study sought to
express the stories of their experiences and explow the conditions, contexts, and
cultures of their schools contributed to their feag and development. By listening to the
voices of experienced literacy specialists, | wiale &0 explore leader identity and
consider the influence of personal, social, andrenmental factors that enabled,

enhanced, and challenged its construction.

As someone who has worked with pre-service andipnag literacy specialists
for many years, and who worked as a literacy sfistlamself, | am aware of the need
to develop leadership identity in order to functgutcessfully in the role and experience
a higher level of satisfaction in their work. Tipisject, therefore, intends to understand,

inform, and support the role of the literacy spksias a leader.

Often ambiguous and confusing, the role is not comgunderstood, even in the
literature and by the International Reading Assomie(2000). Literacy specialists often
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work alone in a school and have many responséaslitihat involve influence and require
the skills, perceptions, and stance of leaderdtioagh they do not typically have a
formal leadership title. As teacher leaders, ltgrgpecialists are neither classroom
teachers nor school administrators. They are likelyave been successful teachers of
children, ones who have demonstrated exceptios#lictional practices and whom
colleagues consider to have expertise in readidgaaiting. They may have left
classroom teaching in search of a new challenge gvééat confidence, stepping into their
new roles for which they may be prepared acadefyibal not socially or emotionally.
They assume a supportive role that builds cap&mitthe good of the school in which
they coach teachers in instructional practicesgdgsrograms, analyze achievement
data, offer professional development, and onlyhedldren in very small groups, if at
all. Their work is typically behind-the-scenes whimontributes to the vagueness of their
roles, a challenge to their influence, and the micaébarrier of establishing a personal
and social identity. They are arguably importardggde with the culture of a school,
particularly in schools with aggressive school imy@ment initiatives, but are caught

between traditional, well-defined roles such asheses and principals.

This project gives voice to literacy specialistdeziers in their schools and
communities. While influential, they are not ofterited to speak with the same
authority assigned to other leadership roles. Thagt establish themselves in other
ways, often battling the perceptions that colleagued superiors may have of them and
that they may have of themselves. Their voicesatalways as audible as others in a
school setting because they form a populationl#itkis formal authority, even though

they have the potential to greatly impact and fians learning at their schools.
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While generalizations are typically avoided in casely research (Stake, 1995),
particularly with a small sample, my project seadfor themes about teacher leadership
through the stories of experienced literacy spstsahnd the ways that they developed
identities as leaders. It also explored themesimitie contexts of each school,
suggesting common ways to develop environmentsstiygtort the ongoing development
of literacy specialists and teacher leaders asagedldult learning. The stories of my
participants, each revealed as unique cases aimatfiective experiences revealed
through my cross-case analysis, expressed thesvofoegeteran practitioners who have

established themselves as leaders and have inddehe people with whom they work.

This project also addresses a gap in the literattweh is predominantly focused
on job responsibilities and best practices rathan the ways that literacy specialists
learn or the development of their identity as lead@/hile teacher and administrative
leader identity has been explored in researchetappears to be a few studies about
teacher leader identity. Similarly, while a greaatdhas been written about what literacy
specialists do, there is little research about timy develop. While my participants
describe the work that they do, the focus of thesis leadership development,

particularly within the contexts of their schoofsdacommunities.

Rationale for Research Approach

| approached my research from a social constrsttparadigm which claims that
knowledge is socially constructed through the &cparticipation of people who make
meaning subjectively because of their experiengksriam, Caffarella, & Baumgartner,

2007; Mertens, 2010). Through their social intamagtpeople construct knowledge that
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is personally meaningful and significant to thosauad them. It is a “value-bound rather
than value free” process in that it is influencgdy participation as the researcher who
positions myself as an insider, acknowledging my @xperience with the subject

(Bloomberg & Volpe, 2008). In this approach, knogdge and meaning emerge from the
research question, presenting the essence ofiie which lead to themes and patterns

which may be surprising to the researcher.

Because of this paradigm, acknowledging that megwiould be created in this
research study between myself as the researchenwaparticipants (Hatch, 2002), |
sought a naturalistic qualitative methodology thatld allow me to deeply investigate
the stories and experiences of my participantsderoto understand how their role
identity developed. | chose case study methodob@pause it leads the researcher to “an
exploration of a boundless system or a case aver tifhrough in depth data collection
involving multiple sources of information in riclomtext” (Creswell, 2003, p. 6). Literacy
specialists, as a distinct social group with ddtimles and responsibilities within a
school, form both individual and collective casdsali serve as the units of analysis in
this project. Cases are bounded by both time antegbas well which influence the
development of the individual's identity. The ingeetation and analysis of their stories
create meaning, a “target collection” or an “umlare{Stake, 2006, p. 6) of stories that

bring meaning through multiple case study analysis.

A naturalistic, multiple case study approach frosoaial constructivist paradigm
is an appropriate perspective from which to inggg# the question at hand as it asked
how literacy specialists construct an identity witthe contexts of their schools. Each of

the cases express unique narratives of experibatepllectively they present evidence
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from multiple cases that is often considered morapelling” (Yin, 1984, p. 45). As |
explored how literacy specialists develop idenditas leaders, | acknowledged my own
connection to the topic as | related the storiesmpfparticipants, and connected their

cases, in order to understand the phenomenorecddy leadership identity.

Research Questions

In this project, | posed the primary question: Hiwes a literacy specialist in
public elementary schools construct an identitieafiership within their roles? | also
posed the following supportive questions: What gea, social, and environmental
factors have influenced their transition into theles and development as professionals?
Do they develop a leader identity within their defil roles, and if so, how? Is

constructing an identity as a leader necessarthéor roles?

Design Overview

This project followed a multiple case study forréin, 1984) in which |
conducted qualitative research and analysis inrdcdexpress the individual stories of
four practicing literacy specialists and suggdsésrtes about the phenomenon of literacy
specialist leader identity. | collected data irethways: interviews, document review, and
observation. Each method was selected in ordeglfprhe explore the perceptual,
demographic, and contextual factors in each indiaiddase and ultimately discern
themes in their experiences through cross casgsasalvhich Bloomberg and Volpe
(2008) recommend that researchers consider whemipqualitative projects. Their
framework led me to identify the kind of informatithat | needed to collect, including

these factors as well as social, personal, and@mwiental information that would allow
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me to explore my question. The framework helpedtar my project, determine
guestions that supported my problem, develop thiaodelogy, and determine the most
insightful ways to analyze data. | also identifeetb learn about the contexts of the
schools in which they worked and the perceptiohsrsthad about them, including

teachers and principals.

Type of Information What Researcher Requires Collection & Analysis
CONTEXTUAL School: Organization chart, history, School: Document review via
mission, vision, values, culture, website; thematic analysis

leadership, staff info, site

Person: Questionnaire;
Person: Academic background, work Observation, other people,
space, interaction with others, work, thematic analysis

personal interests, family background

DEMOGRAPHIC School: location, size, faculty, socio- School: Document review;
economic status, ethnicity, achievement, | thematic analysis
school leadership, professional
development plans, professional growth

system ) )
Person: Questionnaire;

thematic analysis

| originally considered involving ten literacy sjpacsts from elementary and
secondary schools around the country in my studtydbcided to limit my data
collection to just four participants from elemegtachools in New England. | did so
intentionally. While a larger sample would havermea®re thorough and could have led
to more generalizable results, practicality praieitbia broader study in the way | wanted
to design it. My sample was one of geographic comree, as | live in a New England
state, and was drawn in a snowballing method ircwhrelied upon recommendations
from colleagues. | am also most familiar with tbées of elementary literacy specialists

having worked in elementary schools as a teacletemter for two decades. All of my
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participants are women which corresponds to thesstathat over eighty percent of
elementary teachers are female. | also knew taited to develop a deep
understanding of my participants, listen to th&ries, and express their experiences in
my research. | would not have been able to medt alitof them for multiple interviews
with a larger sample. Having a small number ofipgrants allowed me to develop a
deep familiarity with each of them and has provié@dhick description with which to

develop a case study.

Much of my data collection surrounded and was cotatketo three semi-
structured interviews and follow-up conversationthwach participant. Documents
about the context of the school and community weveewed prior to and after
interviews. Observations were conducted in the alshaf three of my four participants
as well as during the interviews while touring trehools, meeting with principals and
teachers, visiting their work spaces, and obsertheq in practice. | recorded
observation notes and reflections about my pa#ditipin my research journal. All of this
data led me to create narrative portraits of eactigipant, illustrated by their
experiences and their voices, which explore theapimenon of leadership identity which

is at the center of my study.

Participants

| recruited my participants through professionaitects | had with other literacy
specialists, teachers, and administrators, creatimgrposeful sample. | selected them
according to the following criteria: they workeda8teracy specialist, literacy coach, or

in a role with a similar title; they did not dirgctvork with children; they held a literacy
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specialist certification; they worked in public arbelementary schools; and they had

worked as a literacy specialist for at least fieans. | also selected literacy specialists

with whom | had never worked in the past or preseste not presently enrolled in

courses | taught, and were not close acquaintasfaase, although | knew two of them

from graduate work at the University of Southernidéa They were all white women

who had worked in education for over twenty yehedd advanced degrees, and currently

worked at elementary schools with major school mapment initiatives.

Terri* Amanda Kim Kate
Age Mid 40s (46) Early 40s (44) Mid 40s (43) Lafis%58)
Male/female F F F F
Ethnicity W w W w

Current Job Title

Literacy Coach

Literacy Coach

Literacy Specialist
and Title | Director

Literacy Specialist

School River Meadow Holmes Elementary | School District Simpson Elementary
Elementary 3/5 time; | Y2 time; Office; Waterview
Elementary
O’Donnell Ross Elementary %
Elementary 2/5 time | time
Years in Current | 14 at River Meadow; | 14 at Holmes and 1 at district 8 at Simpson

Job

Ross

1 at O'Donnell 5 at Waterview
Total Years in 24 23 21 35
Education
Undergraduate BS Elementary BA Math Education, | BS Elementary BS Elementary
Degree Education, Public Private University Education, Public | Education, Private

University University Liberal Arts College
Graduate Degree/| MS Ed Literacy MS Literacy MS Literacy MS Exceptionality
College Education, Public Education, Public Education, Public | and Gifted Education

University University University Public University
Post Graduate Literacy and None Ed Leadership, None

Degree/ College

Coaching, Private
University

Public University

Personal

Unmarried, no
children

Married, 2 adolescen
children

t Married, 1 middle
and 1 high school

Married, 2 adult
daughters
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Interests

Reading, hiking,
walking, kayaking,
traveling

Running, baking,
gardening, reading,
writing

Reading, children’s
literature, writing,
her kids’ activities

Outdoors hiking,
biking, camping,
skiing, snow shoeing

*pseudonyms for participants and schools

| explained the focus of my study and asked myig@pénts to sign a letter of

agreement to participate along with a statementutientication of responses because

some data was to be collected asynchronously ofAippendix). | provided a written

overview of the research project introducing mysk parts of the project, and what

would be asked of them as participants. The documeluded the following diagram

that illustrated the entire of the study.

How do literacy specialists develop an identity as a leader?

Voice Thread
Questionaire

Voice Thread
Questionaire

Face to ' Artifact
Face 7
Interview
Interview
Ob: Document

Document
eeeee Observe
Review Review Review

Faceto Y
Face
Interview

Artifact
Interview

Document

Voice Centered Relational Method

\Voices i

W

Themes

Finding and Recommendations

| asked my participants to select pseudonyms fotanese in the study in order to

protect their anonymity, although | knew their nam®imilarly, | disguised the identities

of their schools, communities, and geographic iocawith pseudonyms and the generic

location of “a small city in New England” becauke tlemographic information could

reveal the location of the school and could idgntify participants. However, this

information was important to exploring and undandiag the context of each case.
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Methods and Procedures for Data Collection

| collected data from three sources: three kindaysdred interviews, document
review, and observation. By coupling multiple lagginterviews with document review
of school and community demographics, and obsenvati practice, | came to know my
participants deeply, was able to address my questoon different perspectives, and
triangulate the data. This ensured that my cobeationtained thick description (Geertz,

1973), told a complete story of each person, and #dmhanced authenticity.

Source | — Interviews

The first source of my data collection involvedeit phases of interviews, or
personal interactions, with my participants: annasyonous on-line questionnaire, a
face-to-face private semi-structured interview, arsgcond one-on-one structured

interview in which we discussed an artifact tharesented their leadership.

| conducted the first phase, an asynchronous @ngjurestionnaire, by using
Voice Thread, a free internet based applicatiohfdwlitates a focused, private
electronic meeting. On-line interviews are beconamppular means of gathering
gualitative and quantitative data. Following thenseethical boundaries as traditional
data gathering techniques, researchers use ebtoak, forums, wikis, social networks,
and websites to prepare for, collect informatiarg follow up with clarifying questions
(James, 2007; James & Busher, 2006; Salmons, 281)nefit of using asynchronous
electronic communication tools is the ease and idhaoy of an interaction as it
eliminates the need for travel and a negotiatioscbiedules. However, the impact of

personal contact is lessened, non-verbal commuaircet limited, and responses may

59



appear to be less spontaneous and rehearsed.id-stutly, however, | wanted to explore
this means of data collection to satisfy a persooabsity and to make my initial

communication with my participants more convenienthem.

| selected Voice Thread which operates like a lohoghich one person initiates a
conversation by inviting others to participate whim this case, involved just myself and
each participant individually. | had used this agdion with other adults in courses | had
taken as a doctoral student and in a previous slilaty, and | found it to be a good
means of communication around prompted topicsidiaahts were required to speak
their responses which allowed them to express ttoetes and allowed me to me to
listen to their responses Because it is asynchgrarticipants were able to participate
at any time depending on their personal schedulésgailability. It simulated a
conversation although in a less spontaneous wagulsegarticipants record their
responses with as much time as they would likéittktabout and compose their

thoughts.

| created the questionnaire by first developirRpaver Point presentation of slides
which | uploaded to the Voice Thread applicatiotihdn recorded my voice reading each
slide. The questions were intended to initiatecmmversation about literacy, leadership,
and identity and provide a foundation for the secphase of the study. The prompts on
the slides addressed three themes: personal afesgianal background information
about each participant, a description of their jabd responsibilities, and their concept
of and experience with being a leader. The follgaghart provides the questions that

appeared on each slide.
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Voice Thread Questions

1. Please tell a bit about yourself...
Age range (20-30, 31-50, 51-70, 70+)
Undergraduate college, degree, and major
Graduate college, degree, and subject
Other advanced degrees or certifications
Number of years you have worked in education
Number of years you have worked as a litespecialist

2. Tell me about yourself, your background, youmifg, your personal interests. What role has litgra
played in your life?

3. Why did you become a literacy specialist?

4. Tell me about what you do in your job. Whatasiyjob title? What kind of activities do you do sto
often? What kind of activities do you wish you didt have to do? What would you like to do more of?

5. What does being a leader mean to you?

6. Tell a story about time that you served as ddea

Before initiating the Voice Thread questionnairgnformed each participant
about the technical requirement of the applicatmamely an internet connection, flash
capability, and an internal or external digital mghone. Once certain of the
requirements, | invited each participant to j¢ie tonversation through an automated e-
mail generated by Voice Thread as well as an e-ocoaimunication in which | provided
them with information about how to log onto theesand instructions to read each
prompt, think about their responses, and recokeice responses when they were ready.
| gave them some parameters, including a suggéstgth of response of 500 words and
a deadline of one week to complete the questioanbalso let them know that | was

available for technical assistance if they needsd havigating the technology.
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Once each participant completed the Voice Threastipnnaire, | accessed their
responses in a layered methodology before appthiegatic analysis. | first listened to
the entire recording to develop a sense of thaaeydranscribed their responses in order
to catalogue their responses, and finally readufinghe conversation making notes

about areas of particular interest and needs ftinéu questions.

The second phase involved in-depth one-on-onevietgs with each participant
(Creswell, 2008) using a semi-structured formatn@&@embe, 2010) with questions that
addressed their identity as leaders, their reaor®ecoming and remaining literacy
specialists, and the communities in which they w&#en below, the questions were

similar to ones used in a previous pilot study.

Interview Framework Questions
1. What does the word “leader” mean to you? Whaterow did you develop this concept?

2. Tell me about the leadership at your school. Wals of leaders and leader-roles are in youostth
3. Do you see yourself as a leader in your sch@giy?
Examples of things you've done.

Frustrations and successes.

4. Do teachers see you as a leader in your schghi?
Examples. When and how.

5. Do administrators see you as a leader in yduww@®@ Why?
Examples. When and how?

6. Who or what has helped you become a leader?
7. What barriers have you encountered in becomiegaer?

8. What kind of influence do you have in your sdffoo
What kind of influence do you want to have?

9. What do you see yourself doing in five years?

10. Are you successful at what you do? Do you havee a leader in order to be a successful literacy
specialist?
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The interviews were conducted in person and wedeaecorded and later

transcribed. Follow up questions were asked viaileand phone.

The interviews were conducted at locations converi@each participant. Three
were held in the schools of the participant andwas held at a coffee shop. All four
interviews began informally in order to break the,iwith brief discussions of their day,
things going on at school including parent-teacugferences, and an overview of my
research process. The interviews were recorded assimple voice recording
application on a smart phone. While the tone wkscegl, | maintained the focus of an
interview rather than a superficial conversatioerfcombe, 2010). One participant
asked to look at the questions as | asked thermgé#yat it would help her formulate her
responses. | allowed her to see the questionguathat the end of the interview, she
realized that the conversation did not follow trenfework closely. The interviews lasted
approximately 75, 45, 95, and 50 minutes respdgti®ecause they were semi-
structured, their formats were more conversatic#iipugh | remained conscious of
minimizing and even eliminating my contributionttee conversation. | used clarifying

and elaborating probes (Creswell, 2008) to retlimeexpand our conversation.

| followed a similar layered process for documentine one-on-one interviews as
| did with the asynchronous questionnaires. | fistened to the recording of the
interview and made notes in my journal about gdneraressions, connections to the
Voice Thread questionnaire, and areas that wowgd @ be clarified in a follow-up
phone conversation. | then transcribed the intarsjesome with the help of my wife as a
transcriber who maintained confidentiality, whiatoguced many pages of data.

Transcripts were typed in a three-column formahwlite words of each participant on the
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center, space for me to name codes on the lefsaggest themes on the right. Finally,
before conducting my formal analysis, | read thiotlge transcriptions, listened to
recordings, and made notes in my journal includjngstions as well as potential patterns

and themes in their responses.

A second one-on-one interview was conducted witipiproximately one month
of the first. Three of the four meetings were haldheir schools, upon my request, in
order to further develop the context in which teyked. One participant again
preferred meeting at a coffee shop. For this mgetiasked my participants to select and
bring artifacts to the meeting that demonstratedr fieadership within the school and
community in which they worked. Often used withreigraphic research, artifacts,
understood simply as anything people make or user{@, 1973), provide data in the
form of objects that represent patterns and themiién the context of everyday life. By
asking my participants to select an artifact tepresented her as a leader, | invited them
to reflect on their work and discuss perceptiorythad of their practice in a concrete
way. While | did not prescribe the kind of artifalbey should share, | suggested written
plans, outlines, published writing, workshop agena@tes and comments from
colleagues and supervisors, other people, photbgramd videos. They each selected
different types of artifacts and were eager to desthow they developed it and used it in

their work as well as impressions others havesohipact on the school community.

Amanda

Artifact (s) Organizer / Article she wrote | Title | parent Reading Teacher
“Lesson” Planner | for an educational | brochure Leaders’ Project
journal notebook

Principal with
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I o ste e

They talked about their artifacts in a semi-strustuinterview format, which led them to
describe the artifact and its meaning to themfimiiher led us to discuss the ways that
they function within their schools and how literapecialist functions in general. Notes

about their artifacts were recorded in the follogvimatrix:

Avrtifact

Who made it?

Purpose

Who uses it?

Who does not use it?

Is it a public document?

How does she use it?

How does she say it shows her leadership?

How else does it show her leadership?

Comments

By conducting three types of interviews with mytp@pants, | built a broad
description of my participants and created thektkiescription (Geertz, 1973; Merriam,
1997) that allowed me to listen to and interpretrtiwvords and construct portraits that

contribute to an understanding of the case of lestije identity.

Source Il -Document Review
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In order to collect information about the backgrdwand context of the schools
and the districts in which my participants workohcluded with a document review by
viewing school and community websites, local neywsps, school profiles, other school
publications, and public documents written by mgtipgants (Stake, 1995). These
provided demographic and factual information alibatschool contexts in which my
participants work (Creswell, 2008). Document revieas a convenient source of
information because it provided objective inforroatneeded in order to understand the
comments of my participants. | collected the saata dn each school and district and

recorded it in the following charts:

SCHOOL INFORMATION Administrator Years at the School

Participant Administrator’s years at the school

School Leadership Structure

Urban/Suburban/Rural Number / Types of Teacher Leaders

Grade Levels at School School Vision

Number of Students Core Reading Instructional Program

Ethnicity Breakdown Intervention Reading Program/s

Free / Reduced Lunch Breakdown Achievement (% Proficient) in Reading
2012-13

Number of Teachers

Adequate Yearly Progress Status / 2013

Number/% of Novice (<5 years) Teachers School Grade
Number/% of Veteran (>20 years) School Improvement Plan (Yes or No)
Teachers

Improvement Plan Goals

Number of Classroom Teachers

Professional Development Activities

Number of Special Ed/Title | Teachers

Mentoring for Novice Teachers

Number of English as a Second Language
Teachers Interesting Facts about School

Number of Ed Techs

Number / Titles of Administrators
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DISTRICT INFORMATION

Name

Cities Encompassing

Grade Levels

Number of Schools

Number of Elementary Schools

District Number of Students

Ethnicity Breakdown

Free / Reduced Lunch Breakdown

Number of Teachers District Administrator’s Years in the School

Number / Percentage of novice (<5 years)

District Leadership Structure
teachers

Number / Percentage of Veteran (>20 years) School Board Structure

Teachers

Number / Types of Teacher Leaders

Number / titles of District Administrators District Vision

District Administrator Most Closely Connected

. District Improvement Plan
to Literacy

District Budget

Percentage for Instruction

District Professional Development Activities

Other Interesting Facts About the District

This information, including socio-cultural, acadepfinancial, and demographic data,
led me to ask clarifying questions and contributechy engagement with the stories of
my participants. The documents provided backgranfadmation about the context and

organizational structures of the schools.

Source lll — Observation and Reflection

Throughout this project, | kept a research jounfalotes, observations, and
reflections about my participants and their sch¢Bterg, 2001). | found this to be a
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valuable tool in triangulating my data, checking amgerstanding, and engaging in the
topic myself. While cautious of bias because Ittanrisk of allowing my personal
perceptions about the topic to influence my intetgtion, it allowed me to participate in
the study more fully. Familiarity, past experiencasd a researcher’s current state may
be advantageous in conducting observations, bytdae also blur the lines of objectivity
and challenge believability (Denscombe, 2010).rtfeoto remain objective and bracket
my experience as a participant observer (Cres2@(8), | observed situations in which
three of my participants conducted their work, urthg their schools, classroom and
office spaces and talked with their colleagues;hiess, and principals, with their
permission, about their role in the school commurily recording my observation notes
and reflections, | was able to add another layetadé collection with which to build the
individual cases, construct portraits of each sgistj and conduct multiple case study

analysis.

My data collection produced considerable informatiacluding transcribed
documents from Voice Thread and one-on-one intersji@otes from my document
review, and observations in my research journalplad with other reflective notes, |
was able to analyze my data, attending to the gafeny participants, and eventually
construct written portraits of four literacy spédigss, telling their stories in order to

influence others through their experience.
Methods and Procedures for Analysis
Because this project follows a multiple case stiadgat, it was my intention for

the stories of literacy specialists to construcbbective case about leadership identity.
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By analyzing their individual stories and by contilug cross-case analysis, | was able to
understand the importance of their personal expee® with leadership and suggest

common themes that may support literacy speciafisise future.

| used two methods for analyzing my data: themaalysis (Boyzatis, 1998) and
the Voice Centered Relational Method (Brown & @gln, 1992; Gilligan, Spencer,
Weinberg, & Bertsch, 2003). | used both concursewthich helped me to listen carefully
to my participants and maintain my objectivity vehikading me to recognize common
themes that emerged from their stories. These agpeopriate methods for my study as
both have been used in previous case study angtivarresearch to reveal themes in life
stories through the voices of the people expredsian, offering an authentic experience

of a phenomenon.

| conducted thematic analysis by incorporating esgpef In Vivo coding as well
as the process of “Theming the Data” (Saldana, R(0l8s allowed me to begin by
recognizing codes revealed in written transcrigtéchv | grouped in recurring patterns
and themes. | did not use a computer program,dthier used handwritten notes in
different ways. | initially made in a three-colurformat in which | typed the written
transcript in the middle column, initial codes,ttess, and notes in the left column, and
final themes and analysis in the right column (&a&j 2013, p. 180). | then assembled a
chart noting the codes identified in each case lwhiowed me to see commonalities

across all four participants.

Summary of Codes Terri Kim Kate Amanda
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Passion for reading and writing
Childhood Literacy

Role Definition

Teaching Tasks
Administrative Tasks
Coaching/PD Tasks
Leadership Opportunities
Visionary

Learning

Reflections

Validation

Relationships with Teachers
Relationships with Principals
Perceptions of Teachers
Perceptions of Principals
Perception of Self
Influences

Challenges / Barriers
Strengths / Advantages
Artifact

Story / Example

School Culture

Capacity Builder

Change Agent

Networks

Respect

Accountability

School Improvement
Personal Growth
Program Developer
Aspirations

Collaborator

Transition: Coach to Supervisor
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Purpose X X X
Teamwork X

Curriculum X
Writing X
Belonging X X X
Space X X
Sustainability X
Influence X X X X
Power X

Finally, | collapsed the common codes into thermégese lead to the implications which

| will make in the final chapter.

Common Themes

Personal experiences with literacy
Learning styles

Job responsibilities

Impacts of the school

Positive view of selves

Leadership within the social context

| also recorded analytic memos in my research guhroughout this phase
(Borg, 2001) which helped me to think about my gsialthrough words and graphics

throughout the study.

| used the Voice Centered Relational Method (Bré@illigan, 1992; Gilligan,
et al., 2003) as both an analysis technique anchsniea maintaining my own objectivity

throughout the study. Because of my personal cdimmmecto the topic and potential
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biases, | wanted to avoid making assumptions basedy own experience rather than
those of my patrticipants. Through the disciplinegps of this method, | was better able
to concentrate on the voices in my study rathem thg own. It also allowed me to
express their stories as authentically as possiliteeir own voices which was most
appropriate in a study whose focus was identityetigpment. It allowed my participants
to be heard which, | assumed, may not have alwega the case in their school

environments.

The Voice Centered Relational method involves fieliberate phases, all of
which involve listening to the voices of participamvith a different focus each time. In
the first step, | listened to the audio recordingleireading along with the written
transcript of each interview. | began to note coaled themes on the transcripts and then
wrote brief summaries of the interviews in my resbgournal. This provided a general

understanding of their stories.

Next, | read the transcripts a second time on mofaand isolated all of the first
person statements, eliminating other comments déggs of how significant | may have
considered them. This created what Gilligan etcall.“I-Poems,” (1992; 2003). This
series of statements revealed the essence of rgipants’ voices and comments that
were highly personal and provided insight into hbey saw themselves. | revised the
initial I-Poems, eliminating more words in orderfécus on pronoun-verb statements.
This second I-Poem illuminated their voices evemaxabearly and suggested a most
authentic voice and led to an interpretation oirtlientity. Both I-Poems are included in
the index. | used excerpts from the I-Poems asitians between themes within the

narrative portraits about each participant.
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| listened to the interview recordings again in tiied step in the process to listen
for “contrapuntal” (Brown & Gilligan, 1992; Gilliga et al., 2003) voices, or comments
that revealed the influence of other people as asHlternate voices in their own
narrative. This allowed me to see connectionseatintexts of their schools, the people
with whom they worked, and the influence they hadach participant. It also allowed
me to identify personal dilemmas and contradictmithin their comments. Again, |

took notes on the printed transcripts and in mgaesh journal.

To further explore the statements of my participahtreated a word cloud on the
Wordle website (www.wordle.com). To do this, | gakthe entire text of the |- poems
into the Wordle program which then automaticallpg®tes a semantic web of the
words. Words recorded most often appeared in ldaggwhich made them more
striking and recognizable. This provided anotheanseof focusing on their words and
interpreting their significance, especially thosearded most often. The following is an

example of one of the Wordle clouds:

like JUSE
LT . o t.._.[
think="ieis-

Once | had completed the thematic analysis ande/Gentered Relational
Method with each participant’s story, | began ttemt them as a whole, grouping similar

themes and recognizing common ones as well aemjtin order to complete cross case
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analysis. | made notes in my research journal @eioto help me synthesize and collapse

the themes into categories, or findings, whichdescribed below.

Ethical Considerations

Throughout the study, | was keenly aware that | e@slucting a form of
backyard research in this project, given my knogéedf and experience with literacy
specialists. | have worked as an elementary sditercy specialist, currently mentor
and supervise literacy specialists in my profesaioole in my school district, and teach
aspiring and practicing literacy specialists in ¢ineduate courses | teach. Because of
this, | acknowledge that | was a participant intésearch and admit that | had
preexisting biases about the role of literacy sgdests and the ways that they develop
leader identity based on my own experiences. Mgsifgcantly, | assumed that literacy
specialists were school leaders who exhibited enfte within their communities. Having
worked with literacy specialists over the yearsaw first-hand how they have impacted
students and teachers, particularly through pradeasdevelopment. | also assumed that
literacy specialists developed an identity withie tontext of their schools. Again,
having worked with literacy specialists in my owonumunity as well as others in
different cities, | have heard them admit thatc¢hiure of their schools have impacted
their ability to function as leaders in their sclsodt was impossible to completely
bracket myself in the study. However, through thétiple case study approach which
intrinsically includes the researcher in the cdlat and interpretation of data and my
methods of analysis, particularly the Voice CerdeRelational Method, | was able to

focus on the stories of my participants, listertimghem rather than to myself.
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Because the literacy education community is red¢dgigmall, | was familiar with
many practicing literacy specialists. Similarly, mditeracy specialists were familiar
with me and my work as well which presented a ditemn selecting anonymous
participants and in developing and maintainingreseef objectivity. Again, | selected
the methods of analysis in order to increase objectind position myself to listen to the

stories of my participants.

To enhance believability within the study, | cotlett multiple sources of data in
order to triangulate in search of patterns and #wermhselected the Voice Centered
Relational Method (Brown & Gilligan, 1992; GilligaBpencer, Weinberg, & Bertsch,
2003) to support the validity of my analysis beeaiisvill direct me to listen to the

voices of my participants rather than my own asdionp.

Chapter Summary

This chapter described the methodology | followedompleting this qualitative
multiple case study project in which | explored Weeys that literacy specialists develop
an identities as leaders. | offered a rationalenfgrfour person sample, briefly described
my participants, and identified the kind of infortioa | would need to collect in order to
explore my question. | described the phases of atg dollection that involved three
different kinds of interviews with my participards well as a review of documents about
the schools in which they worked and observatidrend reflections about their work. |
also admitted potential biases and connectionseadpic and outlined deliberate
precautions in my analysis that would assist inaljectivity and enhance my

believability. The methodology provided for an infative and insightful discussion of
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the experiences of individual literacy specialestsl will suggest ways to enhance the

development of leadership identity of literacy spbksts in the future.

In the next chapter are detailed narrative podrmaiteach of my four participants.
| express the stories of their lives and experisnseng their voices as often as possible,
including excerpts from I-Poems developed throughamalysis of information shared

during our interviews.
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CHAPTER 4

PORTRAITS OF FOUR LITERACY SPECIALISTS

Introduction

In this chapter, | will present narrative portrastsmy four participants- Terri,
Kim, Kate, and Amanda- each of whom works as adag specialist at different public
elementary schools in four cities in New Englandvidg conducted several rounds of
layered interviews and observations in which |ectkd considerable information, and
having gathered demographic information about gheals at which they work, | am
able to construct each portrait, presented hestngte cases which will eventually allow
me to conduct cross case analysis and discush#dr®menon of identity development
among these literacy specialists. Some initial #grcoding (Saldana, 2013) helped me
to organize the portraits and emerged through aftysis of transcripts and the
development of I-Poems using Voice Centered Relatidethod (Gilligan, Spencer,

Weinberg, & Bertsch, 2003).

| express their stories with their own words, imthg direct quotes in the
narrative and excerpts from their I-poems as ttexms between sections. | will include
the names of each participant, other individuateedin their stories, schools, and
communities, all pseudonyms, within the portraitsis will enhance the authenticity of
the data and increase the believability of theatase. | will describe the work that my
participants do, the settings in which my partiaigavork, and explore the context of
their schools. Readers will meet the participamtsugh my thick description and learn

from their experiences, demonstrating an aspeatyotheoretical framework that
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supports social learning and the significance lati@nships, revealed here through
stories. Several themes emerge from across thativas as well as implications about
the phenomenon of literacy leader identity, botlwbich will be discussed in Chapters 5

and 6 respectively.

Terri

| had been acquainted with Terri, a literacy sakéstiwho works in two urban
public elementary schools, from our common conpeadid a local university for several
years. While we had never worked together, | knéheo work and reputation through
other literacy specialists. Terri completed thedéol hread questionnaire before we met
in person for two lengthy interviews on two separmdys at one of her schools. We
talked as she showed me around the school, higimggkeveral successful literacy
initiatives in different areas, and settled in bklassroom for the formal interview. During
both of my visits, students had been dismissethi®day, but many teachers were
present, often interrupting us to ask Terri que@stiorequest a resource. This allowed me
to observe Terri’s interaction with others. | atset with the assistant principal at one of
her schools who spoke about her work and the raetayed in improving literacy. In
the narrative portrait that follows, | will expregsrri’s story and experiences as a
literacy specialist. Following a discussion of background, her story will illustrate the
context of her schools, her role as a literacy isgist; teacher, learner, relationship

builder, and leader, her influence within her s¢haond her identity as a literacy leader.

Background

| have always had a passion and love for literacy.
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| always felt that | had some knowledge.

| wanted to share it with other teachers.

Terri is a 46 year old white woman who works asgeadcy coach at two large
urban elementary schools in a culturally and ecaoailhy diverse school district of 9,000
students in a small city in New England. She haskaain education for 24 years. She
was hired as a first and second grade classroachdeat River Meadow School,
providing instruction in all subject areas, althbuygr favorite time of day was when she
was teaching reading. She left the classroom wsherwas appointed to the role of
literacy specialist at her school eight years latet began working with small groups of
primary age children who struggled with learninggad and write. She also worked with
teachers as a consultant to support their liteiragtyuction and conducted diagnostic

evaluations of students who had been referredujppart services.

Terri’s job title changed several times in sixtgears, sometimes during the
school year, and included literacy specialist, mgdonsultant, literacy interventionist,
and reading coach. Her responsibilities differetval. At times, she was assigned to
work exclusively with struggling readers, teachiegedial strategies to improve word
identification and comprehension. At others, shesigled coaching, training, and
professional development to teachers in order fwawe their literacy instruction in their
classrooms. In some years, she was also assigagubtlof collecting and analyzing

achievement data in order to report progress ooadémprovement efforts.

Terri earned a Bachelor of Science in Elementanycition at a large public

university and later a Master of Science in Edweain Literacy Education the year
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before she left her classroom. She acknowledgdegsors in the program as being
influential to her development, serving as mentws whom she continues to seek
guidance. She occasionally teaches courses aguarcaimstructor of reading
instructional methods for students enrolled in bes@ducation programs at the same
university and has presented workshops about kigcy instruction in schools and
conferences across New England. Over the past yleas, Terri has participated in
courses and professional development at Teacheti®de at Columbia University that

are focused on instructional coaching and litetaagership.

Terri credits a former school principal for convimg her to take on the role of
literacy specialist, having offered her the positieice before she finally accepted it.
“She offered it to me a couple of times before, lonas not ready to leave my
classroom.” It was a difficult decision for her bese she loved teaching children how to
read as well as the daily interaction with them #redr families. However, she was
drawn to the new role because of her growing désifelp other teachers with their
reading and writing instruction. “I saw the needfoofessional development. | wanted
to help more teachers and affect more studentstiigaonly ones in my classroom. |

realized | needed to give it a try. | never lookedk and | have been doing it ever since.”

Terri’s commitment to literacy was developed froweay young age. She grew
up in a household with two married parents and rebegs being read to by them and her
grandparents, reading to them, writing her own lsdok them, trying to retell stories,
going to the library, and carving out little noakgheir homes as places to read and
write. She says that “from the time | was verydittiteracy has played an important role

in my life.” She continues to love to read and &vand enjoys spending time reading
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with the children of her siblings who attend eletaeyand middle schools in
neighboring cities. It is this same passion thatlshpes to bring to children in her
schools through their teachers to whom she alsedtipimpart “a passion for teaching

literacy.”

Terri's Schools

I've always been passionate about literacy.

I've been asked to help make some big changes atinopls.

Terri works at two elementary schools within themeaurban school district.
River Meadow Elementary School, where she has vdofideeentire career, is considered
to be one of the poorest and most culturally deexchools in both the city and the state.
Almost 80% of its students receive free or redymecke meals, a statistic that provides an
indicator of a school’s level of poverty, and almn8% of its students are classified as
English language learners, many of whom are raogmigrants and refugees. She has

seen her school change over the years becausdramatic increase in this population.

Terri describes River Meadow as a “vibrant andvattiearning community.
Examples of student writing hang on the wallspéllvhich demonstrate different levels
of proficiency, as do different projects and photmips of students and staff. Flags from
different countries indicate where students wem lamd notices are posted in several
languages. A branch of the public library, a comityumealth center, a recreational
facility, and adult education programming are aliged within the large facility.
Students arrive before school begins for tutoring stay after school ends for structured

learning-centered activities. The staff is largemibering almost 90 teachers and
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paraprofessionals, the majority of whom are newiéoschool community since a school
improvement initiative in 2011 resulted in the star of two thirds of the staff at the
time and the hiring of new teachers. Many staff rners, mostly paraprofessionals, are

recent immigrants and refugees from countries mcAf

Terri’s work-space serves as a resource centepianiessional development
classroom. Housed next to the large school libriarg,a full size classroom space,
housing hundreds of books, both children’s literatnd professional education books,
journals, and newspapers. Artifacts from recenfgasional development meetings hang
on the walls, including charts Terri used as modédisn demonstrating lessons. Piles of
books cover a large rectangular table, along watielmooks and folders filled with
different resources. Terri has no desk, but ratherks throughout her space and
throughout the school. Her space is open and teask@p by frequently to talk, gather
resources, study, and work collaboratively. Teaissshe is usually in her room before
school starts and after school ends, but is tylyicalclassrooms during the day and in

the teacher’s room during lunch.

Terri was assigned by the district’s Assistant Sumpendent who directs
academic programming to work as the literacy cadchsecond school during the most
recent school year. O’Donnell Elementary is a sligmaller, less economically and
culturally diverse school that was required toiaté a comprehensive improvement plan
in response to its designation as a failing schgdhe state’s Department of Education.
This designation is based on student performan@nanal accountability tests in
reading and mathematics that are required by #te and federal government. Located

in a different part of the city than River MeaddwDonnell is an old building that is in
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poor physical condition. Issues of mold and danfeg® an electrical fire forced the
closure of a few classrooms causing parts of theado be overcrowded. Student work
hangs on hallway walls, including art work and rdtsciplinary projects that are a
hallmark of the school. Much of the faculty havedht there for many years and are
highly regarded within the community. An active grargroup raises funds for special
projects, library books, and necessary materiadshasts well-attended events for
families throughout the year. This strong senseoaimunity supported the school when
it received a failing grade with outraged paremklimg rallies to affirm their teachers

and school.

A small literacy office has been maintained at OiDell, even though a literacy
specialist has not worked there since one rethiesktyears ago. The space accumulated
lots of clutter, among which were considerable uveses which teachers frequently
borrow. Terri prefers not to work out of the offjdrit rather meets with teachers in the
school library, teacher’s room, or their classroo8tse knew several teachers and
administrators before coming to the school and exasted about the opportunity to
begin an initiative at O’'Donnell based on work $lael done at River Meadow. She was
assigned to continue working at River Meadow foe¢hdays each week and at

O’Donnell for two days.

The assistant principal at O’Donnell, Mary Ann, wed closely with Terri and
helped her become acclimated to her new schoot@nwient. The staff at O’'Donnell is
large, almost 60 educators, most of whom have wbakehe school and within the
school system for many years. The teachers wereeavidhe work Terri had

accomplished at River Meadow, but skeptical ofatiministrative mandate to implement
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a similar initiative at their school and were iaily reluctant to embrace her as an agent
of change. Mary Ann, also recently assigned tcstiieol as an agent of change, offered
guidance on how to engage them in this work andwaged Terri to take time to get to
know them, listen to their needs, and be “cautionshentioning her work at the other
school, given their feelings about River MeadowrriTgpent time in their classrooms and
provided whatever resources they requested. Aéeeral weeks, Terri said that she

began to feel accepted. “I focused on buildingtieteships with them.”

Terri continued to make progress with many of #eehers. She spent time with
them socially, getting to know them as individuadswell as professionals. Many
teachers saw her as an expert, as someone whattakinowledge and expertise, and
eagerly sought her out for coaching and collabonatshe focused her work with those
teachers, but planned to offer resources for ddaahers as well in an effort to gain their

acceptance.

Terri's Role as a Literacy Specialist

I’'m here to help you.
| just keep saying that over and over.
I might be here to observe you and give you feddbac
| know some of them get nervous.
| just want to remind them.
I've been there.
| haven’'t been asked to evaluate.
I’'m here to help.
| think that's the kind of feedback that they skdugar.

| think it's important for teachers to hear that.
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When Terri was first appointed at River Meadow, jpértitle was that of literacy
specialist. The job fell under the teachers’ cailecbargaining agreement and was
considered a teaching position, similar to othstrirctional coaches or teaching
consultants. It was not an administrative posiéad involved no supervisory or
managerial responsibilities. Her salary was in Wit other teachers with similar
experience and education. She worked with strugglimldren for part of the day and
supported teachers through mentoring, training,@ogdram planning in the other. While
she was always asked to help fellow teachers,dsgonsibilities changed from year to
year which was frustrating at times but managedethe past three years, Terri’s title
“morphed into literacy coach,” a role which findsrlworking exclusively with teachers
and administrators as a job embedded professi@valaper. Her job remains within the
teachers’ union and is considered a teaching pasilierri describes her typical
responsibilities as “observing teachers, givinglfesck, coaching them, and offering
professional development throughout the day armltiivout the week.” She works in
classrooms alongside teachers, both veterans vikhimalser help and novices to whom
she is assigned during their first two years. laerresponsibilities are similar at both of

her schools.

Terri follows a coaching cycle in which she modakructional practices. She
typically begins by teaching a lesson to childmea iteacher’s classroom by herself while
the teacher watches. Afterwards, they confer ontwias accomplished and reflect on
her instructional practices. Later, she co-teaeh&silarly focused lesson with the

teacher, collaborating on planning and instrucéiod again reflecting on the success of
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the lesson, “dissecting it” and discussing its iotgan the children. She finally observes
the teacher teaching another lesson independamdipféers focused feedback about her
practice. She then offers herself as an examplefleictive practice, admitting success
and failure during the course of the lesson, aridas teachers to give her feedback in an
effort to help them learn through her example. Evalty, teachers conduct lessons by
themselves and report their feedback to Terriy aftach she offers further suggestions
for improving instruction, including a new coachicygele. Terri also provides
professional development for principals and adnaiers, collects and analyzes the
reading and writing achievement data at her sctaoml facilitates the process by which

teachers determine instructional interventionsstadents needing extra support.

As the literacy coach, Terri meets with groupseaichers at each school in their
Professional Learning Communities (Dufour, 1998)jryigrade level meetings. The
groups are comprised of all grade level teacheeaah building who are required to
meet for one forty-five minute period once a weakiiy their common planning time or
after school hours. Teachers may “lose that timgetaeady for their next lesson, but at
the same time it has made their teaching evengerdnlhe groups focus on student
learning and the improvement of their instructidgendas vary, but most involve
examining student work samples, reviewing data,leaching strategies for instruction.
Because not every meeting is focused on literaey; ©nly joins each group about once
a month. When she does, the focus is on literadyshe creates a dedicated amount of
time to focus on instructional practices. She withem to discuss what is happening in
their classrooms, share successes and frustratindsask for support. She does not see

the meetings as opportunities for staff trainingdshon an agenda set by her or the
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administration, but rather an opportunity for dirgxstruction in topics of their choice.
The meetings, coupled with classroom coachingwalier to have an ongoing
conversation with teachers about literacy teachimg)learning. “We talk about how we
can help each other with this or that. Becausenkthke a classroom teacher, they know

| can help them.”

Terri's Role as a Teacher of Teachers

| see them and | help them.
| talk with them.
| ask them to reflect.

| am a teacher of teachers.

Terri’s role as a literacy coach is closely aligngth that of a teacher. While she
does not have her own classroom or small groupudtesits that she works with daily,
she works with children throughout her schools ésndnstrating lessons for their
teachers in their classrooms. In this way she fdedsshe influences children throughout
the building in all grade levels. “I guess | havesally big classroom now.” Typically,
she is asked to teach lessons on particular topisgategies students need to learn, such
as ways to write responses to literature, or mpéddicular instructional practices that
teachers have asked to see demonstrated, suctysson@ganize a writing workshop in
their classrooms. While individual lessons may tas hour, they often occur in a series

and may span several successive days.

Just as she did in her own classroom, Terri attemopcustomize her instruction

based on the individual need of students, evesalatied strings of lessons. Similarly,
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she attempts to meet the individual needs of hiéeaggues, providing them what they
want and need to learn in order to improve theacpce. As a teacher of teachers, Terri
provides targeted instruction that responds to &yt ask from her as well as what she
perceives to be needed based on previous intenadiservation, and knowledge. “We

talk about what | can do to help them. I'm likeleacinghouse of things.”

Terri sets goals with and for teachers. As patheir annual plans for
professional growth, teachers at her schools e@skapbals with specific action steps,
some of which list her as a resource for accomipigsthem. She is happy to support her
colleagues in areas that they identify as oneshiclwthey need to improve. She also sets
informal goals for her colleagues herself, moswbich she keeps to herself. She does
not intend to be secretive or evaluative, but ligirsggoals in this way, she is better able

to focus her work and know what she needs to tdaarh.

For example, Terri had worked with Amy, a secoratigrteacher who had been
reluctant to invite her into her classroom but valften asked for advice, for over a
decade. One day, she and Amy were talking aboutheywstudents were struggling after
a series of lessons on a topic. Amy said her stsd@rst don’t get it.” Terri offered to
model a lesson in her classroom and she accepteg.talked about what Amy wanted
the children to learn and scheduled a period ting wext day. “From our conversation, |
knew what | needed to teach her, that she needadjust the amount of material she was
trying to cover and to stop saying ‘They just dagét it.” So, as Terri taught the lesson,
she was very aware of the amount of material steeteaching and to what extent the
students were engaged. After the lesson, TerrmwitetAmy and said, “You know, |

think | taught too much. | was moving too fast afdrgot some important things that |
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should have started with. No wonder they didn’tigé#Amy replied, “Stop blaming
yourself. The lesson was great.” But Terri courdefdlo, it's my fault. | was trying to

do too much. Can | come back tomorrow and fix mgtake?” Amy agreed and when
Terri started the next lesson, she said to thel@nlwith the teacher present, “Let’s go
back and slow down a bit. There was something uilshibave showed you but | was
trying to give you so much other information, Idot, so here itis.” Terri intended this
message for the teacher as much as for the chisdrénvhen she and the teacher
reflected, they talked about the pace of the lesstbiat Terri had done to adjust her
instruction, and the amount of material that wageced. Amy said to her, “Good thing
you came back in.” Terri continued to asses thgnass of the teacher and began to
notice changes in her practice and in her commaddst her students. Reflecting on that
experience, Terri said: “I knew | wanted her tonkhabout her teaching. There was a lot
of talk in her room and not a lot of student int#i@n. | asked her to time the components
of her lessons. She did, and we talked about &.lf&gan to see that she needed to slow
down. That was a huge success.” She concludediata great lesson for everyone. It
showed the power of reflection.” As a teacher, iTtognized the accomplishments of

her students, her colleagues, and of her workeistéacher, their coach.

Terri plans her coaching with teachers in the senang that she planned
instruction for children. She developed a loosé tedebook as a weekly planner. It is
similar to one she used in her classroom whichnadtbher to target the individual needs
of her students. She uses it to set goals andhizgthe work she is doing with every
teacher. It helps her plan her time, instruction work she does throughout the school.

When she models a lesson in a teacher’s classwarecords her plans in her

89



notebook, complete with directions for her to fallanaterials she needs, and the goals
for what she wants both children and teachersamléVhen she works with an
individual teacher, she plans for an intended fpbus allows the conversation to be
spontaneous as well. When she conducts a meetingr&shop, she similarly plans
activities, strategies, and goals that allow fdicefncy and focus. In this way, her
notebook is a lesson planner that allows her tbdtle organized and intentional in her

work.

Terri’'s notebook also includes a section wherersherds notes about her
teachers, just as a teacher records notes abaoeinssu She created a section for each
teacher and writes and dates notes after eachigyecollaborate. She writes down
requests they have for materials or resourcesgsses in modeled lessons or private
conversations, teachers within the building who &lan model effective strategies, and
next steps in what they need to learn. She takies rabout every interaction she has with
teachers that allow her to step back into convienssiwvith them and create an
environment of ongoing learning. “That’s how | caanage job embedded professional

development.”

As a teacher, Terri acknowledges the importandsuddling relationships with
others that are generative and non-threateninge ‘@my goals is that people will be
comfortable working with me, seeing me as a coachret an administrator or
evaluator, as someone working with them to be #st that they can be.” Through their
interaction, her goal is to help them make theckeng better. “We go back and forth,
talking about teaching, sharing ideas, and plantoggther. We talk about things | could

share with them and come in to share with theidocln.” She teaches by sharing
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reflections of her own practice, talking about ex#és of good and less effective
practice. “After | demonstrate a lesson, we daak bout all the amazing things | did.
That doesn’t help anyone. We talk about what | dald differently with the children.”

She uses herself as an example, consciously mgd&inown reflective process in order
to show her teachers how to do so themselves.sdy, ‘Oh, that was horrific! How

could | do it better?’ or ‘How can | change thingg8ually, teachers will say ‘Oh, you're
too hard on yourself, it was great,” but I'll pregbem to give me feedback.” She does this
to encourage collaboration and conversation. nibsabout me teaching them, but of us

learning together.”

Terri as a Learner

I’'m always thinking | want to get better and better
| am nowhere near where | should be, no where ndere | want to be.

| feel like | still need practice.

While she always was passionate about literacyeaaly teaching young
children how to read and write, it was during headtér's degree program that she
realized that she needed to focus her work aratemd¢y education. She began to share
things she had read and learned about in her slasseell as ideas she had applied in
her classroom. She credits the faculty at thatamsity for guiding her, teaching her, and
empowering her for the work she has been doing @mee. She remembers specific
courses as being influential in her developmera l@srner, particularly those that were

practical and encouraged her to apply new strateagie those that helped her to establish
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a belief that teaching and learning should be tdeal, focused, and above all,

reflective.

Terri never returned to school to pursue anotbeaaced degree, although a
mentor had encouraged her to begin a doctoral @gnodor several years. She continued
her learning through workshops, institutes, andgssional networks, as well as courses
she taught at the public university at which shegleted her Master’'s degree. She
enjoyed getting to know both undergraduate andugrgdstudents who were completing
programs in teacher certification and always worlkkechake her courses practical and

useful.

Terri acknowledges two particular opportunitiest thave supported her as a
learner throughout her career: her work with Tedsh@ollege at Columbia University
and her collaboration with fellow literacy specsédi in her district. When River Meadow
developed its school improvement plan four yeacs #ee year before the principal
Angela was hired, it developed as a significanbacstep to implement a new evidence
based approach to literacy instruction, the ReadmdyWriting Workshop model
developed by Lucy Calkins at Teacher’s College@u@bia University. To accomplish
this, the district recognized its need to providgang, high-quality professional
development in implementing the program. The sclgidtict contracted with The
Teacher’'s College Reading and Writing Project ("Téwding and writing project,”
2010), an internationally recognized research &aifl development organization, to
established an ongoing affiliation and relationshith staff at River Meadow, work

“shoulder to shoulder” with children, teachers, antool leaders in order to support the
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implementation of the program, and provide traimfimgTerri through its Coaching

Institute to lead the school’s efforts in improvilitgracy learning.

Terri traveled to New York for several weeks eaehanto work with the project’s
director, faculty, and consultants as well asditgrcoaches from around the country who
were also involved in this intense training. Sheoalisited schools that were using the
Reading and Writing Project’s model of instructiobserved in classrooms, and
consulted with coaches who worked at those sch8bis.watched the coaches in action,
practiced their strategies when she returned hosflected on her work, and was
coached by faculty and consultants throughout dae.yFor Terri, reflection is an

essential component of learning.

A consultant from outside of the school districtsvessigned to work with River
Meadow for fifty days throughout the school yeaowéver, she was, admittedly, “not
the best fit” at their school. She provided “goahient for us, but she was just hard to
work with.” It was challenging for Terri in partiar because she had never had an on-
site professional developer in her school befohe Bas used to providing all of the
training herself “I wasn’t sure what my role wakadla sudden. | would try to talk to her
and ask ‘What am | supposed to do while you'rentrgy?’ She involved me, but she was
definitely in charge.” She was not interested imriT&experience or background. “She
didn’t ask me what | knew about literacy, didn’vka clue about by knowledge and
really didn’t care to know. She definitely had age.” In contract to Terri, she lacked an
understanding of how adults learn. This provedealmallenging personally and
professionally for Terri and created a cultureha school that was tenuous and

“difficult.”
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However, a different on-site consultant worked virilrer Meadow the next year,
providing two days per month of on-site consultati8he was “much more pleasant” and
made a better impression on the faculty. To comgtiier, the school district contracted
with a private consultant as well, a woman who beaen trained by Teacher’s College
but was not directly affiliated with them, livedclally, and had recently left a position in
a local school district as a literacy coach to worikately. She provided weekly
consultation, primarily for Terri. The second ygas much more successful and both
consultants helped Terri to refine her skills @®ach. Anne, the private consultant who
had known Terri for many years, worked weekly Wittrri and served as a personal
coach. Anne observed Terri modeling lessons, confgwith teachers, and facilitating
meetings. She consulted with her and helped hefliect on her practice. “The greatest
thing I've learned from Anne and Teacher’s Colleghow to have a clear lens of
looking at teacher instruction and how to proviteacg specific feedback to people.”
Anne asks Terri what she needs to focus on andtsahgr support accordingly, much
like Terri does with teachers at her school. Beeahe and Anne worked as colleagues
and even attended some graduate classes togethestiag relationship had already
been developed even though she was not workingheittevery day. “It was weird at
first, her coaching me, but she made it very cotafue for me. I've learned a lot from
her.” Still, she values the time she spends at Aedx College because it rejuvenates her.
“When | go down there, for the next four or five miles, my coaching is very strong. But
then after awhile you lose some of what you juatried. Having Anne close by one on
one coaching me is very helpful.” She is gratefulthe relationship she established with

this mentor.
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Terri wished she had more frequent opportunitiesdtch coaches at work, as
she does when she is at Teacher’s College. “Alttazhes, we say that all the time. We
help each other, but we sort of feel like we'ratlly helping each other. We help each
other with experiences, but it's almost like yowdé¢o see people coach. If you could
just follow them around and watch them, see how fuledule, how they interact, how

they get into classrooms, how they coach in the ermdanit would be wonderful.”

Terri also has learned and refined her practicauiin the network of literacy
specialists in her school system. The districorsuinate to have six literacy specialists
spread across its 18 schools at all grade levelstdvious years, the group met monthly
for a meeting facilitated by the assistant supenidéent where all of the participants
discussed their coaching, shared dilemmas theyfadé particular teachers,
administrators, and content, and studied professiexts that would support coaching.
All members shared their experiences with and kedgg about topics of discussion and
they left the meetings “uplifted and feeling eneegl.” Unfortunately, the meetings no
longer exist and interaction is irregular, condddterough occasional e-mails or
meetings outside of school hours. Terri missesetihesetings because she learned from

her colleagues and hopes they learned from her.

Terri also credits several mentors who have seagawle models of effective
teaching and leadership. “I think of certain peagiéd | think about what they do that |
can learn from to make me a better leader.” Thedlede a former principal and assistant
superintendent, a literacy coach in another sctistiict, and her current principal. She
valued the gifts that each of them gave to hetuding models of integrity, enthusiasm,

and perseverance. She also credits her colleaguegartant mentors, all of whom have
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helped her learn through their interactions evey. dl realized that | rely on people to
build capacity in the school and in doing so it e&kne a better leader.” Terri is working
on her people skills, learning how to work with pkpoin order to engage them and
encouraging everyone to participate. She seekb&sdrom her principal, Anne, other
coaches at Teacher’s College, and the teachees athools in order to hone her skills.
“I've learned just by watching people. I've learnalv to listen, how to take into
consideration people’s needs, checking in, showheg that you support them in many
ways. | feel like I've fine tuned, that I've beeatting better having had some good role

models.”

Terri as a Relationship Builder

| can see differences.
| can see them using my suggestions.
| see that they have the hang of it.

| can see my influence.

Terri has worked hard for twenty four years to 8trong and positive
relationships with teachers at River Meadow. SHewes that teachers know that she
has the experience and knowledge to support themgroving their literacy instruction
and they trust her in helping them reflect on tipeactice. “They know that | know what
its like to be in the classroom because | still"afowever, this has not always been the
case. Some people saw her only as a first and degade teacher or as a reading teacher
rather than as someone who could coach and sug@aatiers of all grade levels and

subject areas. “Until a few years ago, some pedigiet even know | had a Master’s
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degree.” Her longevity and experience were iniiélhrriers to her role as a coach. ‘I was
established, but that worked against me. The ugyaeles didn’t have a lot of confidence
in me working with their kids. When | started wargiwith their kids, | got in a lot of

practice with that age group. It's been long enongév and they know what | can do.”

It was also not until she has participated in tkiemsive training at Teacher’s
College that others realized her capacity as alcdadter eighteen weeks at Teacher’s
College, | guess they realized | could teach! Is was training that made them see me
differently and build their respect for me.” In seways, it was disappointing to Terri
that validation from an outside source was necgdsaher colleagues to accept her in

this role, although she is “just glad that it did.”

She also credits Angela in helping establish heh@sgo to” person in literacy.
“All of a sudden, | had validation.” Angela, Riveteadow’s principal, comes to Terri for
advice and feedback and instructs others to dedhee. This was not the case with
previous administrators who did not understandrbleror were unaware of the kind of
work she could do with them. “I never had this kofdsupport before now. That made
my role really difficult. Nobody was giving me apmortunity to be a leader and do the
things that needed to be done. | didn’t have tippstd, and that was big.” Teachers now
consult with Terri about literacy instruction aneyide opportunities for her to work
with them during the school day, things they asioedrom Angela and that she was
“thrilled” to provide. “They always saw me in a t&éng role, which is good, but now

they see that | could teach them too.”
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She hopes to do the same at O’'Donnell. She samaediate difference in the
culture of the two schools in that the teache®@’Bionnell were receptive, but cautious
of her role. “They immediately started asking mesions and asking my advice.” She
was also careful not to “presume the worst and tiake to get to know them.” She asked
them what they needed and what expertise they ahace. “This put them at ease and
showed | was interested in learning with them.” phiacipal and assistant principal at
O’Donnell are also supportive of Terri's work. “Thkeep asking me what | need from

them. They also participate in my meetings andgssibnal development. That's huge.”

Terri’'s Influence

| have influence.
| feel good about where we are.
| can help them meet their goals.

| do believe that, definitely.

Terri described her colleagues as evidence ofumress. “They are like my
report card. If they are doing well, then | am dpwell.” She explained her professional
goals which focused on the interpersonal qualdfdsadership that she continues to
develop. “One of my goals is that people will benfortable working with me, seeing
me in a coaching role and not as administratona\eluator, but as someone working
with teachers to be the best that they can be.”sBhees her effectiveness as a leader in
the fact that teachers now invite her into thearns, something that did not happen
widely three years ago. They ask her for feedbackask her to reflect on their practice

with them. “For me, having that level of comfohiat’s a successful feeling. They feel
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comfortable enough with me as a person that thieyrnestoo help them and ultimately to
help their students.” Terri invites conversatiobhsut the coaching she conducts in
classrooms. She talks about her classroom workguneetings with teachers, asking
the teachers being coaches to explain what sheithdheir students. She feels that this
validates her work, especially when a teacher milaience shares stories about their
work together. “They’ll say, ‘Oh let me tell you@lat what we did,” and then others will
ask me, ‘Oh, can you come into my room too?’ Pebpkr about what | do from other
teachers and at grade level meetings, and thislpguh. A lot of teachers would not have

opened their doors. That's success.”

Because Terri works at two schools and her tingplis between the two, she is
unable to provide the same level of support to Rieadow teachers as she had in the
past. She focuses on eight first year teacherpirfgethem provide solid reading
instruction, which she feels is the right priortlythis time. However, teachers wonder
why she has not been in their classroom as oftég jlist the opposite now, | guess.
They're looking for me and I’'m not available as rticShe admits that she worries that
some teachers wonder where she is and assumeethavél of interest in them has
diminished, which she says is far from the truffhéy know I’'m at another school and
that my priority is the new teachers. | know its§ me, but | hope they understand. I'm

just one person.”

Terri sees teachers using her suggestions throtidgpadh of her schools. “This
didn’t happen a few years ago.” For example, studering is displayed at different
stages of development and proficiency, which skdits to her emphasis on process and

reflection. She was especially proud of a dispkagécond graders whose teachers
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recorded reflections about their writing on Postdtes and attached them to drafts on the

walls for everyone to read. “I had taught the teasthow to do this!”

She is especially pleased to see her suggestiomg beed at O’Donnell where
everything is new. “I can see my influence therean already see differences and I've
only been there a short time. They are coming tanteasking me to come to their
rooms. | walk around their classrooms and in tHis laad | see that they have the hang
of it.” She has had positive feedback from both existrators and teachers at O’Donnell,
including a friend with who she worked at River Me& who had transferred five years
ago. “She told me how pleased and comfortableghehers were with me. They felt like
they could be open with me.” She is seeing a shiittitudes about professional
development and grade level meeting which, in tist,pvere cancelled frequently. There
are plans to establish a Literacy Committee andetific goals for improvement.
Teachers are even asking to walk through or obsergach others’ classrooms. “They
are opening their doors. They are working with eattfer. That's a big change in

culture.”

Terri believes that her influence is not measumachproved test scores but rather
in a culture focused on teaching and learningithhtiilt through relationships among
teachers and between teachers and students. Skedmthat when teachers are invested
in the work that they are doing, set goals for cardus improvement, and have the time
to reflect on and improve their teaching with tagstolleagues and coaches,
improvements will happen, “and test scores wikk igo. They have here.” In fact, the
school received an award for such a dramatic imrgmreant as measured by a particular

standardized test over the course of one yeaein tilrnaround model.
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Terri as a Leader

| think about people who have inspired me.
| think of their characteristics.
| think of a leader, trying to build capacity as ahuas they can.
| think about what they do.
| can learn from them to make me a better leader.
| feel like I've fine tuned.

I've been getting better these last few years hatisd a good role model.

Terri’'s concept of leadership has developed througher career. She has
worked with several different principals and assisprincipals at her schools, each of
whom demonstrated different qualities of leaders8ime recalls some being “top-down”
in which everything she did was managed by hermsonse Others were “hands-off”
where she was left on her own with little involverher interest. She has also studied
leadership at Teachers’ College, primarily theoakeshared and distributed leadership

which promote collaboration and shared decisioningak

Terri believes a leader is someone “who inspiespfe, who can move a group
of people forward.” She believes that leaders rbastisionary who understand the
importance of collaboration with others. “A gooader is someone who does not work
in a vacuum, someone who realizes it takes a lgr@y@p of people to make change.” In
doing so, she believes that a leader must be alggieder, someone who values the

contribution of others, takes different points @w into consideration, and works
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collaboratively to make a difference. A strong leradlso knows how to empower others

to be leaders as well.

Terri says that her current principal at River MaadAngela, is a strong leader.
Hired as a “turnaround leader” who replaced a fpaiacemoved from her position along
with one-third of the faculty as part of a majohgol restructuring project initiated after
several consecutive years of poor student achienermagela practices a shared
leadership model in which she involves teacherdeatike Terri, people with both
knowledge and influence, in making decisions thgiact management, teaching,
learning, and parent engagement at the school.e/ghi makes some decisions by

herself, she does not work in isolation and invelgéhers in all aspects of the school.

Angela has been principal at River Meadow for twarng, having served as a
principal at elementary schools with similar schiogbrovement initiatives in other states
for fifteen years. She was recruited to work atdbleool because of her strong reputation
and because of her previous experience in thadjdtaving begun her career as a
special education teacher there over thirty yegos &erri describes Angela as having a
strong presence in the school, spending time ssotms every day and knowing
children, parents, and teachers by name. She teddkers accountable by knowing what
is going on in their classrooms, asking questidrmiastudent progress, and connecting
people with resources as they need them. Shedisteihe needs of her staff and follows
up with responses to questions or feedback. In before she arrived, she surveyed
every member of the staff electronically, askingnthwhat they needed to bring the
school forward. She looked seriously at everythirey said and began to understand the

needs of the school and of the staff. During hwst frear, she “made sure that she
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implemented everything the staff asked for, almoshe point where it was like, careful

what you wish for because you were going to gét it.

Terri believes that this, coupled with her presaenagdassrooms, built Angela’s
credibility among the faculty. “People come to idrich never happened before with a
principal.” She quickly engaged the teachers winoaieed at River Meadow after the
restructuring who were originally skeptical of timenaround initiative which involved
the removal of the school’s veteran principal, an@a who had also been a parent,
paraprofessional, and teacher at the school, andfar of over ten teachers to other
district schools. Angela empowered the faculty ekenchange and instilled in them a
confidence in their school, their students, andelves. “Everybody just blossomed,
that’s the word for it, at least | know that | diderri said. “We finally had a leader who
believed in us and listened to us and was hereotl& with us.” She acknowledges that
not everything was easy and that some teachersimtgadly uncomfortable with the
“amount of rigor” involved in the turnaround initige which included not only personnel
changes but also new curriculum models, instruatipnactices, and schedules. But
through a model of shared leadership, Angela nésiba change process, a top-down
initiative directed by the school district as a whate, by working with a team of teachers,
parents, and administrators. Terri supports thetnie and believes it has made a huge
impact on every aspect of school culture. Terripsus Angela as well, realizing that
their concepts of leadership align. “I learned yawe to have knowledge but you also

have to put it into action.”

Now that she works at O’'Donnell School as well,rilsrvery aware of the

qualities of leadership she has learned and isiwgio apply them in this new
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community. While the school improvement initiataeO’Donnell is not as drastic as the
one at River Meadow and it has not replaced itsggal or faculty, Terri has been
charged by the district’'s assistant superintendérat oversees teaching and learning at
all schools to “make change happen and move usafolivThis places her in a difficult
position because she does not want to challengerihepal’s authority or be seen as an
outsider brought in “tell them everything they d@ng is bad and | have a better way.”
Following Angela’s model, Terri began her work skiag teachers and administrators
what they needed and providing them with immedieg¢elback. “I'm not making broad
assumptions about them or underestimating whatahregdy know.” She also
immediately established a regular presence indhed, working in as many classrooms
as her schedule allowed, building relationship$ wtuidents, teachers, and administrators
in order to lead change. She is conscious thaisshet the principal and is careful to be
respectful of her and not “step on her toes.” Teret with the principal, Sandra, and
assistant principal, Mary Ann, on several occaslmefere beginning her work. They
talked extensively about their beliefs about litgrdeadership, and common mission as
well as Terri’s role at the school. Fortunatelitibeliefs were aligned and both Sandra
and Mary Ann are “excited” to have Terri workinghegr school. “They were very open
to having me there, even though | was sent theyehé assistant superintendent. They
saw this mandate as an opportunity to refine tweik in literacy and assured Terri that
they would provide whatever she needed from thesupport her and her work. At

O’Donnell, Terri felt like she was able to apply attshe had learned.

Terri believes that building and district admirastrs have respect for her and

acknowledge her as a leader. At River Meadow, saéd the school’s literacy committee
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which developed and monitors the school improvenrettive in literacy. She collects,
organizes, and analyzes student achievement datate with the team which
strategizes area of continued progress. The dpfaira shares the responsibility for the
plan, much of whose original goals have been ssbasaccomplished which allows
them to work on more focused topics or concentatenore specific areas. “Everybody
makes the decisions” about what to focus on, basatlfferent sources of data. She is
proud that she is now able to share the facilitetuith others on the team. “I can hold
back now, they are running with it.” Still, Ters perceived as the literacy leader of the
school and is the first person with whom teacherssalt about literacy instruction. “I
think they are used to seeing me in that role hagl tome to me about anything. | think

that they, | hope that they, see me as a leader.”

Terri also serves on the school’s Leadership Teaganized by the principal,

and serves as a liaison to the Literacy Commiftee.team meets monthly to discuss
issues and initiatives involving both managemeuitiastructional leadership, making
decisions collaboratively or advising the princigdembers include Terri and Angela, as
well as one teacher from every grade level andipelepartments like social services,
English as a second language, special servicegyrafied arts. Angela delegates many
things to Terri and gives her autonomy in makingisiens that will impact literacy at

the school. ‘She trusts me and she comes to meggki advice. She will talk about the
bigger issues at the school as well and want tevkmg opinion on things. She trusts my

judgment and puts a lot of faith in me.”

Administrators in the greater school district trast as well. Before starting her

work at O’'Donnell, the assistant superintendenfidentially shared with her the
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difficulties the school faced in achievement, teaghand leadership. He saw her as a
change agent and explained how he saw her aslgstadkeat could begin a

transformation at the school.

Conclusion
| communicate.
| help.
| understand.
| do whatever it takes.
| think that they realize that.

Terri’s abilities as a teacher of literacy are stroas is her ability to share ideas
and practices with other teachers. However, sh@hlgsecently become confident in
her leadership role. In some ways, she says tleaha$ never been completely
comfortable with it, although she loves her job amlld never leave it, especially since
it was redefined three years ago. “I'm not a ndthoan leader. | know | need some
training and | need some help. That's what I'verbeerking on and that's why | feel as
though the training I've been given in the lasethyears has helped me with my
leadership skills a lot.” She recognizes what @lleimging to her, like “jumping into” a
lesson to coach while a teacher is in the middkeathing, a strategy that was
introduced to her at Teacher’s College. She wanketrespectful of her colleagues, but
knows that there is a greater likelihood of leagnimthe moment rather than after the
fact. She also recognizes the challenge of padiicig in a shared leadership model,
although she has become comfortable with that dgikerexample she has witnessed by

her principal, Angela. She believes she has deedl@nd continues to refine her abilities
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and qualities as a leader. She has observed thigegushe admires in others and

attempts to incorporate them into the perceptianteds of herself.

Terri sees herself as a leader who can “lift peal according to their strengths”
and help others who have certain needs “just adoneith children.” She has come to
this over many years, developing her capacity wiklad said did not come naturally. She
accomplishes this by being clear and focused ithatlshe does, especially in sharing the
vision for the work they are attempting. “I feeattwhen you are leading a school into
doing something you have to give them the big pecand the reasons why you are doing
it.” She knows the kind of impact a literacy spéistacan have on a school. Terri found
that this is true at a school like River Meadowhndemographics of high poverty and
cultural diversity coupled with a drastic refornitigitive as well as at a school like
O’Donnell with less socio-cultural diversity buttiia faculty that is reluctant to embrace
reform. Terri sees herself as a leader with comalile knowledge, experience, and
influence, an identity which has been formed oiraetand continues to develop in the
context of her school communities which empowertbarontinue learning, teaching,

and leading.

| am no where near where | should be.
| still need practice, practice in how to be effeet
| think modeling is easy to do, but coaching is not
| still struggle and want to get better.
I’'m thinking.
| know my influence is needed.

| know | have influence as a leader.
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Kim

I met with Kim twice for interviews. We had previly spoken on the telephone
and she had completed the Voice Thread questianafnile | asked if we could meet at
her school, she said that her office in the disgri@dministrative building would be
quieter and free of interruptions. Our conversati@s focused around a framework of
guestions which Kim had asked to look at while werenalking. She spoke quietly,
deliberately, and succinctly, elaborating only wipeompted to do so. She chose her
words carefully and confirmed her anonymity sevémaés. Kim was recently given the
administrative title of Title | Director along witlin administrative contract and salary.
The Title | program is funded by the federal goweemt and provides specialized
instruction in reading and math for struggling heas in school with high rates of
poverty. Having previously served as a programaganunder a teachers’ contract,
Amanda was well aware of the considerable amouatiofinistration required in order
to remain compliant to the grant. This new titlelided additional job responsibilities
which presented a unique and challenging combinati@xpectations which now

included supervision of teachers, something thettdcy coaches do not typically do.

The portrait that follows describes the work Kinslitone throughout her career,
including successes and disappointments she erpedes a literacy coach, as well as
her aspirations for future administrative leadgrsbies and the challenges and
opportunities she has discovered in her curreet tdér story is unique because of this
as is her perspective on her role as a literacgialt. Having seen her position as a
coach eliminated twice in just five years, shedads the role to be important but

“disposable”, thus encouraging her to maintain aenstable position in school
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administration. All of these experiences have gbuated to the development of her

identity as a leader.

Background

| am a daughter.
| am a wife.
| am a mother.

| am a reader.

Kim is a forty three years old married white wonvamo has worked in education
as a classroom teacher, school literacy coachdmiiict administrator in two different
school districts since 1993. Her work history hasrbvaried, but always focused around

literacy, a topic she describes as a “passion, tilege hobby than a job.”

Literacy has always been an important part of Kihfigs As a child, she was read
to by her parents and appreciated the experieheggptrovided her while growing up in
a small fishing community on the New England co8ke recalls accompanying them on
their lobster boats and still enjoys lobsteringasionally as an adult and finds peace
whenever she is on the ocean. Today, she livesheitihusband and two adolescent
children near a small lake where they enjoy outdparts as well as “whatever activity
my kids are in at the moment.” She also loves &adlrenostly children’s books and
professional literature, and write fiction, sharlmgy passion with family, friends, and
colleagues whenever possible. She hopes to iimstikr students the same love for

reading and writing that she had as a child anougjinout her life.
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Kim’s Roles in Education

| want to help kids succeed in school and beyond.

| see great things in our future.

Kim currently works as a part-time literacy coaci part-time administrator for
her school district’s Title IA program, a federallynded program intended to provide
support for children who are struggling with reagat schools with high rates of
poverty. Her district includes three communitide state’s capital city and two smaller
towns, one a more affluent suburb and one a paal tawn. She spends part of every
week at Waterview Elementary School in the city pad in her office as well as at other
schools with Title IA programs. Her office is smatld uncluttered. A bookcase filled
with neatly labeled notebooks and a single fileimablined one wall. Her desk is neat as
well with several file folders and legal pads opewcurrent projects, although she is
attempting to move paper files to electronic ofié® single window in her office
overlooks a park, a view Kim says that she enjoybappreciates on days when she is

“tied to” her desk which she finds is happening enand more often.

Kim’s held different positions throughout her cardeor thirteen years, Kim
worked in a large rural school district comprisédive small towns. Families in four of
the five towns worked in service industries ora® laborers; unemployment was high.
Families in the fifth town typically held profess@l jobs, many of whom worked in the

nearby state capital.

For nine years, Kim worked as a third grade teaah&tolmes School, a school

of 150 students in one of the poorer communitigkiwithe district. It was during this
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period that she completed a Master’s degree iratiteeducation because she felt like she
needed to learn how to teach reading to her thiadegs. “I realized how thoroughly
unprepared | was to instruct children who came éamthe third grade and still did not
know all their letters and didn’t have the basitiskor learning how to read. | didn’t

have a large enough tool box to pull from.” Sheduser newly developed skills and

provided a solid instructional program.

In 2002, Mike, the principal at Northern Star Sahohe largest of the district’s
elementary schools, wrote and received a grantéoehiteracy specialist to support
writing instruction because students at the timesvgtruggling to achieve well on
standardized tests. The assistant superintendeimstruction asked Kim to consider
leaving her classroom at Holmes and take on thafd®orthern Star. She did, and began
to work as the school’s first literacy coach. latthole, she concentrated on writing
instruction, supporting teachers in their implenaéion of strategies to enhance student
performance. Over the course of three years, Kiatleed teachers in implementing a
writing workshop approach and their students gieexiceed the state average on

standardized tests.

When the grant ended, the position of Literacy Goaas eliminated and Kim
became a Title IA reading teacher at the same $emabworked with small groups of
students who were struggling with reading and wgitiStudents at the school continued
to meet or exceeded proficiency targets on stamEddests with 84% meeting or
exceeding the state average on the most recerssasset. The school currently has
fourteen classroom teachers as well as speciabénigg unified arts teachers,

intervention teachers, but no literacy coach ocwist.
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Kim enjoyed working as a Title IA teacher and udneg skills as a literacy
specialist, but began to grow “restless,” havingpteted a certificate of advanced
graduate study in educational leadership at a lmablic university. She missed working
as a coach and was eager to find a position li&eabain, although she admits that
“those jobs are often hard to find and, like attNern Star, they are often the first to go.
They are disposable when budgets are reduced.”@&Mhihappy about this realization,

Kim said that she accepts it as a reality in puétlacation.

In 2009, a neighboring city, the state’s capitatablished a position for a second
elementary literacy coach who would work at itg&st elementary school, Waterview.
The position was intended to further the implemeoreof initiatives begun during a
Reading First grant and compliment the work begya bteracy coach who had worked
there for several years. However, unlike the offusition, the second position was
funded locally and because of reductions in thallbadget, it was eliminated a year

later.

Kim returned to Northern Star in 2010, again #sira grade teacher. She taught
for one year, but when her former district reessileld the coaching position in 2011, she
applied and again returned as a part time litecaagh at Waterview and part time Title
IA program manager for the district. She continurebdoth positions for two years until

she was appointed full time Title IA Director, asnainistrative position, in 2013.

Kim’s Work as a Literacy Specialist

| look at instruction and student achievement.

| feel like it's my job to make sure we're movingaipositive direction.
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When Kim was in her second year of teaching thredlgrs, she decided that she
needed to become a literacy specialist. Her graduatgram in literacy education, which
she completed in four years, provided her withaéeslicense as a literacy specialist and
she initially envisioned using her knowledge in bemn classroom, supporting her own
students. “I knew | never wanted to be a principat, | started to think about what else |
could do to help others.” She soon began to thlmut how she could have an impact
on even more students at her school. She sharasl wiéh her colleagues, principal, and
assistant superintendent for instruction whichtéetler appointment as a literacy coach.
She was able to focus on her passion for literacyiafluence they ways that students

learned throughout the school.

Kim’s role as literacy coach at Northern Star pritlyanvolved supporting her
colleagues in the teaching of writing. She analyaeltievement data, determined areas in
need of improvement, and developed opportunitigsdoh her colleagues about writing.
She conducted workshops and offered professionalaement. She modeled lessons in
classrooms and invited reflection with her colleagyuasking them to gradually adopt the
writing workshop model she was demonstrating imaalgal release model (Vygotsky,
1978). “It was very positive, fun, collaborativebuilt relationships with students and
staff.” She is proud of the positive changes steteer colleagues realized, and

especially since those changes were sustained.

Kim believes her roles as a literacy coach havawvbeen very clear. When she
worked as a writing coach for three years at Norti&tar, the faculty and administrators

had a clear understanding of what she was goibg @oing. The principal, Mike, had
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been collaborative and very clear with the stafewlproposing the grant to support
writing instruction and validated the position longfore Kim was appointed to it. “He
trusted me to do what | knew was best, and théneraalid too. They welcomed me into
their classrooms right away.” Because she had taoghe district, some of the teachers
knew her, although none had every worked with 8Be became part of the school
community and even after her coaching role formafiged and she became a Title 1A
reading teacher, colleagues continued to ask mesufggestions and administrators asked
her to lead workshops and committees around |yaratatives, including a committee
to develop a writing continuum. “I knew that theamsme as a leader, especially after |
went back to the classroom with teachers | had beanhing. They kept coming to me.
That was great.” While she enjoyed the opportututgontinue her coaching, she was
frustrated because it “seemed much more haphandrdisorganized.” Coaching and
collaboration happened primarily in classroom af $teuggling students. She never
presented herself as the expert but as one wholtask the questions” in order to

accomplish solutions together. “It was all aboutding relationships.”

Her experience at Waterview as a Reading Firsticeas different. It was taking
longer to build relationships and teachers werd iim@a good place, culturally.” There
were challenges with the principal who was disiesézd in her work and with teachers
were not trusting of outsiders. The atmospheressasewhat toxic and hard to navigate.
“It's always hard. It takes time. | think it takigo years to get established in a school,
maybe three. | felt like | was just getting my marnan at Northern Star. | was just

getting comfortable. Not staying in a position largpugh is a barrier.”
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Kim believes it is important that teachers sesdity coaches as leaders. “If they
don’t see you as a leader, then there won’t beuattebility. They need to trust you, trust
that you won't tell on them, so to speak. But thaye to know you're there to hold them

to a standard.”

Kim believes that administrators in both districtgard her as a leader.
“Whenever there is a grade level meeting, | hegiifate. The other instructional
coaches do too. I'm not in charge of it, principate, but I'm there to support and teach.”
Now that she has been given an administrative &ttng with an administrative contract
and salary, she believes that their perceptioiepfs a leader are much more solid.
“I'm included in principal meetings and I’'m asked mpinion much more often.” She is
cautious about losing her acceptance by teacheugjth and is aware that some
colleagues now see her as an administrator rdthera teacher. “I hope they can see I'm

still their coach.

Kim was eager to accept her first role as a litg@mach. In the role, she worked
with classroom teachers, modeling lessons and girayprofessional development
during staff meetings and after school workshope &so supervised her colleagues,
providing frequent reports to the principal abdw progress of the teachers. She was
focused on implementing the school improvemeniaitite outlined in their Reading
First grant, ensuring accountability for her cofjeas. She said she was somewhat
uncomfortable with this aspect of her job, but keljper colleagues maintain fidelity to

programming by providing constructive feedback afl as resources to support them.
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Kim was disappointed when her position ended bedag#d when it was reinstated
a year later and was excited by its new definitidrich involved coaching teachers and
coordinating the district’s Title | program, bothrptime positions. Both roles were part
of the teachers’ bargaining unit and were consdiézaching positions. They involved
no supervisory responsibilities, which she pref@aving been uncomfortable with
those responsibilities involved in her previousatoag job. Kim worked along side
teachers, particularly novices, based on needsitlesyified. She provided workshops
and facilitated meetings at which teachers werenatl to discuss practices and learn
new techniques. “We talked about how we could sphablems and do this together. |
had my bag of tricks and they had their bag ok&idVe would discuss everything and
come up with the best solution for that group afski She tried to give every teacher an
equal amount of attention, although she was dideit&oncentrate on some teachers by
the principal. In fact, she was directed by thagpal to work with one teacher who had
refused her support. “I tried to work my way inreWe ended up doing some co-
teaching, writing a class story together. | triegtaffold, but | don’t think she found it
valuable.” She also helped teachers use assessmemeffectively, created data walls
where teachers posted and kept track of studem\arhent data, and helped teachers

analyze results and strategize solutions.

As coordinator of the Title 1A program, Kim was pesisible for overseeing a
federal grant of almost $1 million provided to tistrict to support instruction for
struggling students. This included managing finah@ports and ensuring compliance
requirements were being followed, including reggdiiparent engagement activities,

teacher certification documents, and annual remdnpsogress. With an office at the
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city’s administrative building, she worked in thadaground. Kim was not involved in
daily supervision of teachers but she was availabfgovide coaching and consultation.
While she missed the opportunity to be with teaslaed students all day, she was ready
for a new challenge. “I had been in the classroadhia Title I, out of the classroom as a
coach, and back in the classroom as a teacheew kwanted to do literacy work. Even

though | would not be working with kids, | was rgddr a change.”

In 2013, the district’s administration changed pesition to that of Title 1A
director, an administrative job, but she still mained her position as a part-time literacy
coach at Waterview. In addition to managing theajnahich she had been doing, she
became responsible for the supervision and evaluatfi teachers, a responsibility for
which she believed she was now ready but conceabedt perceptions from her
colleagues. “It was tough, especially with the otiteracy coaches. | wanted to validate
what they do and | see all the good things that thee But | had to give tough and honest
feedback.” She hopes that she will continue to igva balance between coaching and

supervising as she navigates both roles.

Kim’s Concept of Leadership

| make decisions that have a bigger impact.
I am hiring and evaluating.
| am establishing programs.
| can facilitate and fund the needs | have idesdifand help with that.
| am close to the teachers.

| know they think of me as a leader.
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Kim’s concept of leadership has developed primahhpugh her interactions
with other leaders and graduate study, as weh #se tasks of the different jobs she has
held. She describes an ideal leader as one whegsessessential qualities that create a
vision and move it forward. Organization, helpfidagpassion, and a positive demeanor,
along with the ability to make decisions basedmut that solicits different points of
view, are necessary for leaders to be successfiooK at leadership as more of an art
than a science. Knowing how to get things doneamizgng tasks to generate energy for a
project and then getting the right people on the lalisting others to get the job done,
communicating a message, these are all parts ofangomd leader is.” She also describes
a successful leader as one who listens, collalmyratel solves problems. “We talked

about this a lot in graduate school.”

Kim has worked with a number of administrators én tifferent schools and
districts and has observed their leadership gaaldnd styles. Some provided examples
that she attempted to emulate while others demetestiqualities she did not wish to
repeat. “I remember the principal who hired me @sdpa strong leader. Phil was tireless
in his efforts to meet student needs. He empowe@chers to work on behalf of
students. He asked us what we needed and he ptdavide especially time, to work
together to get things done.” Kim has tried to npawate his qualities as a literacy coach
and as a program manager. “I'm especially a stamligborator and | try to get
consensus and try to hear from others before | malexision. Well, maybe not always

consensus, but definitely input.”

Kim also recalls a principal, Jill, whom she comsetl less than successful and

remembers the time at her school, the one yeas®h& as a Reading First coach, as
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being chaotic. “Issues were not being addresseghaogle were very frustrated. |
realized you had to get to the bottom of what'sgeaqng and take care of them. Issues
do not go away.” Jill did not communicate well wdthers and rarely asked for input,
although she directed everything that Kim did. “®laé her doctorate but she couldn’t
communicate.” She wished Jill would “just go anik ta people, but it was not my place
to judge or tell my boss what to do.” She compdrexdto another principal, Claire, who
had replaced Jill the year she returned to Watervighe was very approachable and
wanted to help in any way. She always wanted tavkwbat | was doing and supported
me, and allowed me to do what | had to do. She'tdorry much about me.” She also
described Claire as being fun, collaborative, amerested in building relationships.
While instruction was not her forte, she depende&ion to lead the school’s literacy

initiatives. “I think she was very thankful.”

As a district leader, Kim sees a new role as asugpto teachers,
paraprofessionals, and principals who have Titlgidgrams in their schools. She plans
the program, manages the grant, and supervisesafidut manages to collaborate with
others in all aspects. “Title | play an importaattpof their schools. | can’t work in
isolation. | always ask input. | don’t want my prams to be in a vacuum. That’s part of
my leadership style.” While collaboration is embeddn her personal values and the
values of other leaders in the district, this leadg model is sometimes frustrating when
a number of participants are new to their rolesy ‘incipal is now in her third year,
another is in his first, and the superintendentasgistant superintendent are new, the
business manager is new, I'm sort of new in my.roleere can be some struggles with

this because when you are looking for an answemplpanay not always have them.”
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Kim’s Identity

I've been one of the leaders.
| have a plan.

| see great things in the future.

Kim feels like she has now achieved the “ideal covation of responsibilities,”
although she realizes that she is losing contaitt etiildren. “Especially in the
administrative job, | feel like things keep pullinge farther away from kids and teachers.
But I'll do all that | can to keep in contact witlem because they will help me make
informed decisions.” She provides leadership iatd&hing new programs funded
through Title 1A grant, including a new math progréhat principals and teachers has
requested and would support struggling students.isShlso the liaison with the director
from the Department of Education who oversees @dending and ensures compliance
with the requirements of the grant. She is stilledeping her confidence in this area as
the “rules seem to keep changing. It's so confuiggll, she reaches out to the
Department of Education and other Title IA diresttor support and advice when she

needs to.

Kim facilitates the school literacy team at Watew. This committee consists of
teachers at different grade levels and meets rdgutadiscuss the school’s literacy
program. One task it completed was a major purchfibbeoks for use in reading
instruction. Kim and the team inventoried the bottlesy had, assessed their condition,
analyzed the collection, and selected titles ta atiis created a robust book room from

which teachers could borrow books to use in tHagssrooms.
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She also initiated a district-wide literacy teamconnection with an initiative
sponsored by the state Department of Educationhwliculd develop a community-
school literacy plan focused on increasing partrnpssin support of literacy in families
and throughout the city. “I created a team of repng¢atives from across the city,
including many agencies and the schools. We holdthiypmeetings and come up with
ways to promote family literacy.” She describes hbe/group coordinated a partnership
between the Boys Scouts and one of the schoahdiyespecialists to design and build
‘Free Libraries,” small bookshelves in public placehere people can borrow or swap
books. They established four around the city amtiglans to build more. They organized
pre-school literacy events, recorded public seraim@ouncements, and offered other

family reading events throughout the city. “We havet going on!”

Kim is proud of her leadership in her role asTit& 1A director in which she
developed pamphlets and a website for parentctease their engagement with student
learning. While involving parents is a requiremehthe federal grant, Kim decided that
the district needed a fresh approach to the prog&ma consulted with the Title IA
director at the Department of Education about wayavolve parents and then invited
Title 1A teachers to work with her in creating dgafThey did, and over the course of
several months, drafted final documents that haen lalistributed to parents and the
community. She was proud that she not only invokeadhers in her program but also

principals, parents, and students in the distritizggketing and web design programs.

They also developed a logo, distributed t-shirtawypsting the program, and
hosted events to celebrate the release of the daasm/Vhile she has not had a lot of

feedback, positive or negative, she believes thegpaign has been effective. She also
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envisions more work that could be done to promiaéeprogram and intends to move

forward with them. “Communication is so importantnbe.”

Kim’s influence differed at each of the schoolsvaich she worked. When she
was in the classroom, she knows how she influeheedroup of students every year,
and worked to improve her instruction through hedgate study in order to have a
greater impact. She also influenced her colleagyespearheading initiatives that would
help them with their work and improve student l&agnOne example she noted was
handwriting instruction with third graders whickettistrict was not focused on but she
felt was important. “Even if the principal didn’slaus to do something, | decided we
needed to do it anyway. It was my impetus to geighgoing.” She organized a means

for them to study different approaches and buiftsemsus when they made a decision.

As a coach, Kim believed she influenced the dioacdbf her school when she
collected, analyzed, and presented data to theipahand teachers. She started
conversations about students and their progreaglsas the kinds of instruction the
children were receiving. Still, she did not havéoaomy. Principals directed her work
and most saw her role as a catalyst for changene®f their tools for school
improvement. All of the principals with whom shenked, including Jill who she did not
find effective and Mike and Claire who she foundsedf aligned in leadership style,
understood the role of a coach to be that of agssibnal developer, an agent of change
who could influence teachers. Kim’s influence at $&hools was connected to the

leadership of her principals.
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While she had influence within her own school, Kett that she had little at the
district level when she was a coach. Even whemaitked as a literacy coach in the
district, her impact was limited. “Getting uppemadistration, like those at Central
Office, getting them to understand what literacgaalists do on a daily basis, how
specialized they are and the training that theyeggetting them to understand what we
can do for the school, but they have no idea wieatlo:” However, once she began to
manage a district-wide program and especially wdtenwas named its administrator,

she sees her potential for greater influence.

Kim is anxious to explore other administrativeaoln her district. While she says
she does not want to become a principal, she wikéddo work as a curriculum director
or other program administrator. She believes thatvgill never return to classroom

teaching at this point and has assumed a new tg@stia school leader.

Conclusion

I knew | wanted to do literacy work.
| was just so ready.
| really enjoy it.
| do believe that | am a leader, but | have a Ibtvork to do.
| am always learning.

| haven’t met that bar yet.

Kim is reflective about her journey in educatioarfr her days as a classroom
teacher to her current role as a coach and distlittinistrator. She aspires to another
role as well, that of a district curriculum coordiar with responsibilities in overseeing

teaching and learning across all grade levels anteat areas. She enjoys her work as an
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administrator and although she misses the daigraction with children and she wishes
she could spend more time with teachers, she duaggret her career decisions. She
feels that she has become a good leader, havimgw@usother leaders, studied
leadership strategies, and maximized leadershiprtypities when presented to her. She
especially sees herself as having a strong perspeaxt the evaluation of teachers, given
her focus on instruction for so long, but worrikattblending coaching with supervision
presented a challenge. She said that she knowstgacking and believes she is able to
support teachers in creating it. Careful not toegp@s an expert, preferring to invite
shared knowledge, she attempts to work collababtmwith others. Kim is direct in her
approach and provides honest feedback to teadmedrthey need to hear. “It's hard
though. I'm not exactly nurturing. I’'m not cold hézd, but I'm not going to hold their
hands.” Her standards remain high and promiseslfpteachers meet them. That, she

believes, is what she believes to be her rolelaader.

| feel like a leader with some influence now.
| feel like | am getting momentum.

| am just getting comfortable.

Kate

| met with Kate on two occasions at a coffee slumated in between her school
and home. | asked to meet at her school, but stieska preferred we did not meet there.
Her principal and a former colleague are both figeaf mine and had suggested her for
my sample, of which she was aware, although théyndt know she had agreed to be in

my study. Both conversations were rich, animaaed, lengthy. Kate has an engaging
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presence and uses her voice to draw the listeag€ation. In this portrait, | will discuss
Kate’s background, her work as a literacy spedidtisr participation in a community of
practice, and her beliefs about leadership, altwth have constructed her identity as a

leader.

Background

| think about what we always teach the kids.
| love literacy.
| wonder why people don't see the value.

I wonder why more people don’t take stock in th@setices.

Kate is a fifty-eight year old white woman who wsrkt Simpson Elementary
School, a 630-student public elementary schootfiedents in grades three, four, and five
in a New England city as a literacy specialist. 8&g worked in education for thirty-five
years as an elementary classroom teacher, spdaedir, and for the past eight years as
a literacy specialist at Simpson. She previouslyked at an elementary school in a
neighboring city as well as at schools in othetestaKate grew up in the state in which
she now lives and earned a Bachelors of Scienekementary education at a selective
private college. She was not hired for a teachatgher first year after college, so she
went back to school at night to take courses toimeccertified as a special education
teacher. “I figured, well, if | can’t get in one wahen I'll do it this way.” She later
earned a Masters of Science in exceptionality witloncentrated in gifted and talented
education at a large, local public university whilee was working as a fifth grade

teacher. While she enjoyed her studies in giftetitatented education, she never worked
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exclusively with identified children but rather dseer skills within her own classrooms.
Because she has also worked with students withitegadisabilities, she feels like she
understands the full continuum of student abilitaidsch is helpful in her work as a

literacy specialist.

Kate has been married for 31 years and has twa ddughters, one of whom is a
teacher. She enjoys many interests and hobbids;ydarly outdoor winter activities. She
notes that literacy is at “the heart of my job” dras been personally impacted by what
she teaches children about reading, that it “esitestyou, informs you, persuades you.”
She reads current research “to keep myself walhiméd about current practices, trends,
things that we really need to keep ahead of theecan and be thinking about what it
means for our practice.” She is always readingrs¢vieings and especially enjoys
biographies, memoirs, and historical fiction. Shpgs reading on her iPad because it is

“very accessible and that make it a bit easier.”

Context of Kate's School

I’'m part of a team.
I've agreed to have a part in that team

And I'll follow through.

Simpson’s school mission embraces literacy byrgjatiat “reading, thinking,
and communicating are essential” to everything theyits students typically rank at or
above the state average on annual reading achieneests, although the school was
assigned a failing grade by the state DepartmeBtiatation because of achievement

gaps between the scores of students in the ggmapalation and children who are
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economically disadvantaged and between Caucasiderss and students of color. 31%
of its students qualify for free and reduced prioeghls and 93% are classified as
Caucasian. Because of its designation as a falthgol, Simpson was required to
develop an improvement plan to address ways thatdyeduce the gap and improve
achievement in reading. Its principal, who arriviee same year as Kate, and its assistant
principal are very supportive of literacy initia¢is, as are its teachers, the majority of

whom have taught for more than fifteen years.

Recently, voters in the city where Simpson is ledatlecided to withdraw from
the school district and establish its own govereafinding, and administration. The
politics surrounding this decision, according taéaffected everybody and became a
huge topic of debate. Reasons cited by proponéiite separate school district involved
the way that its $42 million annual budget was ohdwith their city contributing more
because of higher property taxes. The city alstemed to administer its three schools
separately and provide tuition for students toratta private high school in the city.
While this decision will not impact Kate directipéd she has not engaged in the debate as
she does not live in that city, it may reduce Hmlitg to collaborate with colleagues in

the other communities.

Kate’'s Work as a Literacy Specialist

| am a literacy specialist.

| see a vision of what literacy instruction sholddk like.

While her title of literacy specialist has not cgad since she was hired, Kate’s

responsibilities have. At different times, Kate masked exclusively with children
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struggling with literacy and exclusively with teaech on instructional practices,
depending on the school’s needs. However, mosteofiine, Kate has balanced her
responsibilities to both. In the last two years&laas primarily supported new and
veteran teachers through coaching, collecting aadlyaing achievement data,
developing curriculum, and providing professionavelopment. This was at the

direction of her current principal, Angus.

Kate became a literacy specialist through the eragmment of a Shaun, a former
principal at Simpson School, although she had rayked with him when he recruited
her. In 2005, the school was establishing the nesitipn of a literacy specialist and
Shaun was searching for “just the right” persowtwok with both children and teachers
and who would be able to lead literacy initiatiashe school. “I was teaching at another
school and he came into my classroom and obsereed Imad been an active on the ELA
(English language arts) committee at my schoolrapdlistrict, and my principal
suggested he talk with me. He did, and he encodrageto consider the opportunity.”
Before she applied for the position, she talkel@érgth with a Peg, a “dear friend” who
was planning to apply for a similar literacy spéistgoosition at one of the primary
schools. “We both got very excited about movingaihe classroom and doing some
pretty intensive work at this level.” She appliedtiavas appointed to the position at
Simpson, working with both students and teachetkarschool as well as at the district
level with the elementary literacy team. The pyatiwho had recruited her resigned to
work as an administrator at the private high schodthe city and the current principal
was hired. He and Kate “saw eye to eye right aveand support each other in

establishing an environment for shared leadersiipded on student learning.
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For two of her eight years as a literacy specidiate worked exclusively with
students because of the “urgency to make surerssmidere meeting standards.” She
enjoyed this, but felt that she could be helpingremore children if she had the time to
work with their teachers. Recently, however, shelteen able to better balance her time
with children and teachers. She was always pahgfdecision to modify her role,
discussing with Angus the needs of the school aterohining the best use of her focus
which now involves data analysis, classroom coaghearriculum development, and
professional development. Serving as “data coasltiie newest of Kate’s
responsibilities which she prepared for by takingrees on data analysis and data driven
dialogue which have helped her develop skills drateggies to have conversations with
teachers about student learning. She works witth&ra in the classrooms demonstrating
teaching practices for new teachers and co-teadegsgns with veterans, many of which
involve writing instruction. Kate appreciates aralues this time with teachers, providing
different opportunities for professional learni&dne especially enjoys working with
other teachers on a committee of “Reading Teachadeérs,” a group of teachers who
voluntarily participate in action research withaianally known consultant hired by the
district as part of Simpson’s school improvemeangio support the faculty in reading
and writing instruction. She finds this work bewgédl for herself and the school,
particularly because of the ongoing relationshgdbnsultant has established with
individuals in the school and the networks sheh@ged them establish with other

schools in other cities and states.

Kate’s Beliefs about Leadership

| don’t think you can necessarily make a leader.
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| think there are a lot of skills that a leader pably should have.
| think you have to have a certain personality.

| think that has a lot to do with building capacfty shared leadership.

Kate’s concept of leadership has developed throuigher career, working with
different principals, professors, and teacher leadethe different schools at which she
has worked. She envisions a “certain personalfpg’tyhat is needed to be a leader that
included honesty, trustworthiness as well as aessehbumor, a willingness to think
strategically, and the ability to “read people dlycand respond quickly” in order to
manage both people and issues and move thingsribr&he believes that effective
leaders are “willing to expose themselves and lenap feedback and questions” and
work toward solutions collaboratively. “I don't tik you can just necessarily make a
leader,” but rather she sees how leadership casl@ewover time and through different
experiences. Kate remembers her first principal hined her as a special educator and
later as a classroom teacher as “very even-tempetadh allowed him to see
everything in balance, a skill she admired andttied to emulate. She also remembers a
former superintendent who had a similar persond#tidy contributed to his effectiveness
as a district leader who maintained a solid vis@mrthe entire community. “He was just
another level person, just so solid, not really #omal but very bright and extremely
effective.” She credits him for introducing the cept of teacher leaders to the district
and establishing teams that would develop currioudund support instruction through
continuous professional development which she naes to advocate and practice in her
work today. “That did a lot for building capacityrfshared leadership among teachers.

The teams’ work is highly effective, still, evendmty years after he started that.”
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This model of shared leadership has been a ceh#&ade in the school district,
especially when some administrative roles wereighted when individuals retired,
including that of the curriculum director, whosspensibilities were assigned to various
principals in the district. “Luckily they realizédey can’t get their work done without
us!” Different groups of teacher leaders coordinggeacy, math, and other content area
curricula and offer different kinds of professiodavelopment connected to it. Kate
facilitates the literacy team but works closelymtihe other teacher leaders as well in

order to remain organized and collaborative.

Kate believes that the concept of leadership lvasls is very broad and must be
shared in order to be effective. “I think that mtesichers are leaders, down and dirty.
They have leadership qualities because otherwesewlould not have chosen to do that
they are doing.” She feels that teachers in hevadieel the same way as most are
involved in different teams or committees and arafraid to share their opinions about
issues about curriculum and school management. $rggr principal, invites this kind
of collaboration and reaches out to teachers tolwevand engage them in decisions.
Teachers also solicit feedback from each otherderoto grow and improve. “Good

leaders just do this.”

Kate sees a downside of a shared leadership rasede¢ll since teachers, herself
included, are asked to do many things outside af #xpected job. She has especially
felt this recently because teachers have begussistibeing involved in as many
initiatives. Because of some “political reasonsialhs unfortunate” resulting from a
recent drawn out contract dispute as well as theentidecision for the city to withdraw

from the larger school district, some teachers hmaen less willing to participate. “It's
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sad. Things are not so bad that it has to comeigd She maintains her interests and
continues to offer her time and knowledge. “Somesira leader seems to mean that
you've just raised your hand to do a whole buncthiofgs. And these days I'm doing
things because teachers don’t have the time toaudi they have the most important
work to do.” She sees leaders as servants who supea followers and enable them to
learn and grow. She also sees that leaders knowahdwvhen to prioritize their

activities, which she has begun to do, especialllly wbligations at the district level that
pull her away from her own school and its teach@iiisey need me at school and | feel
horrible having to cancel on them. | respectfubk aeople at central office to reschedule
to a time after school. | say, ‘Look, there’s imfamt work I'm trying to do here and you

actually hired me for that.”

Kate’s Reading Teacher Leaders

| do a lot of work with teachers.
I’'m visible.
| listen.
I’'m kind of busy.
I’'m always on alert.

| enjoy all that.

Kate works to engage her colleagues in new inviégtithrough the Reading
Teacher Leaders group as well as through her cogeimd data work at Simpson. She
appears to be positive and says that she presdotsation in constructive ways,
resisting the temptation to be cynical or negatiites a tricky middle place where | find

all of our professional learning that we do.” Shielpes new to known experiences in
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order to help teachers navigate things that magiffieult. “I try to present things in such
a way that people may be more receptive or abéeeéahe familiar so they have a place
to jump off from.” Kate remembers the ways thatvpyas initiatives at her school were
implemented, most of which were mandated by statederal legislation. She is aware
of successes and failures of the past and trieslfpcolleagues maintain positive
connections to them, retain what is working, angl@e new ideas in the context of prior
knowledge and experience. She continues to wotkeachers who may not be willing to
engage. “Some people stay right where they ard, kmdw I'll be back!” She wonders
about why some of her colleagues do not see theevalthe work they are doing at their

school in literacy, although she understands howhiiey have to balance.

Reading Teacher Leaders have become an essemtiaf ffze school district and
have influenced the teaching and learning at esengol in the district. She believes this
represents her greatest work as a leader. The @pomed several years ago in
collaboration with a consultant who was hired by trriculum director to revise the
way that literacy was taught in the district. Inhests of literacy specialists from every
school along with general classroom teachers aedapeducators who volunteered to
be part of its work. They meet monthly to identifigshievement data, plan for instruction,
monitor initiatives in the district, and plan pre$tonal development. As a form of action
research, the group selects annual goals baseéenis mevealed through an analysis of
past goals and plans strategies to address thesy.ifiWite teachers throughout the
school to participate in the initiatives under stathd engage with them about the

initiative. In a recent project, more than haltlé twenty-one classroom teachers
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participated in the initiative, even when many teas had stopped participating in

professional development.

In that initiative, the Reading Teacher Leadersi$ad on refining the ways
children are taught how to write responses toditge. Teachers would work with Kate
and an outside consultant throughout the year whildwdemonstrate and co-teach
lessons, initiate reflection and solicit feedbaakd collaborate on the refinement of their
program. They would also spend several full dagettoer in professional development,
led by Kate and the Reading Teacher Leaders, legstrategies to assist in the project
and impact their classroom instruction. Kate mamstaommunication with teachers,
developing agendas and printed materials inclultisgon plans and recommended
resources for teachers to use. She also coorditied®eading Teacher Leaders,
compiling resources for them and designing waysveduate the impact of their
initiative. “We focus on making our instruction ceralive and how we help other
teachers and spread the word. They are sharingwbek. It's like a huge Professional

Learning Community” (Dufour, 1998).

Kate facilitates the district curriculum committee English language arts. This
allowed her to get to know a number of teachersammdinistrators from different
schools and see the larger vision of literacy dgwalent throughout the district. She also
served as the chair of the school and districtggsibnal development committee for
several years, working closely with the curriculdirector and principals in organizing

opportunities for teachers to learn in differentysia
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Kate works with new teachers in her school, dermatisg lessons for them,
planning with them, and providing resources thegdh@nd recommending teachers they
should observe as part of their own developmergush them, | push them really hard.
But I'm always there.” She tries to provide muléixamples of effective practice for
new teachers to see so that they can adapt whaséeeinto their own work. In this way,
she builds their capacity as good decision mal&rs.also maintains the Reading
Teacher Leaders website and curriculum documenighvgupports her novice teachers
as well as veterans in improving their practice fnodising on the work at hand, much of

which involves a “next step” rather than somethiogipletely new.

Kate’s Longevity

| see a vision of what literacy should look like.

Kate credits her long career with helping her gaperspective on different
initiatives in literacy education. “I am tenaciow'se learned that over the years. But I'm
flexible at the same time.” She also sees heraslihat of a convener, as one who brings
people together to address an issue or topic. ‘iEhesllaborative work. It's never your
work. It's always the work of many people workimmgéther, thinking together.” Again

this collective vision seems so different from thgwvn mandates yes

Kate feels fortunate to work with her current pipal, Angus, and the assistant
principal, Mary. Because Angus came to Simpsohasame time as she did, Kate feels
that they have made strides together in leadieggltty in the school. She is part of the
leadership team at the school which has sched@eaddic meetings, but more typically

and more frequently meets informally. Kate and Asxganfer regularly about literacy
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initiatives as well as issues in school manageméamprovides her with a great deal of
autonomy in her practice, but she keeps him inforofehe work she is doing. Kate
describes him as a very involved and visible ppatwho spends time in every
classroom and has a strong sense of the learnppehang throughout the school. Kate
knows she will play an important role in the latesthool improvement initiative, but sees
it as part of an ever-evolving process of transtdiam in education rather than a
mandate for improvement based on standardizedd¢ests. She knows she will be
invited to share her opinion and learn from thadtbiers as they continue to develop their

vision for the school.

While the time she spends with school administsaitoless frequent because all
of their schedules are typically unpredictable bndy, Kate works most closely with
teachers at Simpson. She is involved in new teathkssrooms at least three times a

week, modeling lessons and assisting in anythiayg tleed. “I'm very flexible.”

Perceptions of Kate

| think teachers see me in that role.
I've been there a long time.
| might have a quick answer if it's a quick problem
I might have to let them know that | have to find more.
| think they can definitely count on me to folldwwough.

| think people would see me as a person that cak & the work.

Kate believes that both teachers and administrato®mpson and throughout the

district see her as a leader, particularly in ditsr. “I know they do because they seek me
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out. We have great conversations. They want to kinbevmation from me; they want to
share information with me. They want to collabomeplanning or solving a problem.”
She is available for support with “a quick answet's a quick problem or a quick
resource, or a quick idea.” She engages them ausisons to help them clarify their
thinking or learn something new from each othee 8lso provides ongoing
collaboration and is willing to research answermtwe challenging issues. “They can

definitely count on me to follow through.”

Kate works with new teachers, but now on an irtilial basis. For several years,
she facilitated a monthly study group, along with principal and assistant principal.
The group would select particular topics to studgrahe course of several months so
that teachers could “really think about it and campewith lots of questions.” It also
provided an opportunity for Kate and the admintsirsito provide targeted support in
their classrooms. “That was a nice model. | wishcaeld do that again.” While she is
careful not to appear as an evaluator of teackbesis always willing to “drop into
classrooms” when suggested to do so by Angus asfplais supervision with them. “He
might say, ‘Kate, can you check out the mini-lessiona certain teacher’s room?’ or
suggest to a teacher, ‘You may want to check wakekon that practice you are using,’
and they will come to me.” While willing to do whangus ask of her, she says she is
uncomfortable being “sent in” to classrooms in pesuisory role and even more
uncomfortable reporting what she has seem to tineipal. “That doesn’t seem fair. | try

to avoid that.”

Kate is very visible throughout the school. Beeaher office is on the third floor

of the school, the library is on the second fl@rg the book room which she maintains
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in on the first floor, she spends time throughtwet $chool every day. Teachers schedule
appointments with her, although much of her inteoacwith and conversation with

teachers happens in the hallways, teachers’ ronthpkyground while on recess duty.

Kate says that teachers at Simpson associateitieliteracy and consider her a
leader. “They see me coming and they say, ‘Theh&seading lady!” People come to
her as resource for teaching as well a sourceanfuatability. With the blessing of the
principal, she asks teachers to give her reporésbievement data at the end of every
guarter and more regularly from teachers of stugleio are struggling in order to
monitor progress of the whole school. She laugheetself when teachers apologize to
her when their data is late. “They say they areysand “I'll get your data to you, Kate,’
but really, it’s their data and I'm just looking @it for them, and then with them.” She
starts conversations about data and raises a conrawareness of literacy throughout

the school.

Kate works with teachers to consider the impacheir teaching. She finds that
she often has to navigate a gap between what tesactay consider to be good
instructional practices and the reality that evidedemonstrates. “It's all about the
evidence of learning.” She suggests practicesatietr teachers may have found to be
effective. She worries about overwhelming her @glees and tries to be respectful,
asking them “Where are you right now and where@oyeed to go next?” In this way,
she demonstrates with her teachers the teachingadies with children, namely
customizing instruction to meet their needs whaleusing on the ultimate vision of what

good teaching and learning should be.
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Kate believes she has been influential in theddg practices at Simpson School.
She is proud of the assessment tasks that shetlaers dave created to correspond with
the reading and writing workshop model being ugati@school and the way that
teachers have focused on new standards as pasdtofiork. She is proud of her work
with the Reading Teacher Leaders whose action rgseaodel is impacting individual
classrooms and the practices throughout the scAsd.“process person,” she values the
organization of initiatives and the purposeful plsng that is necessary in creating an
impact. “It's coming! It's all a work in progreskthink it's really nice though. | feel

really good about it.”

Still, she knows there are some people at heradettoo do not accept her ideas
as readily as others. “There are definitely son@pfeethat | know for a fact are thinking
that | might be promoting “that sort of thing, ohavsay things like, ‘Look out, here
comes the data girl'” She knows some people wowthait her role is even after eight
years working with them. Kate confronts this byeoiihg any kind of help teachers need,
including photocopying or organizing books. “I kebpm guessing!” She also spends
time with teachers for purely social reasons a$,weth as during lunch in the teachers
room. She values relationships and works to bakdht by talking with people. “I enjoy
every level of conversation that | have with peofils really important to share a lot of

yourself, not just about your job.”

Kate’s Influence

| wonder why people don’t see the value.
I've noticed people have gotten more skilled, @awihole.

It's nice though when | know that | feel good.
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While Kate holds the title of literacy specialisther school, she does not believe
that it affords her any special privileges, expgetes, or responsibilities. “We all work
hard.” Being a leader and having an official take two separate things. “People behave
as leaders all the time, so you don’t necessaalielio have a specific role. In fact, there
are probably some highly effective leaders thaftduawve titles and roles. The teachers |
work with, many of them are classroom teachersthed are definitely leaders in terms
of helping their colleagues, anticipating, beingwabthe curve, sharing resources they've
found, and things like that.” Kate sees herseH agrson who builds capacity in others,
helps them see themselves as leaders, and sharexjhertise with others. Good leaders
tend to bring out the best in other people. “ltswhthey approach things, it's part of a

leader’s basic personality. It's how they are pgfether as a person.”

Kate considers herself a naturally positive pelsath avoids conversations that
are negative. She worries about why many of hdeaglies have begun to complain
about every change that the school or districorsstering, although she recognizes the
recent political issues surrounding the consolatatf her district and forthcoming
dismantling of it. She wishes her colleagues wdaotais on their students and their work
together, and she tries to push them in that daectl’'m always trying to move them
along, no matter what.” She credits her long canetr helping her to develop this
perspective. “Just the older you get, the moretligse. The longer you're here, you get
to see where more changes come.” She feels aghltste can navigate changes based
on the experiences she has had and by always ptkivard the vision she has

established for her work.
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Kate is proud of her past accomplishments andritheeince she has had at
Simpson, particularly the establishment of the wahrk has led about assessments in
literacy, the Reading Teacher Leaders group, amd@ampletion of a major curriculum
revision to align the Reading and Writing Workstmopdel in all grades at her school as
well at the other schools in the district. The iptio be reflective with children and with
themselves has been a major focus in Kate’s coga@nd professional development.
Developing protocols for conferring with childrendacolleagues has been part of the
Reading Teacher Leaders group since its inceptioe. noticed people have gotten
more skilled at giving feedback. I've been workmgthat forever.” She hopes that this
focus influences not only their teaching of readamgl writing but also their practice of

teaching.

Kate envisions a day when all of her colleaguesheilwilling to share their work
collaboratively. She is certain it will be possibdgven the momentum she has
established in her eight years and the fact threhsis already taken steps to promote the
active sharing of work. Kate recalls a time whea ahd a colleague, a literacy specialist
at a primary school in the district, were talkirigpat ways to promote their work and
engage more of their colleagues. “We have donewsthiwith this group, this group has
done so much work. We have got to archive it, wajet to capture it. We've got to
showcase what we’ve done.” They built a websig Would encourage teachers to
showcase their work would be useful to others asues in literacy. The start of the
site has been gradual, but teachers are beginminggtit. It is also a repository for
curriculum documents and common assessment fosoatsgny people visit it regularly.

Kate want to eventually include videos and othacléng resources on the site, but know
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that will require a lot of support and encouragenienher colleagues to take risks in
making their practices more public. “So maybe thaty job as a literacy leader too,

helping them be willing to expose themselves andpgen or for feedback. Me too.”

Kate’s Identity

| try to keep the outcome focused on people.
I need to know the work we’re doing on behalf aflearners is sticking.

| think that’s really important.

Kate sees herself as a leader, but says thatdaerghip is ever-evolving and is
somewhat uncomfortable with identifying herselbag. “I'm assuming | am a leader,
according to the standards of what a leader ispengeption of what a leader should be,
and its my perception of what | think I’'m doing negkme a leader.” She has taken
courses and attended workshops that taught hetdnéagilitate meetings with groups.
She has read books to help in her leadership dewmlot, joining study groups with
other literacy specialists to support her develapm®he also confers with a network of
other literacy specialists in her district and eshewhen confronted with challenging
issues, but misses her most trusted confidanpringary literacy specialist in her district,

who died of cancer two years ago. “She was a gem.”

Kate is also proud of the work she and her colleadgwave done with a national
consultant over the past few years, and intens&dyyear as part of Simpson’s school
improvement initiative. She describes the consukian/ery approachable, as an ordinary
teacher who has learned about outstanding pracitdss willing to share with others.

Teachers enjoy working with her as her ideas aaetjgal and immediately applicable in
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their classrooms. They are also able to read héingiquickly because she writes in a
very approachable style, and are impressed thataifgeworking with a nationally known
scholar. “It's the famous factor, | suppose.” Tlhb®ol principals immediately embraced
the consultant and her style as well. She expldnieds to them in similarly simple
ways and demonstrated to them with examples frasscboms in other districts and
states, and eventually some of their own, how ¢laeling workshop approach would
impact student learning. Kate was pleased thatiarms consultant provided convincing
evidence and a certain level of believability aag ket her up to support her colleagues

throughout the year.

Kate is very aware of the distinction between kadership role and those of her
principal. She identifies as a teacher leader ehlmesponsibilities have to do with
improving instruction of teachers and the learremgeriences of children. She is not an
evaluator and avoids “blurring the lines betweeacting and supervision” She remains
firm on that, regardless of the different respoititigs she takes on in her role. She feels
fortunate that her principal does not press heafoopinion about a teacher’s

performance, although he will suggest that sheigeosupport to individuals.

Kate knows that people see her as a person “Wooking at the work, using the
data, understanding where the data tells us we toegal, and focusing on conclusions.”
Wherever she is, she focuses on people, whetteemeeting about data or presenting a
workshop. Kate tries “to keep our outcomes focumeg@eople” which has had positive
results. By engaging teachers in talking about tteidents and their practices, she is
able to see a transformation at Simpson. “| cartlsatethis focus has worked because we

are doing a pretty good job for most of our, fag thajority of our kids, but we know that
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there needs to be more.” This is where she knoe$iah made an impact. “It feels

good.”

Conclusion

What | do builds capacity.

As a leader, Kate is still developing skills ancstgies. “You need to have
management skills, you need to have people sKillsworking on those.” She credits
the early years of her teaching career as a speshigdator with helping her learn how to
work collaboratively with a variety of teachers¢fising on individual student needs. “I
haven’'t changed much there.” She continues to dpver listening skills, especially
when she is in a conversation about “complicatecaons where we are trying to figure

out exactly what'’s the heart of what's going on.”

Kate knows that she is helping teachers affirm@rahge their practices and is
having an impact on teaching and learning at Simpalb of which benefits students.
Most teachers are excited about learning and gipateas and others are coming along.
“You know you've been able to help someone movefome place to another. That's
pretty good.” Kate loves her job and does not péaleave it any time soon. “It gives
anyone great job satisfaction to know that ther&gfthat you're putting in are paying

off.”

Amanda

In this final portrait, | present the story of Anak a literacy specialist who has

worked in the same school district for over twoatis and who enjoys a professional
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life outside of her community through professioassociations, consultation, and
writing. | had never met Amanda and approacheddbe part of my study by e-mail
and a follow up phone conversation. Before agre®ngarticipate, she asked me to tell
her about my understanding of literacy, the roléhefreading specialist, and my vision
for schools. She agreed once she had confirmeathdieliefs were aligned and that we

would be “on the same page”.

Amanda’s Environment

When | got here, | had no where to go.
Then | was given this space.
It worked. Teachers liked it.
It's really about the teachers.
I mean, that's what's going to create a culturdezrning and collaboration.

It's not the stuff.

Amanda and | met at her school on a rainy afternostnbefore students were
released for the day. The building is over one nedigears old. Its long paneled
hallways and creaky stairwells are covered witllatd work, mostly art and writing, as
well as motivational posters and incentive cha&s.we walked through the building,
Amanda introduced me to her principal and seveadhers. As we met each person,
Amanda told me a story about them, providing atp@scomment about something they
were working on. All of them recounted with praise Amanda. One teacher told me,
“We are so lucky to have her. You will learn afi@m her!” She also shared information
about the school and the challenges it had, inctudchievement and poverty. She listed
the goals they were working on and described henection to them.
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Amanda also introduced me to her principal, Gradey described Amanda as a
“gem.” | was fortunate to interview Grace sepasgtelith Amanda’s consent, who

provided another aspect to Amanda’s work and Herance at their school.

Amanda and | made our way to her workspace, hierdcy room”, a full size
classroom that she used as an office, resourcercamid meeting space for teachers. Its
walls are covered with artifacts including studand teacher work, charts where teachers
have listed recent personal reading material, aadmmendations for newly released
books. Baskets of children’s book line the countdosig the walls and small bookcases
throughout the room. There are also several waésa a crowded personal space for
Amanda with a desk, table lamps, and bookcasefedtwith professional books and
children’s literature; a large conference tabldwibwls of apples and chocolate kisses
on it; a “living room” with comfortable chairs, @ach, lamps, and a coffee table; and a
small round table for conferring with teachers. Awia offered me coffee, water, and

cookies and we began for our interviews in herdity room.

Background

| am constantly learning.

That's a huge part of my growth and my refinemerna @erson and as a professional.

Amanda is a 44 year old white woman who works ktercy coach at two
public elementary schools in a small city in a Nemgland state. She and her husband
have two teenage children and live in a rural tavaut twenty miles from her school.
Growing up in a different New England state, shmambers herself as what she

describes as a “reluctant reader,” a child who éolearning to read difficult and never
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read for pleasure. It was not until college tha Bacame comfortable independently,
even though she was exposed to books througholitdhhekmanda attended college at a
selective public university and earned a Bacheldrts in mathematics. She moved to
the state in which she currently lives and begartdeehing career. She immediately
began working toward a Master of Science at a lpudgic university, originally in a
general program related to teaching and learningfber the first few courses, she began
to focus specifically on literacy. “I just got haadk and transferred into that program,

becoming a literacy specialist.”

Amanda has worked for the same school districR®years, having served as a
third grade classroom teacher and Title | read#agher at Oliver Wendell Holmes
School, a public school of 640 kindergarten throtigitd graders a staff of eighty before
moving into the newly created role of literacy do@t 2000 at Ross Elementary School,
a smaller public school of 260 fourth and fifth dees and a staff of forty-five. Since
2011, she has divided her time and, in additiomeiowork at Ross, serves as the literacy
coach for third grade teachers at Holmes, collabayavith another coach who
concentrates on the primary grades. In her rolgeaacy coach, Amanda “wears many
hats.” She coordinates Title | programming at lediosls, including the supervision of
paraprofessionals who work with struggling read#rs,process by which students
receive specialized instruction, the collectiordafa, and the writing of the annual grant
application and performance report. She is alsparsible for the professional
development of the faculty in literacy, coachingdeers in their classrooms, facilitating
study groups, workshops, and staff meetings, stimgdiirst year teachers and teaching

interns in their implementation of the school dddts literacy framework, the Reading
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and Writing Workshop, and coaching both veteranramdce principals to assist in their
supervision of teaching and learning in literacynanda led a team that wrote the
curriculum for English language arts and now cauaiths the development of units of
study in reading, writing, listening, and speakiihgt are aligned to mandatory Common
Core State Standards. Amanda’s role is broad acah@passes many responsibilities
which she appreciates. “I'm never bored! My jolalways changing because it is

responsive to the needs of our schools. | thinkfathy activities fit into my job.”

Amanda is also an accomplished writer. To herattteof writing is her act of
reflection. “By writing, I'm learning. I'm growingnd changing.” She is often sought out
to speak and present workshops at national cordeseinas served as an editor at a major
publisher of educational resources, and has bdauads consult with other schools
about literacy, all with the encouragement of fedros | district and family. Her
professional work outside of her school and distsi@n important part of who she is as a

professional and as a person.

Amanda’s Work as a Literacy Specialist

| see growing leaders.
| see growing other leaders, cultivating leadership

| see collaboration and learning together.

Amanda was encouraged to accept the newly creakedf literacy specialist at
Ross School by a former assistant superintendenileWeaching third grade and Title |,
Amanda was helpful to her colleagues and was ajreaiing as a resource in literacy

for them. After “some convincing,” she acceptedpbsition and moved to the new

148



school. Even though she had been with the didotcilmost ten years, she knew very
few teachers at Ross and was nervous making thgtica, especially into a new

position that would need to be defined for the fggstudents, principal, and herself.

To get to know the teachers, Amanda offered asgistan anything, helping with
any project in any classroom. Her first days atResre spent “on the floor,” cutting out
laminated book marks, helping teachers make boskdis, and organizing their
libraries. “It wasn’t an overly glamorous job.” Shever came into the role with a
preconceived notion, although she had read extelysibout what literacy specialists do
and had talked with the assistant superintenddehgth about his expectations of her to
help improve literacy teaching in the school. Skiewethat came naturally and rather than
explaining her job, telling them how to teach readiand expecting them to immediately

engage in coaching, she offered to help her agliesiin any way she could.

Amanda was very conscious of the differences inaagkexperience between
herself and most teachers as she was at leastytyests younger and had taught far
fewer years than the rest of the teachers. “lyastited to be helpful to them.” While this
was important to her, Amanda also wanted to bepaedeby her new colleagues. She
missed her friends at Holmes and the comfort shevith them. “| wanted a sense of

belonging. It was all about survival.”

Once her colleagues came to accept her, Amandavbdlshe could begin to
influence them and their practice. She recallsn@ tivhen a group of teachers at Ross
invited her to go kayaking on a Saturday. She wedtquickly realized their motive for

inviting her was not as much about being friendiytavas about “wanting to know who
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| was and what | was about.” She learned that Haslynot been included in the school
improvement plan that included the appointmentlifesacy coach and were skeptical of
the reading and writing workshop framework she imgending to introduce to them.
They were unclear about her role. “I realized th&s not going to be smooth sailing. It
wasn't like they wanted me. It was somebody elde@sion.” One of her first actions
was to begin conversations between fourth graddhéza at Ross and third grade
teachers at Holmes. She had experienced limiteccamntgntious past interaction between
the schools which often involving the reportingstdndardized test scores where “fourth
grade teachers would tell the third grade teadhewsthey could do a better job. It was
not a loving relationship. We had our arms folded we didn’t like them.” They felt
disrespected and undervalued by their intermediatée colleagues. Amanda initiated
conversations about the curriculum and how childvere doing with it, encouraging
them to talk about how the children were progressather than just reporting on scores.
While difficult at first, the wall between the tviildings gradually began to come down
and eventually, teachers were more comfortable mwgrkith each other. It was not an

immediate process, but rather “slow, steady culithiange. It's all about relationships.”

Amanda initiated study groups about specific topiliteracy, most related to the
developing reading and writing workshop framewahkile teaching at Holmes, she had
written and received a small grant that would supag@rofessional development project
and was eager to use it to Ross. Teachers woultlanee a month over the course of the
school year to read and study a common professtergldiscuss ways to implement or

adapt its ideas, and reflect on ways their learhiag)impacted student learning. About
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five teachers participated in the first few groupst they created “a momentum that

sustained their practice and built relationships.”

Another way that Amanda built relationships wia¢hers at Ross and engaged
her colleagues in collaboration with one anothexrs vo promote her literacy resource as
a “neutral space” to find resources and discussgestilearning. Amanda successfully
scrambled for funding to provide materials and Ieesn able to expand its resources
every year. However, she cautions that “it's naiwttihe materials. What's going to
create a new culture of learning is the collaboratiAmanda describes her literacy room
as “important to (her) work,” as it provides a sp&a centrally house literacy resources

and, more importantly, to create opportunitiesadults to learn collaboratively.

Amanda sees her role as a literacy specialishasuno build capacity in people.
“I didn’t go in believing that a coach nor literaspecialist was somebody who worked in
classrooms and was showing teachers how to chaageges through coaching. | see it

as being a leader, being a resource, following tead of how | could support them.”

Amanda’s Beliefs about Leadership

| think a leader cultivates leadership in others.
| see being a leader is being a resource.
| can’t build a system around myself, nor should I.

| think it's putting egos aside.

Amanda believes that like learning, leadershipitaborative. She believes that

a leader must bring people together, provide forghthey need, and build their capacity
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because it is only through collaboration that astisan move forward. “When | think of
the word leader, and think of leaders | know, | g&#n growing other leaders,
cultivating leadership, learning together.” Sheatiscleaders with whom she has worked
who have been able to do this, and some who havéne who was a leader who built
capacity, including her own, was John, a formersgast superintendent in the district
who shared her vision for collaborative learninige 8njoyed talking with and learning
from him and participated in his doctoral reseamthle she was at Holmes. He shared

his vision and asked others to come together teeragilan of action.

She also recalls Jane, the principal at Ross dirtfeeshe started as literacy
specialist. She and the staff were constantly ds@hd Jane had never communicated
her own vision for growing the school. Having reqgd a very popular, collaborative
principal who was beloved by the entire facultye siever engaged the teachers in a new
direction. When Amanda arrived, it was “not a pesiplace. | was supposed to be part
of the culture change, but Jane didn’t really knvalay | was there.” Jane was promoted
to a district administrative position later thaayand was replaced by Marion who
remained at Ross until 2013. She had been thaassmincipal at Holmes for many of
the years that Amanda taught there and they hakleddogether on a number of
projects. “We would sit at a restaurant for a wHalenday afternoon and figure things

out. It was great!”

Amanda recognizes Marion as one of her greatdsieinées in leadership. “She
listened, she asked questions, she built relatipasBhe was just what we needed. The
school started to settle down.” She credits Mawiith engaging the faculty, focusing

their attention on literacy instruction, and exp&d Amanda’s role as the literacy coach
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in a way that teachers understood and acceptedctiees began to put their defenses

down and began to realize that this could be a good.”

Being a leader is about providing resources, awirty al the answers. “I didn’t
go in believing that a coach or a literacy spesialias somebody who only worked in
classrooms and was going to change practice.” Rathe saw her role as a supporter
who would bring about change through direct andmmegdul interaction with her
colleagues, providing the things teachers neededatly see being a leader is a much
wider definition and you can do that in many capes;j like reading as many books as
you can and sifting through them to make recommtmugto teachers. Those are the

things that teachers appreciate.”

Developing a Sense of Belonging

| had no where to go.
| felt very lost.
| think getting my literacy room was the first step
| started doing simple things.
| don’t think anything | do is all that important.
| was like, ‘Wow, you’re actually using itV

| know | can get people to listen.

Amanda is constantly working among her colleagudmth Ross and Holmes.
She rarely uses her desk, except after school maldeoweekends. From the early days
when she sat on the floor cutting out laminatedkbmarks and organizing classroom

strong image libraries, she built relationshipdwiéachers based on satisfying their
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needs. “I started doing simple things like bookslisn which she provided titles of new
or popular books for readers at different gradeleand stages of development. She
advocated for the funding of classroom libraried eanvinced Marion to provide
purchase orders to a local bookseller so that eadould choose their own books to
purchase based on her suggestions. “Everybody2§itt. § hey were thrilled. | got them
to the bookstore and they saw what's out therenThey stopped reading the tired old
books, like Lost on a Mountain in Maine, just besmathey had multiple copies of it
locked in a closet even though graders cannot read it.” Amanda continues to ghbli
book lists for teachers twice a year and the schtiibprovides money every year for
teachers to purchase new books, although most speimdbwn money as well. She
knows her lists are useful as she has seen teaathieoskstores with them. “When | saw

that, | was like, ‘Wow! They actually use it outsidf school!”

Amanda believes that her work with principals ifthupon mutual respect. “I
work for both of my principals behind the scened hBnever stab them in the back. I tell
them both right up front what I'm thinking or femdj or doing. | let them know that |
don’t play games.” Amanda says that she addressétems directly, but creatively, and
is able to hold her ground among teacher and adtraive colleagues. This builds a
sense of trust between them and furthers the paténé all have for impacting change at
their schools. Amanda’s principal agrees. Whileagp®g with her at length, | realized
that she admired Amanda and had great respecefof®he’s the reason | came here.

She has done so much for every person in this $anctuding me.”

Amanda is not an administrator and does not evaligaichers, although she does

supervise paraprofessionals in the Title | prograBesause of this, she is cautious not to
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“rat anybody out” as well, hesitant to give feedbax principals about the performance
of specific teachers when they ask, which she adrarely happened. She believes that it
would “not be good for the culture.” Because ofitleellaboration and shared leadership,
however, where she and the principals know whabthers are doing and what they are
working on, Amanda and the principal’s focus onikinthings in developing their staff,
especially novices. “l don’t need to say too muehduse if I'm doing my job and I'm in
their classrooms a few times a week, and if a alas doing their job and are in the
classrooms regularly, then patterns emerge thatriheipals see without having to talk

about it.”

Amanda as a Learner

| always think of rowing in the same direction.
| mean, we have the same ultimate goal.
| need to make sure we're all on the same team.
| am very fortunate.
| feel like every few years somebody comes alongyitife.
| learn so much from them.
| need to give back.

| have had amazing opportunities to learn from peop

Amanda has learned about her work as a literacsiast through professional
study, direct experiences at her schools, profaasimetworks connected to her writing,
and particularly with mentors who have been suppmuf her. “I'm fortunate that I've

had a lot of opportunities. | have had them becaesple have taken an interest in me,
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not just giving me opportunities but showing me hHowdo them.” She is grateful to a
number of mentors who have guided her professmogk, including a graduate school
professor, an editor at a publishing company, anéepsors at a local college who
invited her to collaborate on his research andingithat involved topics of mutual
interest. “They gave me an opportunity to get duhyg comfort zone and to share in

learning.”

John, a former assistant superintendent, empowsreds “an agent of change”
when he appointed her as the literacy specialiBbat. John was working on his doctoral
research about building professional capacity achers and shared information with
Amanda who was “eager” to learn, especially asfitenced her coaching. John led her,
by sharing his research, to affirm the importaniceotiaboration and building
relationships. “When people collaborate and makanimg together, you get your human
capacity which is where skills and attitudes chamdgarned that you need to set up
purposeful opportunities for individuals and orgaational capacity to occur and people
make meaning together. It all goes back to the mapae of people getting together to

talk.”

Amanda also cites a former principal, Marion, asi@g@ powerful mentor, who
shared her beliefs in collaboration and supportdhrough an example of shared
leadership. She learned that “it's all about pgtexgos aside” and working toward the
good of the students. She described Marion’s sargakus on student success and
credits her with adjusting the school culture thatild become supportive of

collaboration and risk-taking. “She taught me tibex, which | probably do to a fault,
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and | help others reflect too.” She learned toktleritically about her teaching and lead

herself to new learning which would improve hergpice.

Amanda admits that she needs to see the “big pictinvhere we’re going” in
order to become fully engaged. “I'm very organizkah. all about structures and
planning. | need a goal and when | know where wgaiag, then | can work backwards
and get the job done.” She also feels that thasnallher to predict her reaction to barriers
when they appear, including people and structurasahallenge the process. “l won't
just keep going and hitting the wall. 'm alwayyisa, “We’ve got to stop, we've got to

talk and that usually means multiple people.”

Amanda feels fortunate to have worked in a disthat embraces the concepts of
shared leadership, reflective practice, and stiotggpersonal relationships. “Sometimes
districts set themselves up as competitive, buteot.” A few years ago, Amanda was
hired by a school district from another state tostdt with them about building the
capacity of their literacy specialists. With theoegval of her district’'s superintendent,
she was released to work with the other districtdo days over the course of two years,
providing training and coaching for them. Before fiest workshop, Amanda asked that
administrators participate in all of the workshepth their literacy specialists. Of the
eight principals, assistant superintendent, culuioudirector, only two attended. She
asked again for them to attend with every subseaqusit, but few, if any did. The
district made excuses for their absence, sayingatimanmportant meeting came up, but
Amanda had a hard time accepting that. “This wagsmant, being with teachers. If I'm
going to be with a teacher and they are expectiaglike these people were expecting

their administrators, then you show up.” This ceelain unproductive dynamic and a
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negative message about coaching in the distrittctie@lenged her thinking about
collaboration. “Without administrative support, yoan't get anywhere. There was no
team here. If they couldn’t even get their admmatstrs there, then the administration

was not really valuing the potential of coachethiir schools.”

Amanda’s Impact

| don’t think | want to know what they think of me!

Having worked at Ross for thirteen years, Amanaisfas established there as
she was at Holmes, the school at which she taughtawhich she returned this year to
support third grade teachers. Conversations witladea are easygoing and personable,
but focused. She talks quickly, thinks aloud, arakes engaging eye contact. Teachers
stop her in the hallways to ask questions and shaseess stories. They stop into her
literacy room for resources and conversation, mip$y to browse the books she has
collected. When Amanda stops into classrooms, stadgeet her by name and show her
their work while teachers engage her in their las§&he laughs at herself, admits
challenges, and recognizes her own needs. “Todags Iready to quit. Nothing was
going the way | had planned,” she said to a grdupaxhers of one fall day at Ross
during which she met with new teachers for theinthty meeting which included a
classroom observation. They laughed with her amadeshstories of their difficult days as

well.

The principal at Ross School, Grace, has appext@id admired Amanda’s
work for many years. They worked together previpugien she was assistant principal

at Holmes before transferring to Ross in 2013 agjwal upon the retirement of
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Amanda’s mentor Marion. In fact, it was Amanda waoruited Grace and convinced her
to join her at Ross. “She is the reason | came. héoge working with her.” She has
observed the level of trust that teachers have Amfanda and the way that they interact
with her. “They are very impressed with her knowgednd her skills and how she
connects with people because her approach is co#laitbe and non-judgmental.” She has
seen teachers reach out to her for a variety sbreaand Amanda respond with
consistent ways that respect individuality and peas needs. “She makes people feel
comfortable so that they can ask questions or hymgleas.” Amanda invites teachers to
reflect about their work, often using herself an@del about how to think about their
practice. “She gets them to be so reflective whielps give a direction where we need to

go next.”

Grace relies on Amanda to provide professionaétbgment in literacy as well as
other initiatives including curriculum mapping aimdtructional leadership. She asked
Amanda to provide professional development for tésaders who did not necessarily
have the skills to facilitate meetings with teasha&ioout curriculum. She taught them,
“brought them together as a whole group and modelethem the expectations so that
when they worked with their grade level teams tbayld lead the work that was

needed.”

People at both Ross and Holmes Schools see Anzanaldeader in literacy,
curriculum, and school organization. Because ofchese alignment with the principals
and other administrators as well as her collabonatrith other instructional coaches in
literacy and math, teachers and administratorsisalnd trust her opinion. Grace

believes that people see that “Amanda has theibigrp and she’s a big push for that.
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We work together to get a common understandingeaedyone knows she’s at the

center of that.”

Amanda as a Leader

| think leadership for me is about building capgcit
I'll do anything to help instill new practices.
| want to be helpful.
I’'m definitely behind the scenes.
| don't like being in the forefront.
| love coming up with ideas.

| like making things happen.

Amanda’s role as literacy specialist is broadlyired but centers around change.
Her work was not always well received and teachaestioned the need for her role,
especially when she first accepted the job. Shibatés this to the overall climate at the
school which was not collaborative due to the ppakat the time, Jane, who eventually
left during Amanda’s first year. Fortunately, heplacement, Marion, understood
Amanda’s role and potential for making a great iotjma teaching and learning at Ross
and empowered Amanda by expecting all teacherotk alosely with her. By asking
teachers what they needed, Amanda built their denfie and trusted her to work with

them. “Every layer of coaching kind of grew as tieeds progressed.”

In recent years, Amanda continued to coach teachetsocused more on newly
hired teachers with structured support throughatlirestruction, coaching, and feedback.

In fact, all but two teachers have been hired slo@nda started working at Ross and

160



the two remaining veterans were collaborative Withanda from the beginning. ‘One is
in her 38 year of teaching. She asks me questions all the 4éind we get talking bout
everything. She’s always trying something new.” Werk with new teachers consists of
being in their classrooms several times a weekhahding a day-long workshop with all
of them monthly to discuss teaching practices, eseeteran teachers in their
classrooms and reflect upon what they saw, and aout curriculum and assessment.
As a teacher of teachers, Amanda intends to supgaehers well enough so as not to
lose them, having invested in their expertise anttling a relationship with and among

them.

As the Title | coordinator for Ross, Amanda led #pplication process to use a
whole-school Title | program which would allow teehool to use federal funds
traditionally allocated for targeted needs morerighy. She and a team of teachers and
administrators conducted research about programmaougls, analyzed data, developed
programming, and proposed an annual budget. THecafipn was accepted and the
school was allowed to follow the plan Amanda andtbam developed. “I'm always
trying to maximize resources and be creative.ngsjust about creating programs, but

responding to the needs of kids.”

Another initiative Amanda and her team developed & set of focused language
arts classrooms for students who were strugglirig m@ading and writing and were
considered at risk of school failure because af tbe reading ability. She and two
teachers, one in each grade, planned a programmttaded a process for identifying
students who were most in need, a sequence ohieslsat would accelerate reading

development, and a framework of instruction thakim&ed the reading and writing
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workshop experiences for them. Amanda planned{ea&ch at least three times per
week with the teacher so that they could each augwtheir instruction for smaller
groups of children than in the traditional classveénty five. She conducted quarterly
evaluations on the children, continuously monitateslr progress, and adjusted
instruction appropriately. The goal of this prograsas not only to ensure that the
children were reading at a fifth grade level whieeytcompleted fifth grade but rather
that they graduated high school. The program is imat¢ eighth year and two cohorts of
students have worked through high school. 71% &34 6f the children who
participated in the first two classes, respectivefve received diplomas, which Amanda
says “is very nice data.” Amanda is proud of thiggosam not only because it may have
contributed to student success but also becauwsgsibased in research and was

supported by the administration in her district.

Amanda works with other teacher leaders monthheatschool and throughout
the district, providing professional developmend aonaching for them about teaching
and leadership. “Again, it's about cultivating leaship in them so that we can get more
work done with team leaders facilitating the cwrhicn.” She has created a network of
leaders who understand curriculum and instructimhlze able to lead meetings, offer
advice and professional development, analyze dathencourage the vision for the
school. “I can’t be at every meeting, nor shoula! | can’t build a system around
myself. It needs to be around a system, aroundhéeaevho all understand and sustain
their practice.” Amanda taught the team leadersibhalifferent way to facilitate

meetings which became more about learning andalesst business. “It really changed
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the leaders’ roles.” Administrators in the schaatsl the district are supportive of this

and attend regularly which “certainly gives credetwwhat we are doing.”

Amanda’s Influence

| think | am part of building capacity in the ditr.
| have this luxury.
I’'m not tied to a classroom.
| see the big picture.

| get the job done.

Amanda is quick to recognize her role in transforgriier school, particularly the
culture of collaboration that has emerged overyta's. While she credits others,
including specific teachers both current and forprarcipals, and a former assistant
superintendent with initiating change at Ross d@ndughout the district, she is grateful

for being part of the work.

While Amanda’s strategies are typically inclusia#firming, and positive, she
occasionally takes on a more aggressive tone, damgon the personalities of those
with whom she is working. One veteran fifth gradadher with a strong personality and
considerable influence at the school, Lara, hadejto serve as team leader, but was
unaware of the work it would involve until she aded a group meeting with Amanda.

“I remember Lara at our first meeting of team leadéetold them that we have this whole
bunch of curriculum to do and that they would I&agir teams to do it. | asked them how
we should do this together. Lara was, like, ‘Thats$ what | signed up for. My contract

says this and that, and those are my peers, anddtrieading any meetings.” Well, |
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said, “If you don’t want to do it, somebody elsdl\wecause we’re all replaceable and
they’ll find someone else. This is where we're gpisimple as that. So you can either do
it or envision someone else on your team doind wasn’t very nice.” Amanda
described how Lori sat throughout the remaindehefmeting with arms crossed and a
scowl on her face, and how she left the meetingout speaking to anybody. “She was
so mad, but | left her alone. | was a little wadrlgecause | don’t usually play that kind of
card. But the next day, she came to my room anglgisaid, ‘I'm in.” Now she’s our
biggest cheerleader.” Through the workshops shktéaed, the coaching she provided
for the team leaders, both of which involved cosatipns among the team leaders,
Amanda was able to engage Lara in an understandithgg new model of curriculum
development. “She made a complete 360 degree aundr She struggled with it, but |
think that made her embrace it more. It all goesklta everybody needing a sense of

belonging, everybody needs to be nourished in riffeways.”

Amanda is careful to avoid the term ‘model’ inaeds to the demonstration
lessons she provides. “When | coach in classromr@se doing it together. | never say to
people, ‘Watch me do this and then to the samethifter all, you don’t want a whole
bunch of me. Still, | provide examples and demaitiins, especially for new teachers,
to give them an idea of what something looks likghe follows up with reflective
conversations that include a discussion about ey tould adapt what they saw into

their own practice.

Although Amanda is modest about her professiooabmplishments and does
not consider herself a professional writer, herikoaad articles are well respected by

teachers and literacy specialists around the cpumyself included. She feels fortunate
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to have an opportunity to share her experiencéssrpublic way and also feels an
obligation as a coach to share her thinking in etat ways she can, all in the name of
building capacity. Similarly, Amanda takes any ogpnity to involve her colleagues in
her professional work, inviting some to facilitaterkshops with her or co-author articles
with her. “When | know that’s the next step forrnméo take, | try to help them take it like

others did for me.”

Amanda’s Relationship with Principals and Distridteaders

| work with other leaders all the time.

| do what I can to help.

Amanda and Ross School’s current principal, Grhaee a strong relationship.
They worked together at Holmes School before bothing to Ross. In fact, Grace said
that Amanda is the reason she moved to Ross agearGrace believes that Amanda is
an effective literacy coach who has great influeistee said that she learned about the
role of a coach by watching Amanda over the ye'kén you're a coach, you're a
person who is always helping others become betigtlzat is always her approach to
anything, always helping people get better.” Greae that she has come to understand
the importance of coaching from Amanda which hasgetbped her own approach to

principal leadership.

Amanda admires Grace and the work she is doingels She praised her ability
to transition to a new school and follow an effegtibeloved principal. “She is doing a

great job as a first year principal, and I'm therdnelp her with whatever she needs.” She
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is aware that this provides her with a great dégbaver in the school, but she prefers to

focus whatever influence she has on improving stuarning.

Amanda has conducted workshops for principals astdat leaders to support
their understanding of curriculum and literacyiatives. She believes that this builds
their capacity as supervisors so that they arebatie to support effective teaching
practices in their schools. Amanda says that shle tmmfortable working with them and

is eager to work with them whenever she can.

Amanda believes she is part of any transformatiahis happening in her
schools and throughout her district. While frusidaby her school’s designation as a
“failing” school, she is confident in the work saed her colleagues are doing. She
believes that she is a positive agent of changasaable to make a difference. “That

sounds really huge, but I'm part of it. I'm partladilding capacity in the district.”

Amanda recognizes a number of professional wrdaadsscholars in the field of
education as having influenced her, including Malhaullan (1995, 2001, 2005) who
reminded her to be patient while change is hapgerfi®hange takes five to seven years,
and | think he’s absolutely right.” His writing alsaught her the importance of building
capacity in others. “He wrote an article saying t@aches won't last long if they are not
builders of capacity.” Amanda’s greatest influerscan the opportunities she provides for
others throughout her schools. “That's what peomald say defines my leadership. |

create opportunities, and | think people are vepreciative.”

Conclusion

| love building capacity.
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| love working with other leaders.
| love growing other leaders.

| can see the big picture.

Amanda enjoys her work and cannot see herself dmgthing but being a
literacy specialist. “I'm never bored and | finccionstantly challenging. New
opportunities often come my way, so it's nevergshme.” While she has considered an
administrative role in curriculum leadership, slas hever considered bring a principal
because of the many responsibilities that would tade attention away from teaching
and learning, and she would not be interestedath Because she works closely with her
principals, she has seen what they do every dagkiimy sure custodians are hired and
doors are locked and parents are happy.” She fleairshese responsibilities would
monopolize her time both in and out of school. &lees her ability to participate in her
children’s activities and would not want to losattaspect of her life because of school-
related commitments. With so many responsibiliéied commitments “you don't get to
focus on anything in real depth,” which makes thagyal’s job unappealing. “I
wouldn’t want to be an administrator because llydal/e the leadership aspects of my
job. I have the best of all worlds right now.” Ttmught of returning to the classroom is

intriguing. “Maybe some day. Never say never.”

Amanda feels that there is still plenty of work Fer to do, and her work
continues to broaden. In the past year, givendfairements of the Common Core State
Standards, she has led a team to align scienceaaial studies curriculum to include

literacy standards. By working with teachers fatjone day a month outside of their
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classrooms, Amanda has been able to help them mea&ring together and produce a
curriculum in which they have ownership and investim*“A lot of curriculum work in
the past has been done in the back room and tesagbeannoyed at that. I've taken it
outside. Until you have a conversation about itj gever will know what you have. | am

creating opportunities for that to happen.”

Amanda identifies herself as a writer. “Writingesiiis to me, and allows me to
speak.” She does not, however, usually intend tewRather, writing happens as both a
vehicle and product of her thinking. “I'm not thinky of an idea as my next article. It's
much more organic for me.” She is happy to sharevniging, but does not feel
compelled to do so. “If others want to read wha Blas written, she hopes they will learn
from her thinking. “It's really just my learning drwhen | put it on paper I've already
processed it and hopefully I've shown someone wlsere I've screwed up. They can
learn, | can learn, and that feeds me.” While hetdentral focus of her work, Amanda

feels that her writing is all part of coaching.

We never get anywhere alone.
| think as coaches, it’s not just about coaching.

| think it's about helping to grow somebody.

Chapter Summary

In this chapter, | presented four portraits, @esa of practicing literacy
specialists who were participants in my study. Thases provided both similar and
unique perspectives by which to explore my resequastion that asks: “How does a

literacy specialist develop an identity as a leatde8everal themes emerged from their
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collective stories that reveal insight into theesobf literacy specialists, the development
of identity, and the nature of leadership. By lsitg to their stories, readers are able to

learn about the phenomenon at hand. The partigsame as mentors for practicing and
pre-service literacy specialists, illustrating tixa@ys that social learning and relationships

support adults and lead them to transformativeniagr

In the next chapter, | will offer an analysis of findings, identifying themes that
were evident across the cases using thematic anéBaldana, 2013) and the Voice
Centered Relational Method (Brown & Gilligan, 19@|ligan, et al., 2003). | will also
connect their stories to the literature about lestup, identity development, and adult
learning. This will allow me to suggest implicatsothat could potentially influence the

development of practicing and future literacy sphsis.
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CHAPTER 5

ANALYSIS OF FINDINGS AND DISCUSSION

Introduction

The purpose of this project was to explore the phemon of literacy leadership
and the ways that literacy specialists developtitiea as leaders. Through a multiple
case study methodology in which | created detaikuative portraits of four practicing
literacy specialists, | explored the ways that timegacted and were impacted by their
school communities, participated in transformationdéiatives, and developed identities
as leaders. By listening to and recording theina$y | learned about their experiences
and was able to “open up a world to the reademtiaich, detailed, and concrete
descriptions of people and places” (Patton, 200238). By analyzing this “thick
description” (Geertz, 1973), | found patterns amehtes that are common in their
experiences. These have helped me to understapthém@menon of literacy leadership

and suggest ways to support their learning andldpreent throughout their careers.

A number of factors appear to have influenced #netbpment of my
participants including social and environmentaldibans that both challenged and
supported them. All of those factors pointed todbmplex and ambiguous nature of
their roles, a phenomenon revealed in the liteeatisrwell as among my participants.
While three of my four participants work under adieer contract, which is most
common among literacy specialists nationally, ti@s are typically different from
those of their teaching colleagues. Most are notiaidtrators and are not afforded the

same formal authority as principals, curriculunediors, or others with more traditional,
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and therefore more identifiable, titles. They hbadership responsibilities, but may
carry them out from the background as support meapio are building capacity in
others. Their work and their leadership may ruralp@rto that of teachers and
administrators (Crowther, Ferguson, & Hann, 2004) of whom are focused on student
learning, teacher instruction, and school improvetnnatiatives, although their paths
cross continuously. Others may see them as hegdukachers, consultants, and
specialists who support teaching and learning aad literacy initiatives in their schools.
They may see themselves in similar roles, althdabghr identities may have developed
over time and longevity. Literacy specialists alspresent the “sleeping giant of teacher
leadership” which can be a catalyst for effortsréamsform schools (Katzenmeyer &
Moller, 2001) and play an important part of thetgrd of a school and community. Their
identity exists in area in between teaching andianation which is both
uncomfortable and affirming for them and contrilsute their transformation as

professionals.

In this chapter, | will describe the processeseldu® express and analyze the
stories of my participants. In doing so, | wilsduss eight patterns, or findings, which
emerged from them and contributed to my understandi how these literacy specialists

developed identities as leaders.

Methods for Analysis

As described in Chapter 3, my methodology involeedducting three layers of
interviews, reviewing public documents, and obsegvny participants and their

environments. These three methods allowed meaongulate my data, assemble the thick
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description | desired, and develop a deep undeatstgof each participant. | then wrote
narrative portraits of each participant, includedcCihapter 4, in which | expressed their

stories and experiences using their words.

| used two methods for analyzing my data: themealysis (Boyzatis, 1998) and
the Voice Centered Relational Method (Brown & @glh, 1992; Gilligan, Spencer,
Weinberg, & Bertsch, 2003). | used both concursewthich helped me to listen carefully
to my participants and maintain my objectivity vehikading me to recognize common
themes that emerged from their stories. These agpeopriate methods for my study as
both have been used in previous case study anativarresearch to reveal themes in life
stories through the voices of the people expredsiagn, offering an authentic experience

of a phenomenon.

With thematic analysis, | searched for patternsesponse across the four cases
and noted them as extended statements and ph@Grseps of repeating ideas suggested
codes which led me to themes that, when wovenhegetuggested meaning, or

findings. Both common statements and outliers weted as part of their experience.

| used the Voice Centered Relational Method, aatiae technique, to listen and
be able to and express the stories of my partitgpdmound in a previous pilot study of
the topic that this method provided a structurdyjlective way for me to listen carefully
to the voices of my participants through multipt#dning and reading of transcripts. The
process yielded I-Poems which were valuable aratnmditive to me as | was able to

hear, interpret, and express the voices of litesp®cialists, a focus of this study. The
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process also led me to listen for other, or contnégd, voices that may have influenced

the statements of the participants.

While my methodology and analysis helped me exploeegphenomenon of

literacy leadership and leadership identity, itsloet offer broad generalizations. Rather,

it reveals several findings, discussed in this tdraphat lead me to offer implications not

currently found in the literature about literacespalists, professional learning, and

leadership. These, as well as recommendationsiftirelr research and practice, will be

discussed in Chapter 6. Findings and implicatiorssammarized in the table below.

Summary of Findings and Implications that Address he Research Question

4. The relationships between the literacy speciatsand their
principals were influential in their development asleaders.

5. Major mandated school improvement initiatives inpacted the
role and development of these literacy specialists.

6. Democratic leadership practices supported thetéracy
specialists in this study.

7. The literacy specialists in this study have a itive self-concept
and see themselves as leaders.

8. These literacy specialists emerged as leadersdhgh their
experiences within the social context of school.

are motivated by a
moral, transformative
purpose.

3. Literacy specialists
develop as leaders
through the social
contexts of their school
environment.

Findings Implications Question
1. Reading and writing is a passion in the lives dhese literacy
specialists.

1. Relationships matter
2. The literacy specialists in this study have sidair and multiple to literacy specialists.
responsibilities.
3. The literacy specialists in this study describeow mentor-
apprentice relationships enabled learning and devepment. 2. Literacy specialists

How does a

literacy specialist
develop an identity
as a leader?

Findings

1. Reading and writing is a passion in the livestbese literacy specialists.
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Terri, Kim, Kate, and Amanda all said that literazas a prominent feature of
their lives, some when they were children andrathe present day. Three of them
described their childhoods to be rich in opporiesito read and write. Terri wrote books
for her grandparents, curling up in “nooks and nresi’ of their old house where she
could read and write for hours. Kim remembers irgaduring the summers she spent
fishing for lobsters at her coastal home, lovingrg\kind of book but especially losing
herself in realistic fiction. Similarly, Kate readerything she could get her hands on
checking out countless books from the public lipradl of them work to instill a similar
love for reading and writing among their studertthair schools and among their

teachers who, as Kate says, “are surprisingly lhotéaders.”

Amanda, however, described herself as a “reluctader,” a child for whom
“reading did not come easily.” She said she onlydmeto enjoy reading and writing
when she was an adult. This struggle weighed heanilher throughout her childhood
and into college and led her to pursue literacycatan. She began to focus on the
children who were most like she was as a childsehwho had not yet “met the right
book” or who did not like to write. She also wantedelp teachers make reading a
central, positive part of their lives. She recoguizhe importance of building

relationships with books which enhances relatiguskith other people.

2. The literacy specialists in this study have damiand multiple responsibilities.

All of my participants described multiple rolesdaresponsibilities as literacy
specialists and coaches. While their roles weredégnt on the needs of their schools, a

typical occurrence among literacy specialists matily, there roles included several
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common responsibilities. Their primary work invallveoaching other teachers, using a
model that follows the Gradual Release of Respditgimodel (Vygotsky, 1978) and is
promoted by many scholars (Joyce & Showers, 2002nA2006; Knight, 2007; Puig

and Froelich, 2011). They spend time in classrodemonstrating lessons and observing
teachers in order to solicit and provide feedbdtley believe this promotes reflective

teaching and helps teachers improve their teadbyrigarning about themselves.

Terri says that she was always “very aware that (&ds) teaching teachers,” and
worked to provide them with resources and oppotiesio “helps them develop the
skills of effective teaching.” She believed thabiigh her years as a literacy specialist
and teacher, and her learning at Teachers’ Coltbgeshe knows what “good teaching”

looks like and is able to help teachers create it.

Like Terri, Kim knows what good instruction lookkd and hopes to help
teachers accomplish it. Now that she is requiresbfmervise and evaluate teachers in her
administrative position, she worries about how eas will react and accept her in that
role. She said that she is able to give honesbfsed even when it may be hard for a
teacher to accept, but is ready to provide alktiygoort she needs to improve. Kim works
to remain “close to teachers” although the admiaiste part of her job pulls her away

from them and their classrooms more than she wikdd

All of the literacy specialists focus on supportimgw teacher in their schools,
feeling responsible for helping them learn howaach reading and writing even when,
as Amanda says, “the universities haven’'t doneéAiianda and Terri decided to work

with them while Kim and Kate were assigned to ds Hy their principal. Through
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coaching, study groups, and workshops, all foucdes how they provide what they
consider to be a solid induction program for nosiceerri and Kate said that they worry
that other teachers will feel neglected becausg dhe paying more attention to new

teachers, but realize that they are focusing wtiexg are most needed.

All of the participants were especially consciofisheir roles as coaches and not
supervisors who completed annual evaluations. Ker) as the only literacy specialist
working part-time as an administrator, said tha&t gteferred not to supervise and
evaluate because it may jeopardize her relationsiiipteachers as a coach. As literacy
specialists, they are considered teachers andde@eaer support rather than supervision
which is connected to job performance, employmamd, potentially salary. They were
careful to set boundaries between themselves amndpiincipals and, as Amanda said,
were careful not to “rat anybody out.” Instead ytebare work constructively with

teachers who set goals for improvement and togdiegrshare stories of their success.

They see a clear distinction between administradioh leadership. Kate says that
administrative tasks “get in the way” and Amandeeag, saying that leadership is more
engaging for her than writing schedules and “malsimige the custodians have enough
supplies.” They have seen what principals haveotart! prefer the work that they are
doing because it allows them to be close to teached students while having influence
and, as Kate said, a “seat at the table.” In afremwment that embraces shared or
distributed leadership, as both Terri and Amandsieed, the roles remain distinct
which allows the literacy specialists to understtredr place in the organization and

contribute to the collaborative efforts for schonprovement. Indeed, when the locus of
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leadership is expanded, typically by a principabwilues such a model, my participants

felt most comfortable, satisfied, and influential

All of the participants see their roles as having@ad impact on their schools.
From analyzing data to coaching teachers to progidiorkshops to mentoring new
teachers, they believe that their work impactsdehit who are the ultimate beneficiaries
of their work. As Kate said, “You see your effopisying off” when children and teachers

are doing well.

However, they also see that their roles are somearhhiguous, different from
those of teachers and principals, and difficuliédine. As veterans, they have
constructed their role to be influential at thehgols by building capacity in others,
contributing to the leadership, and leading changiatives which will transform their
schools. They remember that this was not alwaysdke in some school environments
and when they first assumed their positions amlitespecialists. They recognized that it
was through their longevity and experience thay theeve defined and have begun to

thrive in their role within the school culture.

3. The literacy specialists in this study descrildealv mentor-apprentice relationships
enabled learning and development.

During our interviews, each participant identifie@éntors with whom they have
worked and discussed the ways that their mentoaategl their professional lives. These
included professors, principals, other administsgtother literacy specialists, and
professional colleagues, all of whom supported thfessional knowledge as well as
their personal development as educators. Amanatdifigel a past principal who taught

her how to be reflective, professors from gradsateol who invited her to co-present at
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conferences and co-author articles with them, adrs at the company that published
her book who helped her refine her writing proc&sge described principals whose
gualities she admired and particularly a fellowrigtcy specialist who had passed away as
being a significant influence on her work as thegorted each other in their roles. Terri
described her current principal, instructors anators from Teachers College, and a
consultant who was hired to coach her as beingential. She said that she “fine tuned”
her practice because of a consultant, Anne, whohivad by her district to coach her as
she developed strategies as a literacy leaderréllvas a partnership that | felt with
Anne and she helped me reflect on what was workimtjwhat was not.” Terri also
mentioned a network of literacy specialists in thistricts who met regularly to discuss
their work, share successes and challenges, amddebaboratively. She believed that
this team encouraged participants to mentor edwotr @ind improve both their individual

and collective practice.

All four literacy specialists recognized that theyw served as mentors for others.
Amanda readily admitted, “I had amazing opportesitio learn from people, so it's my
philosophy to do the same for others.” Both Amaadd Terri both described how they
built capacity in others by providing them with iars tools to support their learning.
Terri helped teachers learn by modeling it in frohthem. When meeting with teachers
after they had watched her demonstrate a lessenygtld talk with them and identify
things she did well and areas of improvement toehoeflective practice as well. She
believed that this helped teachers to see hertedftewhat worked and what did not and
encourage them to give themselves permission rme fmerfect. “I show them that |

always want to get better.” Amanda described homlitezacy room served as a resource
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for adult learning, providing colleagues with a@pand resources with which to explore,
reflect, and learn. Kim provides examples of beattice by modeling for her colleagues
as well as by connecting them with each other, eragpng them to talk about their
teaching and observe each other in practice. Kalaborates with consultants from
outside of her district to expand her repertoirstadtegies with which to model for

teachers at her school.

All of the participants also discussed how thestipalarly focus on new teachers
in order to guide their development. Amanda beketat this is a necessary part of her
work in that she is able to teach new teacherstabbat is expected of them within the
school’s literacy vision. This illustrates an urgtanding of apprenticeship, or the
relationship between a mentor and a novice, thatfist suggested by Lave (1977) in
her ethnography of tailors in the workplace whared through their close relationships
with their mentors and later expanded by Lave (12881), Wenger (1998), and others

(Brown, Collins, & Deguid, 1989; Collins, Brown, Bolum, 1991; Mosenthal, 1996).

Mentoring helped the participants in my study lebdnge in their schools. By
providing a safe space in which their colleaguadcttearn, even reluctant colleagues
were able to grow. Both Amanda and Terri descrimgtbagues who had initially
resisted changes in their literacy practices. Amaaiedalled a veteran colleague who sat
through countless workshops and meetings exudiggtivity through her body language
for months. It was only after Amanda had develop@dore trusting relationship with her
by helping her incorporate new techniques with nianeiliar ones that “she let her guard
down” and was better able to accept change. Tiswictfered a story about a colleague

who had made “great progress”. Over the courseasfynmonths, Terri modeled
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instructional practices and engaged in reflectiadodue about their lessons which led
the teacher to new ways of thinking. Both Terri &mdanda used their role as mentors to

influence the colleagues and were able to do sainvé social context.

My participants guided their colleagues into newysvaf thinking about literacy
instruction and help them navigate changes to thsiruction, especially in an
environment where change is mandated, through megtd his illustrates two theories
proposed by Lave and Wenger (1991): LegitimatepPeral Participation and Situated
Learning Theory. Both claim that learning is cousted collaboratively among people
who are engaged in a common purpose within a diBoeial context and that adults
support each other through a change process. Migipants created learning
opportunities for their colleagues within an autieesocial setting that allowed them to
develop as learners, leading to see their worlefitly and begin to experience a
transformation of their practice. Such communitépractice serve as holding
environments (Kegan, 1994) that enable adult learteemove toward a transformation

of knowledge and practice within a climate wherargfe is mandatory.

4. The relationships between the literacy specialiand their principals were
influential in their development as leaders.

All of the participants in this study described tetationships they had formed
with their current and past school principals. Tdescribed how she “blossomed” when
her current principal was hired at her school anthAda “felt connected” because her
current and immediate past principals invited becdllaborate on initiatives to move the
schools forward. However, this was not always #eecas each of my participants

described relationships with different principatglalistrict administrators who did not
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embrace a distributed leadership model. This petsaeoffered a valuable distinction
between environment in which they felt supportedygd, empowered, and vital and in
an environment in which they did not. The formesupportive of their developing

identities and the process of their socializatiao roles of leadership.

While Kate appreciated her principal, she acknoggetithat she was often “sent
in” to support certain teachers about whom thegped was concerned. While she
believed that his intentions were always constrecand supportive, she was cautious not
to become his “informant” which would have compreed her relationship with other
teachers. Similarly, Kim was conscious in her fpgsition as a literacy coach that she
was being sent into classrooms and would work tei#tthers because of an
administrative mandate. She was given a clear agead¢hange the ways that teachers
were teaching writing, which was developed andveedtid by the principal. Kim
appreciated how her principal assigned her to idasss and defined the work she would
do with every teacher. As a new literacy coach,felighat his mandate established her

role and “opened the door” for her.

Each participant described the relationships tfesethad with different
principals and administrators, and noted both p@sdnd negative differences in
leadership styles. This impacted the cultures @if thchools. While all had worked with
principals whom they considered to be “ineffectivVapt-visible,” or “unable to
communicate,” they named similar qualities in mswecessful principals with whom
they had worked. These qualities included an gtiiitmotivate people, organize work,
direct initiatives, collaborate with others, aslegtions and listen to responses,

empathize, and build capacity in others throughioeitschool. All said that they felt most
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valued and successful when they worked with pradsivho supported them both
personally and professionally. Terri said Angeleognized her knowledge and believed
in her ability as a literacy specialist. “She rgatlsts my literacy judgment. That was
huge. That had not always happened.” Similarly aAda described both her current and
past principal as “involved in everything and evbinyg” and “very interested” in the
work she was doing.” Her current and former priatignd her former assistant
superintendent were particularly involved in herkv@ hey regularly attended her
workshops and meetings which “spoke volumes” topdugicipants. This was in contrast
to a school at which she had once consulted wheegiministrators participated in
workshops at all. She also appreciates the autorsti@yas been given. “They’ve never
said no. I've been allowed to grow and flourish @nychew things. I’'m not sure that
many people have been afforded those same oppetuihKate also appreciates her
current principal who is collaborative and willibgshare decisions about all aspects of
the school organization with others. She feels $lke has both autonomy and

accountability as she leads initiatives to imprbtezacy teaching and learning.

None of the literacy specialists in my study pudstleeir jobs on their own. All
were invited, encouraged, and even begged to asthemdirst position by school
principals and district administrators. Kate ddsed how the principal who hired her
visited her classroom to watch her teach. She badrrmet him and was unsure of the
reason he wanted to observe her teaching. It wigsdren he was leaving her room that
he said that he had heard about her work and weddeshe was interested in serving as

his school’s literacy specialist. She was flattetad initially declined the offer. She only
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accepted his invitation at the encouragement aoflaague and close friend who had also

been approached by a different principal to doIsinwork.

Similarly, the relationship my participants hadwither leaders in their schools
influenced their identity. When authoritative leeslserved as principals and directed all
of their work, as was the case with Kim’s seconsdlifan, or laissez-faire (Northouse,
2012) leaders were disinterested in their work j@aud little attention to them, they
revealed that they felt less like a leader. Thadtyrhost supported in their work as leaders
when principals followed a democratic or distrilwltyle of leadership and valued their
knowledge and experience. All of them were recduiteapply for their jobs, hand
selected by democratic leaders who knew of therkvas teachers and sought them out
to lead literacy initiatives in their schools besawf their past experience. They were
given autonomy to conduct their work, as when Katmed the Reading Teacher
Leaders group and Amanda developed her literaayyamd took risks to influence their
colleagues and school. They were included by aditnators in building leadership
teams, contributing to decisions and initiativex] &lt able to express their voices in
concert with others. It was the influence of a deratic leader that encouraged them to
enter a new stage in their career, a new stagevalopment that would challenge them

as adults.

School principals helped to establish the idertftiteracy specialists. By
inviting them to serve on leadership teams, coimgpivith them about improvement
initiatives, or assigning them to work in classrapnhey publicly validate their

knowledge, insight, and influence which leads atliersee them as leaders. It also leads
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literacy specialists to see themselves as leadktcaacknowledge their own roles in

leading change within their schools.

5. Major mandated school improvement initiativesparcted the role and development
of these literacy specialists.

While the schools at which my participants workeste located in separate cities
and had distinct demographic differences, theglared several common factors that
influenced their culture. All of the schools hatlpae time, been classified as “schools in
need of improvement,” or “failing schools” by thetates’ Department of Education, a
designation which is based primarily on studenie@ment test scores, but also
includes, in some cases, rates of progress amangpgof students such as children with
disabilities and children who have limited profiwoy in the English language. Because
of their designation, the schools were requiredeteelop and implement plans to
increase student achievement and progress acesgitiie school and target
populations. While some improvement efforts wergerextensive than others, all plans
involved a transformation of teaching and learrtimgugh professional development in
literacy instruction. The literacy specialists wergected to be resources for this step by
coaching teachers in new practices and monitotungdesit achievement data in response
to their refined instruction. For most schoolsstlepresented a shift in culture and

caused teachers and principals to think differeatigut their work.

Each of my participants’ schools approached impmoa initiatives differently,
although they all said that these efforts had impdostudent achievement and changed
the way their schools operated. For example, Kistdeed her experience as a literacy

coach at a school whose improvement initiative fnasled by the highly structured and
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accountable Reading First grant. She was hire@fpteachers apply required
instructional practices in writing. She was direchy her principal to provide coaching
as well as feedback to him about the progress &eaetere making. While she was
uncomfortable with that, she complied in orderuport the mandatory initiative. Kim,
as the literacy coach, functioned as a strategybald enable the initiative to move
forward. She said that she was allowed to leadhikiative in her own way, but was
expected to follow the mandatory program. Her lesiip was directed by the principal
who managed the entire initiative which includddéthe participants in its
implementation. The initiative resulted in improv&ddent achievement test scores by

the time the grant ended, which was its goal.

The impact of improvement initiatives involved madin@an increased scores on
student achievement tests. Amanda said that at Rdssol, the teachers and principal
realized that what they were doing “just wasn’t king,” so they needed to “try
something new.” Low student achievement may haogiged data to initiate the plan,
but there was an already existing feeling that geameeded to me made in order to
address student and staff needs. When Amanda beg&mg there, she was
immediately invited to participate in planning ttfgange initiatives that would involve
restructuring schedules, curriculum, and profesdidevelopment. She was immediately
engaged in determining needs by getting to knownbker colleagues and shared her
insights with the principal and other teacher lead@/hile she acknowledged that it
“wouldn’t be smooth sailing,” Amanda was involvedrh the beginning and helped to

create an environment where change could be man@igedrganizational structure of
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the school, built around relationships among tlelts, supported her development as a

leader.

The most drastic of improvement plans occurredeati® River Meadow School
where the principal and more than half of the teesihad been replaced. She described
how the new principal, Angela, who had led othen&anound schools before coming to
River Meadow, had engaged all of the staff in thpriovement plan. She asked everyone
to participate by contributing ideas and providiegdback to which she responded with
both immediate and long-term actions. For examptauhe suggestion of several staff
members, Angela allowed for flexible schedulesdtidy support an academically
focused after school program. She was a constasepce in classrooms, hallways, the
cafeteria, and other places where students, siadfparents had gathered, asking
guestions, listening to responses, and solicitolaboration. Terri, who had worked at
River Meadow with four previous principals, appeged the difference in Angela’s
leadership. She navigated a mandated improvemigiatire with deliberate choices in
leadership. She genuinely promoted collaboratitiended to relationships among adults
and children, and created structures that supppdegdle in an environment that was
forced to change. This allowed staff to become pachange. Through Angela’s
leadership, Terri helped to direct the change m®ead allowed her to develop her skills

and identity as a leader which had been a challeager in her career.

While the change initiatives at each of their s¢hogere mandated by their
state’s Department of Education, the schools agexhimprovement collaboratively
and regarded them as opportunities for growth. [if@kacy specialists factored

prominently in the initiatives, providing techniclpport for improving instruction and
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supporting their colleagues throughout the chamgegss. They developed a role as
leaders through the initiatives, mediating the exggons set by authoritarian leadership
and the realities of classroom instruction. Collezglooked to them to lead the change
process. This contributed to their identities asléxs whose influence was appreciated

and tangible.

6. Democratic leadership practices supported therkcy specialists in this study.

A common model of leadership emerged from the easoof my participants
which described a democratic leadership style iitwlieaders and subordinates work
collaboratively without a hierarchy of “top-downdmmunication and expectation
(Northouse, 2012, p. 56). In this style, all voiegee sought out and heard, individuals are
valued for their contributions, and feedback alpmrformance is generative rather than
corrective. Interpersonal relationships engagegpants as followers and build

networks of support for individuals and the orgatian.

My participants identified the qualities and almi of leaders they knew and
whom they consider to be effective. These includgdning and communication skills,
integrity, collaboration, creativity, and an alyiltb follow through on initiatives. These
all point toward a relational view of leadershifnely also named qualities and skills of
less effective leaders which included disorganargtdishonesty, a lack of vision, the
inability to communicate, and a preference to lelathe. The leaders they initially named
were primarily administrators— principals, supezimdents, and curriculum leaders- all of
whom held titles of authority within a traditionsthool organizational structure. As our

discussions about leadership continued, some napieégues and other teachers as
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leaders. My participant Kate bluntly stated thdlk teachers are leaders.” However, this
is not a typical or conventional association beeaxfghe overriding concept of school
leadership as managerial (Collay & Cooper, 2008)eéd, three of my participants said
that they did not want to be administrative leadersause of the many duties they see
their administrators doing every day, most of whichnot involve teaching and learning.
They saw their leadership roles as horizontal,emsgoon the same level of the
organization with teachers who had the greatesinpiat for influencing the lives of

children.

In addition to relational leadership, my particismalluded to two other
philosophies of democratic leadership: distribuestlership and servant leadership.
Distributed Leadership refers more to the praaickeadership than the roles and
responsibilities of individual leaders. It recoggszhe contributions of all individuals
who contribute to leadership in an organizatiooluding those with formal and informal
roles (Harris & Spillane, 2008). This approacmas merely about a sharing of roles, but
rather a stretching of responsibilities among mplédtieaders who have a vested interest
in the work at hand (Spillane, Halverson, & DiampB@01). The theory anticipates the
ways that leaders interact with each other and feitbwers as an entire community

navigates change.

Similarly, the principles of servant leadership egeel as considerations about
leadership among my participants. They describ@dwa of leadership that suggests a
greater moral purpose, particularly in wantinguport students by supporting their
teachers and improving their schools. Just astitermpacts the very core of individuals

and the conditions in which they exist (Freire &dddo, 1987; Giroux, 1987), my
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participants suggested that leadership can createanditions within a culture that will
have a lasting impact. This is reminiscent of setW@adership. Described by Greenleaf,
the servant leader considers himself a servantaind begins with a “natural feeling that
one wants to serve” (1977, p. 27) and emerges giroallaboration, empathy,
communication, and service. When Amanda declaradstine would do anything to help
another teacher and described her first year isrady specialist as being “on the floor”
cutting out bookmarks and organizing books, sheatestnated a willingness to serve her
colleagues. When Terri asked the faculty at O’Ddrfdehool, the new school to which
she was assigned, to tell her about their streragtdsneeds and assured them that their
conversations would be confidential, she honoredbkkeagues and developed a trusting
relationship. When Kim provided honest feedbac&ditleagues in a new supervisory
relationship and supported them with resourcesstnatiegies to help their practice, she
showed how she would use her authority to assrstdikeagues in improving her
practice. As Kate built a team of reading teacbadérs and invited everyone to come to
the table in order to contribute their own experasid experiences in a true communities
of practice model (Wenger, 1998), she showed hiéggagues that her authority was not
about command, control, or power but rather ofislggoractices and mutual
contributions to school improvement. All of thermétioned as servant leaders whose
moral authority was created by proving themsehgekrnmwledgeable, trustworthy, and
reliable rather than by using power to force chafte participants in my study aspired
to and used influence strategically which contréoltio the development of their identity
They focused on building the capacity of their eajues which would in turn build the

capacity of the organization to impact learning.
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While my participants said that they preferred vilogkin shared and distributed
leadership models, they recognized the need facipals to make decisions, some of
which were top-down. However, they all describeslithportance of mutual
communication with their principals even when mdadavere imposed. Terri regularly
asked her principal for feedback and appreciategefais directness that, coupled with
kindness, demonstrated respect. Amanda felt tleatshld be direct with her principal
and could challenge her when she did not agreeauitbcision. She expects that she and
her principal to be honest and direct with eaclentfihis open communication builds a
collaborative relationship that is important to main among leaders in a democratic

leadership structure.

All of my participants recognized that not evespact of the school’s culture was
positive or productive. However, leadership cheiegthin the organization neutralized
negativity and maintained progress. Kate discupséditical situations in the community
that clouded the teachers’ willingness to engageeim initiatives. Terri described an
authoritarian district leadership team whose adstiaiive mandates were typically
received negatively which resulted in resistanatrapresented misalignment among
teachers, principals, and district administrat@reanda realized early on that “not
everything was always rosy” as she and others vdoidkeeform their school, although
she said that teachers were willing to try oncg thederstood how they would be
affected. She recounted stories of teachers whdbad resistant but eventually became
supportive of change initiatives over the courseedMeral months or even years. By

building relationships with teachers, Amanda balgshe is demonstrating a
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collaborative culture and is providing a senseba&inging,” where “everyone is

nourished professionally.”

All of the literacy specialists see themselves dgfarent kind of leader than is
conventionally defined in a patriarchal system saslpublic school. By the very nature
of their jobs, they work in between the traditioralks of teaching and administration.
Neither classroom teachers, although they are graglwith a teaching contract, nor
administrators, although they may complete adnretist tasks, they see themselves as
creating a new form of leadership. Even Kim who kggpart-time with an administrative
title, responsibilities, and salary, envisions petyf leadership that differs from the
conventional concept of authoritarian leadershipamools. She, like the others, sees
leadership structures that are supportive, colkba, and dependent upon relationships

with others.

While they do not name it as such, all of my pgsaats describe leadership
models that have inherently feminist attributesnaly that they are built upon
relationships among people in a horizontal orgammal structure rather than directives
delivered from a single authority (Grogan & Shales2011; Porter & Daniel, 2007).
While they all work in school districts with hieddical structures and administrative
mandates, as evidenced by imposed improvement atahthe many requirements of
grant funded programs, they function as leadeutiir the autonomy they have in the
school level of the organization. They describe et®@vhere different voices are heard

and considered as work is initiated, change isrgited, and progress is realized.

7. The literacy specialists in this study have ssjive self-concept and see themselves
as leaders.
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All of my participants revealed that they consetethemselves to be leaders at
their schools. Because of the responsibilities @ased with their job, their relationships
with administrators and colleagues, and their agimmments at their schools, districts,
and beyond, all four believe that they exhibit gamqualities to those they recognized in

other successful leaders.

In particular, they all said that as leaders, thasticipated in advancing the
school’s vision, taking part in decisions that irofea learning, and organized initiatives
and programs connected to literacy. They saidttfebelieved that their colleagues and
administrators saw them as people who were knowlglolg about literacy instruction, as
resources who could provide information about neg@ind writing instruction. They also
believed that others considered them to be leadenseople who had the knowledge,
experience, and skills to lead them in literacy, this too took a considerable amount of
time to establish. It also remained tentative fbothem and heavily dependent upon
the context of the school, the relationships they With teachers and principals, and the

perceptions others had of them.

All of the specialists saw their role as a helpsrsomeone who works “behind
the scenes” to support children by supporting ttesichers and school. They believe in
building the capacity of other people and of thetem itself, providing support for their
teaching through coaching in a gradual releasesygansibility that would eventually be
assimilated and sustained in their practice. Theept of being a helper was broad. Terri
and Amanda would organize books, laminate bookmarks photocopy materials for
teacher so that they can focus on their teachitigrahan clerical tasks. They asked

teachers to tell them what kind of help they neadeaah effort to customize their support
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and address a teacher’s immediate needs. Whilel&agbs when she describes her
leadership as the result of being “the only on wdised her hand,” she and the others
recognize the importance of being at the servidbdaif colleagues. This builds capacity

gradually by addressing whatever needs that asept@and guiding others to grow.

The greatest result of building capacity for Amarmsl“growing leaders” who
work in classrooms but are involved in leadershipative in their schools and beyond.
She was proud to explain how she encouraged teattharork with her on writing
projects and conference workshops both in theidigtnd at national conferences.
Similarly, Terri is proud of how her teachers aosvrable to facilitate their own
professional learning communities and study gramshow she is able to take on the
role of participant and even silent observer. Ketgan to develop leadership in her
colleagues by establishing the Reading Teacherdreagtoup, a voluntary group of
teachers who met regularly and were engaged ioraoctisearch and professional
development. She also believes that all teacherkaders and continuously remind

them of that.

Terri, Kim, Kate, and Amanda believe that theyédafluence in their schools
and cite specific evidence that is tangible. Theplalish relationships among colleagues,
create a space for them to interact, reflect, aadhl, and offer themselves as mentors for
instruction. This focuses their attention on tloeileagues as adult learners who, when
working together, will realize both personal andfpssional transformations and school
change. They see themselves as agents of changa|admrators in improvement

initiatives whose goal is to transform their schsoloy transforming teaching and learning.
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The participants in my study were all very awaréheir role in impacting the
lives of others. While none of them taught theimastudents directly, they realized an
influence by supporting teachers and the schoolghich they worked. For example,
when Amanda, the published author, spoke aboudingilcapacity in other people, she
described how she supported teachers’ instructioeadls and encouraged them to see
their work in a larger context. She encouragedrstteework with her on projects, co-
author papers, and present workshops with hertetriah conferences. When Terri
admitted that she had taken a “back seat” at sdittee@rade level meetings she once
actively facilitated by encouraging other teacherset the agenda and lead
conversations, she believed she had helped grdupaahers become more self-
sufficient and more in control of their own leamitWhen Kate who organized the
Reading Teacher Leaders group engaged her colleagaetion research, she
recognized how their learning was impacting thefica of the participants as well as the

entire school community.

Similarly, all of my participants spoke about wiagtto make an impact on their
schools and recognized the successes they havé lmeyglsaw their work as instrumental
in advancing a culture of literacy as well as dwnel of change. Terri, who was
empowered by her new principal, saw herself asrgroitant member of the school’s
leadership team, offering advice and feedback aindtigtives that would impact
learning throughout the school. Having acknowledgedsuccessful leadership at River
Meadow, she was excited to work at a second sarabtevelop similar models there.
Kim, now in a part time administrative role in atiloi to her role as a coach, was pleased

that her ability to influence had been immediaiabyreased by her new title. Amanda
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who uses her literacy room as a space for teathdearn is proud of the changes she has
witnessed at her school over the years, partiguthd development of reflective practice
of both teachers and students. The influence Ambaadaad on her school in the many
years she has worked there was confirmed by hecipeal who described her many
contributions and acknowledged her role in changiregculture of the school. While
modest about her success as a published authaa|ssheees how her writing and

consultation can influence others at her schoolkaybnd.

All of my participants spoke about their senséelbnging, feeling accepted, and
being valued in their schools. Amanda spoke of Hug/need to belong was most intense
when she first assumed her role. Challenged byese#ting with new colleagues, as
well as a lack of a physical space, she strugglatkfine her role and introduce herself to
her new school. She said that it took several yea® truly accepted, particularly by
veteran teachers who viewed her with suspicionri B&perienced a similar situation
even though she had taught at her school for slkeyeass before becoming the literacy
specialists. Her colleagues saw her as a primacher and were not aware of her
background or her ability to support fellow teacheffectively. It was only when she
became connected to Teachers’ College that hexamplles recognized her as a leader
and she felt accepted in her role. She acknowletigichn outside authority was needed

to validate her ability and knowledge.

A sense of belonging, together with a feeling dfuence have supported the
development of identity among my participants, aomhg Kegan’s suggestion that
adults most yearn to be included and to have aesaresgency (1994). Similarly, this

illustrates the “procedural way of knowing” (BelsnlClinchy, Goldberger, & Tarule,
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1997) which suggests that women develop both vancka sense of self through
interactions with authorities, listening to the tiplé voices of their administrative and
teaching colleagues and learning to connect théray become socialized into

leadership through the relationships and netwarksghich they participate.

As leaders, my participants are clearly focuseg@ople, working to empower
their colleagues and build capacity in them toheaell which will ultimately improve
the lives of the children they teach. Porter andiBlaefer to this stance as “legacy
leadership” (2007, p. 261) which seeks a greatgrqee by creating future leaders who

share similar beliefs about leadership.

8. These literacy specialists emerged as leadensuidph their experiences within the
social context of school.

Leadership, like teaching, cannot exist in a vacultiexists because of and in
relation to social interactions among people. Bseaf this, leadership emerges over
time and develops as individuals respond to therrrenments. The participants
suggested that while certain personal dispositveer® innate and could not be learned,
leadership could emerge through socialization ithérole. They emerged as leaders over
time through relationships with other people, mafarly through those with influential
mentors, and the conditions in which they workethafhda believes that she has moved
into the role of mentor and recognizes how shewgrteaders” and builds their capacity.
Terri sees herself in the same way, recognizingstiae people, like herself, may not be

“natural born leaders.”

All four participants described how they knew thegre leaders when others

recognized them as ones. Kate and Kim believedwesg leaders when their colleagues
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were coming to them for support, advice, and feeklbang before they held official

titles. Amanda understood her leadership when aglles who once challenged her
validated her knowledge and experience. Terri tsdwr principal and colleagues as
acknowledging and nurturing her leadership, bui e¢gognizes that her work at
Teacher’s College helped to establish her leadetshproviding an authority to her
practice she feels she was lacking previously amplosvering her as a leader. Similarly,
All of the participants believe that a leader'd-®eincept is dependent on the recognition,
validation, and affirmation of others which leatlser to develop an identity as a leader

and function in their roles.

My participants also described how their principziten directed their work. Kim
said, “l was told where to focus” and relied on pencipal to set the goals of the school
and assign her to classrooms in most need of suggiarilarly, Amanda was directed to
help teachers establish a reading workshop whearsived at Ross School, although
was given little guidance or direction in how toitld' just kind of got to work.” Over
time, my participants initiated projects and becanuge self-directed, as was the case
with Kate’s group of Reading Teacher Leaders apd fbcus on action research. While
topics for their research were self-selected asgdth@n the needs of students as revealed
by achievement data, Kate made sure that their waskaligned with the school’s
improvement goals and that the principal and dis&dministration was supportive. She
initiated a relationship with a national consultant asked her to work with
administrators to help them understand their wBHe said that this was very successful
and further validated the work of the Reading Teadleaders as well as her work as a

literacy specialist.
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The current principals of my participants, two dfam are women and two who
are men, appeared to balance a distributed leadersidel along with a predominantly
hierarchical structure. All schools held major matody improvement initiated which
required the careful and strategic administratiba leader. Rather than controlling the
initiatives independently, these principals chasshtare the leadership with others,
empowering multiple individuals with influence. Dlugh their choices of leadership,
they created an environment that engaged othetsaduserve as leaders. This supported
the development of my participants’ identitieseaders, led to high satisfaction in their
work, and built a strong sense of ownership intthasformation of their schools. The
principals’ roles were essential in establishirgubiure in which adults thrived as

learners, teachers, and leaders.

My participants see how they have grown as ledoecause of their interaction
with superiors, colleagues, and followers. Whereddk provide an artifact that
represented their leadership, all four said they thad considered bringing a teacher
because their colleagues were representative ifviloek as a leader. All of them refer
to the teachers at their schools as “my teacherd’feel a sense of ownership of their
needs, challenges, and successes. Amanda refeitesl progress of teachers as her
“report card.” Changes in their practice give ewicke of her work. They all talked about
how they facilitated study groups for teachersmymwhich they asked teachers to think
about their practices, receive professional devalag, and plan for continuous learning.
They believed these meetings were central to theik as literacy specialists and

essential for the improvement of their schools.
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While they created opportunities for teachers &wrecollaboratively, they were
not provided with peer groups or regular occastorisarn with other literacy specialists.
Even in districts with other literacy specialisteldeacher leaders, opportunities to build
professional relationships in a Communities of Bcawf their own are uncommon. If
they exist, they must be developed by the spetsaliemselves. Kate developed her
Reading Teacher Leaders group and Kim initiateglationship with colleagues in the
Department of Education to support their work. Tappreciates a relationship with her
mentor from Teacher’s College, but misses the equpportunities she used to have to
work with fellow literacy specialists in her digtrinow that they are no longer able to do
so during school time. Amanda feels as though sladays the one who organizes the
professional development but must search for ih@mown, typically connecting with

colleagues outside of her district and state.

The schools in which my participants work offerrsfgcant opportunities for
growth and development. Through individual relasioips with principals, fellow teacher
leaders, and teaching colleagues as well as thetste of leadership within the school
environment, my participants emerged as leadersfethwalidated, important, and

influential.

Chapter Summary

While every person’s experience is unigue, asexnadd in the portraits of my
participants, common themes emerged in the wayehggged in their work and
perceived of their roles within their school comntis: concepts of social learning,

democratic leadership, purpose, and influence sfeaeed among them which suggest
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common themes in their development. These thenfesarf understanding of the

phenomenon of literacy leadership and suggest aapdins for future development.

In this chapter, | described the methods usedatyaing the data collected to
address the topic of my dissertation project aedjthestion, “How does a literacy
specialist in a public elementary school develojdentity as a leader?” The common
themes that were revealed through cross case andtysot draw broad generalizations
about all literacy specialists, but have led msytathesize several implications that relate
to the role of the literacy specialist, the struetuand practices of leadership, and the was
that adults learn within a transformative environmén the final chapter, | will discuss
these implications about the phenomenon of liteteagiership and make

recommendations for further exploration of the ¢opi
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CHAPTER 6
IMPLICATIONS OF FINDINGS AND RECOMMENDATIONS

Introduction

The phenomenon of literacy leadership is importammonsider as public
education works to improve learning and transfasrschools. The ways that educators
who work as literacy specialists develop an idgrat#t leaders has proven to be a timely
topic that has been both personally and profesBjoiméormative. By listening to the
stories of four veteran practitioners, all of whamare women working at public
elementary schools in different New England citlesas able to recognize patterns in
their perceptions and experiences as well as igutiares of their schools. These
encompassed the ways in which they approachedwvioek, understood the concept of
leadership, and perceived of their influence witieir school communities. These
patterns suggested that their leader identity eetehigpm the social context and involved
their relationships with supervisors and colleagtiesir interaction within a school
culture of change, a transformation of their schpahd ultimately a transformation of
their own lives. Indeed, while they worked to trams their schools by supporting
teaching and learning, they simultaneously expeddra personal transformation that
contributed to their leader identity with a cle&@ion, a moral purpose, and a

transformative mission that will change the livéothers.

Summary of Preceding Chapters

As | conclude this study, a brief summary of edchpter provides the reader

with a review and supports the discussion of mylicagons.
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Chapter 1 introduced my topic, my background ateeaty specialist, and the
rationale for my research, as well as the theakframework of Social Learning,
Relational Cultural Theory, and Transformationaaireng Theory that support my

study.

Chapter 2 provided a review of scholarly literatcomnected to the topic, namely
theories and research about the role of the liyespecialist, concepts of leadership, and

identity development.

Chapter 3 described the multiple case study metbggid developed to conduct
my research, introducing the four participants ystudy and explaining my process for
conducting layered interviews with them, reviewdawruments about their schools, and

observing their practice.

Chapter 4, the heart of my study, presents naggrtraits of each of my four
participants, expressing their stories and expeegms literacy specialists. The stories
included the words of each participant as welbaegts from I-poems created through

my analysis and images of artifacts they sharethgurur interviews.

Chapter 5 offers an analysis of my data, expreasesix themes that emerged in
the cross case analysis using Voice Centered RetMethod and thematic analysis

and are important in understanding the phenomehbie@cy leadership.

In this final chapter, | will discuss four implittans that | have learned about
literacy specialists and their identity as leaddriselieve that these implications can

assist in a deeper understanding of the roleseshlty specialists in our schools, support
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their development as educators, leaders, and leadulters, and contribute to the

scholarship not only of literacy and leadershipddab in school transformation.

Research Question

Throughout this final chapter, | will discuss whaiave learned in response to my
research questiomow does a literacy specialist in a public elemeptschool develop
an identity as a leader®/hile a case study does not offer generalizatoyrdraw
conclusions, my research offers insight into theettgoment of literacy specialists and
lends a perspective on the roles they play in ohogls that is not present in the
literature. My study also suggests the importasfaansidering an approach to
leadership that differs from the conventional authdan approach, namely a
transformative application of leadership that intpdhe cultures of our schools and the

lives of our children.

Implications — Developing a Different Kind of Leade

Throughout this study, | held a personal bias litextacy specialists served as
school leaders, but wondered if they saw themselsdsaders. The stories of my
participants confirmed my bias but suggested atraxtitional leadership role that
remains tentative within the school organizatioheif stories also reveal that they see
themselves as leaders within the school environ@medtheir relationships with others
contribute to that identity. By exploring theinad¢opment, | identified findings about
their roles, their identity, and about leadershigd ¢he organization of school.
Summarized in the table below, these themes sutgefbllowing implications that

could potentially impact both the literacy speatdias well as school leadership.
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Summary of Findings and Implications that Address he Research Question

Findings

Implications

Research Question

1. Reading and writing is a passion in the live
of these literacy specialists.

2. The literacy specialists in this study have
similar and multiple responsibilities.

3. The literacy specialists in this study
described how mentor-apprentice relationshij
enabled learning and development.

4. The relationships between the literacy
specialists and their principals were influentig
in their development as leaders.

5. Major mandated school improvement
initiatives impacted the role and development
these literacy specialists.

6. Democratic leadership practices supporteq
the literacy specialists in this study.

7. The literacy specialists in this study have a
positive self-concept and see themselves as
leaders.

8. These literacy specialists emerged as lead
through their experiences within the social
context of school.

1. Relationships matter to
literacy specialists.

2. Literacy specialists are
motivated by a moral,
transformative purpose.

3. Literacy specialists develop
as leaders through the social
contexts of their school
environment.

How does a literacy
specialist develop an
identity as a leader?

Implication 1. Relationships matter to literacy sgcialists.

Literacy specialists view leadership as an oppdrtia develop and sustain

relationships, help people navigate change and gsoprofessionals, and build capacity

in individuals and throughout the school. This supgpthe concept of relational

leadership (Daly, 2010; Institute, 2014; Komiveglet2009; Komives, Longerbeam,

Owen, Mainella, & Osteen, 2006) which is definecdselational process of people

working together to accomplish a change or makiéfereince that will benefit the

common good” (Komives, et al., 2006, p. 402). AgwRelational Cultural Theory
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(Institute, 2014; Miller, 1986) which recognizeg importance of relationships and voice
in human development and suggests that the personaéctions people make help them
to navigate the uncertainties and complexitieshainge, leadership is dependent upon
the context in which it exists. The theory alsogegjs the necessity of grounding
leadership within the social context (Komives, let2009; Komives, et al., 2006) in

order to support the development.

This approach to leadership contrasts with a caimeal model of authoritarian,
patriarchal leadership which traditional schoolarigations follow. This model emerges
from a feminist perspective that nurtures an oron by focusing on people, a social

consciousness, and collaborative action.

Because leadership is a product of the greatenreu#tnd the context in which it
exists, these models are challenging to createsasiéin. While the participants
considered themselves to be leaders, they waitbd tallowed” or “encouraged” to
lead, as Terri suggested in her description otherent principal’s empowerment of her.
Even when a democratic philosophy of leadershpgyesnoted by visionary principals,
the overarching authoritarian context of school nmagede its greatest impact. Non-
hierarchical leaders, such as literacy speciaistsother teacher leaders, still need to
follow the directive of a supervisor in order tonfion as leaders. This sets a foundation
for the ease or challenge of developing an ideatsty leader. However, when the
administrative leader, the school principal, embsasuch a philosophy, the literacy

specialist is able to develop as a leader.

Implication 2. Literacy leaders are motivated by amoral, transformative purpose.
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Literacy, by its very nature, is inherently palél and deeply rooted in culture. It
enables people to construct and make meaning ofdva experiences and is
“fundamental to aggressively constructing one’sebdi(Giroux, 1987, p. 7), which
supports a person’s interaction with power andetgas well as self and social
empowerment. Literacy suggests a means for peogaih greater control over their
lives, engage in social action, and promote satiahge in solidarity with the
marginalized (Shannon, 1990). Being able to reabvente provides us with the capacity
to “read the world” and develop a better understamdf the political limitations and
possibilities that emerge in our contemporary wakiteracy allows people to navigate

the complicated world that surrounds them and nmaganing of their experiences.

Literacy, then, is itself a transformative proc@dezirow, 1996) that supports the
ongoing development of people and impacts thely irees. The role of a literacy
specialist is likewise inherently transformatives #he catalyst who provides an initial
“disorienting dilemma” (Mezirow, 2000, p. 22) or agent who initiates reflective
discourse in search for a common understandingdreences, a literacy specialist
offers her colleagues an opportunity to reflectrupod navigate change, make sense of

their work, and become self-directed in their teéagh

Literacy specialists provide what Kegan (2000,9). calls “informative
learning,” or new content that contributes to alseastablished experiences and ways of
knowing. Through modeling, coaching, and directringion, they provide their
colleagues with the tools for change, expectationpractice, and improved instruction.
However, as literacy specialists create a deepeactmamong their faculty, as evidenced

by their growing independence and confidence iir therk, the move toward
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“transformative learning” makes them more vulnegabl change (Kegan, 1994). Both
forms of learning are valuable, although the lafeilitates a reconstruction of standing
frames of mind which may be instrumental in largales transformation or improvement

efforts in a school.

The four literacy specialists in this study rel@dstrong interpersonal
relationships with teachers, to be reflective alibair practice (Kegan, 1994, p. 232),
improve their teaching and the learning of thaidsints, and begin to experience
personal and professional transformation. This ttgthe entire school culture as they
become agents of change as well. Through theitioakl leadership style as colleagues,
they helped other teachers mediate the potentiahhmandates, such as highly

structured school improvement plans.

The literacy specialists in this study also exgered a personal transformation.
This contributed to the ways in which their leadlantities emerged. Their abilities to
manage their own assumptions and beliefs, navdeage in themselves and others,
engage in the collaborative work of leadership, ere@te influence within the context of
the whole school environment allowed them to conte as leaders. Given an
appropriate environment, they were able to becdmadeaders they want to be (Collay &
Cooper, 2008). Transformation implies a changéénidentity of the individual (llleris,
2014) which leads to a change in the environmattdhe influences and by which she is

influenced.

While they have experienced transformative leaynitnhas been neither a simple

task nor an automatic occurrence. Their prior eepees, personal qualities, and the
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context in which they work have facilitated or deabed their transformations as adults
and as leaders. Adults experience both instrumanthcommunicative competence, in
other words both an orientation to improvementtasks as well as a negotiation of
personal purposes, values, and meaning (Meziro@Q)2Mn order to transform, one must
approach the latter and begin to develop a senseeaself, or one’s identity. When a
setting is conducive to supporting communicativengh though collaboration, genuine
discourse, and reflective practice, the developroénne’s identity is more secure, as it
appears to have been in the settings of my paatitgp However, if they had been in
schools with more overt patriarchal, authoritasémictures, these opportunities are more

likely to have been limited and present challertigebe development of identity.

Implication 3. Literacy specialists develop as leters through the social context of
their school environment.

Given an alternative to the traditional concepteafdership in schools, one which
is derived from a relational model rather than ohauthority and power, the social
context from which leadership emerges and is sustibecomes an essential
consideration in understanding how literacy spestmbevelop an identity as a leader.
The social context contributes to their formatioimallenging and supporting them as
they define a concept of leadership that may rumtz to a conventional view. This was
evident in all of my participants’ stories, but peularly in Terri's as she worked under
very different leadership contexts, as well as Adaawho helped to build a school

culture whose foundation was in social learning.

All of my participants served in a coaching capadn this role, they guided their

colleagues in reflecting about their teaching, nedieffective instructional practices,
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and provided ongoing feedback as they incorportitese practices into their work. They
all described their coaching to resemble what Vskptefers to as the Gradual Release
of Responsibility Model (1978) in which a learnegins by watching a teacher perform
a task and then gradually assumes responsibilityf,feventually completing it
independently. This framework is at the heart aiadearning theory (Bandura, 1986;
Merriam, Caffarella, & Baumgartner, 2007) which gasts that people learn through
direct experiences and by observing others. Theeabh mentor becomes significant in
providing these experiences and creating a cuthaenurtures the novice or protégé.
While mentoring can be approached in different w@§sNally & Martin, 1998), a

collaborative concept of mentoring emerged frompasticipants.

My participants also engaged individuals and grafgsachers in professional
relationship that were supportive, provided oppuaittes to build knowledge, encouraged
reflective practice, and developed a shared visfdeaching and learning. They
provided for job embedded professional developmémnth allowed teachers to learn
within the context of their own work environmenl,istrating an application of situated
learning theory (Lave & Wenger, 1991). Learning watbedded within legitimate
activities an authentic culture that involved leamin communities of practice in which
all participants learn individually and assistle tdevelopment of collaborative

knowledge (Wenger, 1998).

Just as my participants applied the practices &sgsocwith social learning
theories, they also developed individually as lesderough similar models. Their
connections to mentors and other leaders withim sodools, particularly their principals

who had confidence in them, sustained their deveétoy as leaders. Their identity was
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validated by others as they participated in makiaegsions about their school. They
became comfortable within their community of leadand assertive in their

contributions to their community.

These experiences suggest that leadership grolpedhe develop an identity for
my participants as they assumed roles of leadewsitiypn their schools (Burke & Stets,
2009; Hogg, 2001; Stets & Burke, 2000; Tajfel & rier, 1979). The context of their
schools, their desire to serve as a leader, amdni@nbership in this social group helped
to create a concept of themselves as a leader¢&bh& Mael, 1989; Cable &
Welbourne, 1994). The context also supports theitigpation in the distributed
leadership of their school, feeling connected towlork of change. Peer group support
through Communities of Practice supported theimieg and the development of their

identities as leaders.

Wenger (1998) offers a social theory of learnimgt thelps to understand the
experiences of the participants in my study in Wwhie characterizes social participation
as a process of learning and knowing. He suggestsdentity is an integral aspect of
learning and develops within a social context. ¢htified parallels between identity
and practice which involves the ongoing negotiabba person’s perception of herself
within the environment in which she lives and worHsr identity is a negotiated
experience, a way of “being in the world,” (p. 14@\d is developed through
participation in groups with which she is assodatdéer membership in such
communities helps to define her and develops hetity throughout her life, especially
when confronted with both familiar and unfamilimntexts. Indeed, identity is

continuously developed by different trajectorieatthpan past, present, and future
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experiences. Wenger also suggests that peopleaiexamultiple memberships at
different times in their lives which eventually fios a single identity and develops
confidence and a strong sense of self. This leadsohrecognize her connection to local
communities as well as broader organizations tihabhgthen her identity and role in
transformation. It is through the context of soemperience that a person develops an

identity that is both personally and organizatitnaignificant.

Their experiences illustrate Kegan’s interpersatade of development and a
socializing way of knowing (Kegan, 1982) in which $uggests that individuals develop
through their association with others. Their idigrgis a leader, not yet developed, relied
upon the social environment and the ways they Wweneg socialized into their new roles.
Through an external authority, acceptance, antaifin within the group, their sense of
self became defined by the judgment of others.dddéey were led into leadership by
others’ perceptions of them, mentored as apprenttéeaders they admired, and

supported through this stage of development betiweronment in which they worked.

Through their years of experience as veteran tiespecialists, my participants
developed a self-authoring way of knowing (Baxteaigdlda & King, 2004) and
approached the institutional stage of developmdmnt¢iied them to see themselves as
leaders. Less dependent upon their mentors, teesi@ped a confidence in their role but
remained reflective in their practice. They eachdreto navigate the social context of
their schools, approaching it from a systems petspge which contributed to their
identity as leaders with influence through theirtiggoation in school improvement
initiatives. This self-authoring way of knowing prded them a means of expressing

their voices within their schools.
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People grow through and toward relationships thinougytheir lives (Baker-
Miller, 1986) and are better equipped to navigateuncertainties of change through
their collaboration and connectedness with othEne.social context sets the stage for
identity to be developed or silenced, dependingitpe conditions set by those within

the community.

Central to the development of my participants idiexst as leaders is what Kegan
(1982, 1994) calls a holding environment, a plabens learning happens. The context of
a school as a workplace may be considered a ho@hagonment when it is engaging,
supportive, and collaborative. He argues that peoplve naturally through a succession
of holding environments which create a “cultureenfbeddedness” that supports the
evolution of a person throughout their lives, alilogvtheir identity to develop within its
context. Time and space for learning are necessamder to cultivate the leadership

among literacy specialists, teacher leaders, dmel déachers within the community.

Cambourne (1988, 2002) defined several environrheatalitions in which
literacy develops successfully in elementary clamsr settings. These included: 1) an
immersion in the content and context of learningh2 modeling of practical models; 3)
well defined learning expectations; 4) the acceggarf responsibility for learning by the
learner; 5) opportunities to approximate and tadesr 6) opportunities for practice; 7)
continuous reflection and feedback; and 8) a pwefubengagement with learning. It can
be argued that similar conditions are necessafacibtate adult learning in schools. My
participants described the contexts they creatéhfar colleagues, such as Amanda’s
literacy room and study groups, Terri’'s meetinggwiew teachers, and all of their work

as coaches. While they did not identify similar ditions in their school environments
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that supported them in their development as leadsasy of these conditions were
evident in each of their schools. The social cantexvhich literacy specialists learn their

practice and develop an identity as leaders wanéasin the experiences

Recommendations

While case study research, particularly ones waiitiall samples such as mine, are
not intended to generalize or construct argumemntfufther action, three
recommendations emerge from my study that couldaghfhe ways literacy specialists
develop an identity: 1) the need for professioealhing of literacy specialists; 2) a
commitment from schools to expand the role of lesttip in a more democratic model;

3) the necessity for further research about thetitjedevelopment of teacher leaders.

Recommendation 1. Professional Learning for Literag Specialists

Literacy specialists are teachers of both childned adults. The participants in
my study identified as such, recognizing theiruefice on learning and their impact on
both students and teachers. Because professi@mairig is continuous, multiple
opportunities are necessary for ongoing growthdewklopment. My study leads me to
recommend two types of professional learning thairmportant to consider: pre-service

graduate education and job-embedded professionalajEment.

My participants described their commitment to télagtand a passion for literacy.
This initially prompted them to pursue an advandegdree and licensure as a literacy
specialist while still teaching elementary age stud. However, when they enrolled in
programs, they found that their pre-service preparavas primarily content based
involving classic and contemporary theory and pcadh reading and writing. While
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supportive of classroom instruction, it did notgmee them for their roles as leaders. My
knowledge of other literacy specialists, my ownkmgiound, and the literature suggest
that this is a typical experience. One of my pgrénts, Kim, enrolled in a second degree
program in educational leadership which providesbtly and practice in the content of
leadership. Similarly, while this program providadiministrative training, it did not offer
her an opportunity to explore and develop tooldristructional leadership that were
necessary for her role as a literacy specialigicaBse pre-service programs in both
literacy education and educational leadership daffer sufficient opportunities to
develop, | recommend an expansion of graduateestubdoth as a separate discipline and
within current literacy education and educatioealdership programs, to include tools
that support the development of teacher leademss&@ Bhould include theories of
distributive and relational leadership, adult |léagrand development, and
transformational learning. There should also bersideration about how gender
influences leadership and how the patriarchal motisthool may inhibit development.
These would better prepare teacher leaders farnkeei roles and help to establish a
common understanding of their places within theaargational structure of school

leadership.

Once in their roles, literacy specialists contibm@eed opportunities to learn and
grow as adults, adult educators, and especialtjelsa Job-embedded professional
learning is necessary to support them and the dprednt of their evolving identities. |
recommend a model of transformative learning thatld attend to the development of
the person that leads to self-authorship. Thesertymties would offer holding

environments, as described by Kegan (1994) andd>®&syerson (2013) , that are
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necessary for growth and development to occur.umlrer of models are described in
the literature (Drago-Severson, 2004, 2009; Drageeson, et al., 2013; Hartle &
Thomas, 2003; Komives, et al., 2009; Komives, £t28l06; Mangin, 2007; Quatroche &
Wepner, 2008) all of which point to learning in text, the centrality of mentors, a
sharing of leadership, and a continuous focus amgé. These align with the nature of
literacy as a transformative concept, a contindotiical perspective, interpretation, and
rewriting of what is read” (Freire & Macedo, 198This approach would serve to
transform them as teacher leaders and guide thastipe.. The literacy leader as
“sleeping giant” (Katzenmeyer & Moller, 2001) whoutd then awaken and emerge as
an influential and transformative force who affestisdents, teachers, and indeed the
entire school community. Like the content in whibby specialize, literacy specialists

have an opportunity to make a lasting impact thaéaningful and generative.

Certainly, structured opportunities would neetécestablished within their
schools and within the profession. | recommendodisting Communities of Practice as
a means of connecting literacy specialists withheztber. Either regionally through
professional organizations and universities or witarger school districts who employ
many teacher leaders, opportunities for litera@cggists to meet and learn would be
essential for their development. Virtual Commusitié Practice would be another viable
alternative, especially for those in geographicedblated areas or those seeking broader

networks of collaboration and support.

| also recommend that professional organizatiomsh &s the International
Reading Association, expand its attention to Iggri@aders through special interest

groups, sponsored workshops and webinars, and opipertunities for literacy
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specialists to gather to discuss topics connecdtéaeir practice, including leadership
strategies. Similarly, | recommend that universitieovide courses, workshops, and
seminars for continuing education of teacher lemdBnese could be conducted on site, at
local schools, and virtually throughout the schgedr. Consultants affiliated with
university could also be provided to literacy spésts, as was the coach from Teacher’s
College who worked with my participant Terri, amdyide individualized coaching and
support within their own environment. All of thesgordinated opportunities for literacy
specialists to come together and learn collabagbtiwould satisfy a need and would
model the relational and social approaches to iegrhat are followed within their every

day practice.

Recommendation 2. An Expanded Concept of Leadership

In order for literacy specialists and other teadbaders to emerge, develop, and
thrive, schools and districts must examine thesuagptions about leadership and
consider alternate models of organization. In otdeanable teacher leadership, they
must expand their understanding of leadership filwertraditional hierarchical,
patriarchal, and authoritarian concept to a demmwmgmistributive, and relational model.
In my study, my participants described approacbdsadership that envisioned
leadership in these ways in which influence is ntargjible than power and is shared
among people all working toward a similar goal. 3¢settings led to the development of
identity and a deep sense of self for my partidipaDemocratic leadership models were
essential in supporting them in their developmelitivin turn supported the ongoing
transformation of their schools. Certainly, thisuld require a significant shift in

practice, but is necessary to transform our schools
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Recommendation 3. Further Research

Finally, further research that explores the natun@ development of literacy
specialists is also needed. | included previoudistuthat explored the concept of teacher
leadership in my literature review, but most haveused on broad beliefs and job
responsibilities. It is important to expand thigastigation to include the ways that
literacy specialists develop identities as leadsraell as the ways that they are
influenced by and contribute to the transformapwecesses within their school
communities. Such research should be broader tla@ mhe four participants in my
study revealed common themes of identity and lesdgerbut admittedly exemplified
what could be considered exemplary practice amttespecialists. They all exhibited a
strong commitment to their roles, a positive atiduand a desire to serve as leaders.
Their stories, while informative, lead me to wondearthers in a wider sample would feel
the same way. As | was designing this projecad bonsidered surveying a larger,
broader sample of literacy specialists using Vdibeead in order to gain a wider and
more generalizable perspective. | decided to watk & smaller, more convenient
sample in order to listen to their voices carefalhd explore their stories deeply in a
more interactive way. A future study could involvéroader sampling of veteran literacy
specialists, chosen more randomly to include mahesfemales, different ages and races,
and participants from both elementary and seconsiargol around the country. A future
study could also compare the experiences of vewmmdmovice literacy specialists in
order to consider different stages of developmadttaeir relation to identity

development as leaders.

217



While my study focused on literacy specialists onder if similar themes would
emerge in a study of other teacher leaders incfudimriculum specialists, department
chairs, and classroom teachers. Further researobsadifferent teacher leadership roles
would expand the idea of what a leader is and siggays to develop their identities,

support their schools, and help to transform |ewyim their communities.

Conclusion — Leading Between the Lines

PRINCIPAL

Leading Between the I_mesl

Lieberman and Miller (2004) suggest that “teaclkeadership is a powerful way
to make our schools work for everyone in them —stineents and their teachers.”
Similarly, Crowther, Ferguson, and Hann (2009) dgskat “teacher leaders and their
principals engage in collective action to build@ahcapacity” which is built upon
mutual trust, shared purpose, and individual exgioes(p. 53). Indeed, it is by
developing a concept of leadership that blendscspé both teacher and administrative
leadership that schools will transform. It is imstivay that literacy leadership emerges
and has the greatest potential of impacting stuléanhing, improving school

achievement, and enhancing the common good.
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This understanding of leadership, however, is dépehupon the context in
which members of the school community work, thusoemaging a redefinition of
leadership that genuinely includes and engages tharea single authoritative leader.
Such a new understanding of leadership is potgngakier said than done as patriarchal

structures of leadership remain the norm.

Literacy specialists lead “between the lines” af donventional roles within the
school organization. They are neither teachergpriocipals whose roles,
responsibilities, expectations, and perceptionseadily understood. Rather they work
somewhere in between which creates a certain tdwellnerability that is at the same
time uncomfortable and satisfying, frustrating ae@arding, underestimated and
powerful. Like other teacher leaders, literacy sests navigate the tension between
teaching and administration by sharing the charaties of both roles and expanding
upon them as they work toward a clear vision argiredor influence. The role and
identity of a literacy leader is not a transitionak, a necessary step in a career pathway,

but rather a significant and necessary contribistdhe transformation of a school.

This study concludes with an assumption and acalttion: that the “sleeping
giant” (Katzenmeyer & Moller, 2001) of the literasgecialist, and indeed all types of
teacher leaders, has awakened in our schoolsara poised to transform teaching
and learning. When the giant accepts her calladdeship, builds relationships among
colleagues, and facilitates learning centered ercttanges in practice, perception, and
culture, she emerges from an undefined place is¢heol organization to take her place
among other leaders. She must be groomed for feetimmugh continuous learning and

supported in practice within an environment thagpsurts adult learning through
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sustained relationships among its members. Inihisthe giant will establish her
identity between the conventional lines of teadred principal, emerge to participate in
the transformation of her school, and realize thpact she desires particularly in the

area of literacy which by its very nature is tramsiative.
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Appendix Letter of Consent

September 1, 2013
Dear Ms. XxxX,

Thank you for agreeing to participate in the reslegroject | am conducting for my dissertation as a
doctoral candidate at Lesley University in Cambeidilassachusetts. Your participation is voluntamny a
you may withdraw from the project at any time withany negative consequences.

The focus of my study and dissertation is howditgrspecialists develop identities as leaderdhign t
study, | am curious to learn what factors nurtuseghported, or challenged you in your developrasrd
literacy specialist.

Your participation will involve three activities dmmay require approximately three hours of youetim
total. First, you will be asked to respond to gisest by recording a voice-response on a confidentia
website, Voice Thread, which will be explained tuy Next, | will interview you privately. Finallyou
will be asked to share artifacts that demonstrate {eadership within your school. | will maintaand
protect your privacy in all phases of the studyill not share any information with administratans
teachers at your school. In discussing my studig miy Doctoral Committee, colleagues at Lesley, and
other readers, as well as when | write my Disseraind publicly present my study as is requirechiiy
degree, | will use pseudonyms for you and your stshim order to disguise your identity. | will slkeamy
findings with you as | complete them and ask fauryi@edback regarding accuracy. When the dissentati
is completed, | will provide you with a link to aess the document electronically through Lesley
University’s library.

By agreeing to participate, you understand that yesponses will be confidential. You also certtfgt
responses provided in online applications will berng and yours alone. If you have questions before,
during, and after the study, please contact nusacia@lesley.edu have also listed the names and
contacts of my doctoral committee chair as welh&sco-chairs of Lesley’s Institutional Review Boar
(I.R.B.) which has authorized the study. You magtaot any one of them at any time throughout the
study.

Your reply to this email denotes your consent twigigate. | will be in touch soon after | receiyeur
consent. Thank you for agreeing to be part of nsgaech. | look forward to learning from you!

Sincerely and with deep appreciation,

Peter Lancia
Doctoral Candidate
Lesley University
plancia@lesley.edu
207-523-0635

Judith Cohen, Ph.D., Doctoral Committee Chair, &gdlniversity, jcohen@lesley.edu

Terrence Keeney, Ph.D., I.R.B. Co-Chair, Lesleydrsity, tkeeney@Iesley.edu
Robyn Cruz, Ph.D., I.R.B. Co-Chair, Lesley Universicruz@lesley.edu
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