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ABSTRACT 

Teacher empowerment plays an important and underlying role in the day-to-day 

conduct of schooling. Existing research has failed to give much insight in regard to what 

empowennenl means to individual teachers, how these meanings are constmcted, what 

events change these meanings, and whether Icachers can retain a sense of empowerment 

in die context of changes and events that occur within and beyond the school setting. 

This smdy focused on how fifteen career science teachers' perceptions of their 

empowerment, as defined by the six elements presented by Short (1992, pp. 9-14) which 

include decision-making, professional growth, status, self-efficacy, autonomy, and 

impact, have changed as a result of key events during their careers. Empowerment was 

chroiucled through the telling of teacher stories or events in combination with a systems 

thinking strategy—the constmction of behavior-over-time graphs. 

The smdy found six contexts for the development of empowerment. Those 

included: Preparation for Instmction, Student Success, Involvement fti Decision-making, 

Teaching Context, Collegial Relationships Within the School, and Collegial 

Relationships Outside the School. The study also confirmed the roles and identified the 

relationships ofthe six dimensions of empowerment as identified by Short. Although 

complex, nonlinear and subject to the causal loops of systems dynamics, the dimensions 

did, nevertheless, appear and mature in an identifiable sequence. 

Autonomy appeared early as a naive sense of choice and evolved over time into a 

mature sense of responsible decision-making. Autonomy is the most complex and 

absfract ofthe dftnensions, and most neariy mirrored empowerment ftself. Decision-
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making had the most immediate effect on leacher empowerment as the events associated 

with changes in teaching context and the decisions that caused those changes caused 

graphs to plummet. A sense of autonomy gave "heart" to the process, allowing teachers 

to persist through trying circumstances. Professional growth provided the "mind." As 

teachers obtained more knowledge their feelings of self-efficacy increased, they were 

more likely to be involved in and confident in decision-making, and they increased in 

stams and had more impact. Professional growth, self-efficacy, autonomy, and impact 

w ere associated with and grew from positive and empowering experiences and events. 

Two models emerged. One identifies the two simultaneous processes of 

empow erment: The personal empowerment process includes self-efficacy and status. 

The organizational empowerment process includes autonomy, decision-making and 

impact. Both processes occur simultaneously although individual teacher stories may 

emphasize one over the other. The second model shows empowerment as a cycle with 

three stages of empowerment: The Initiating Phase, The Increasing Phase, and the 

Sustaining Phase. Although all the dimensions are present durftig all stages, they become 

increasingly complex and sophisticated, and reach maturity during the thftd phase. 

Teachers in the study indicated theft need to be respected for their ability to act 

responsibly and make good decisions. The teachers exhibited remarkable resiliency in 

maintaining theft overall sense of empowerment with professional development 

providing support for the growth process. 
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CHAPTER I 

INTRODUCTION 

What I have leamed about teacher empowerment is that it 
is a complex construct. WTiile empowerment generally is 
associated with site-based management and shared 
decision-making, my research discovered that the 
underlying dimensions of the constmct are varied and 
informative. (Short, 1992. p. 7) 

Teacher empowerment plays an important and underlying role in the day-to-day 

business of school, A primary motivation behind teacher empowerment has been school 

improvement, based on the assumption that when teachers are provided the opporturuty 

to make important decisions about the school, more creative solutions to existing 

problems can occur. The education reform movement ofthe 1980s called for massive 

changes to help schools achieve educational excellence. By the end ofthe decade, 

Glickman (1989) and others popularized the view that teachers should be considered a 

part ofthe solution to educational problems and not the source of such problems. The 

result was a wave of reform that emphasized "teacher empowerment, active involvement 

of teachers in decision making, and shared governance—confrol of and influence by 

teachers over events affecting teachers themselves" (Blase & Blase, 1994, p. 4). 

Accordftig to Marks and Seashore-Lewis (1997), whether teacher empowerment wiU 

prove a useful strategy fti the effort to improve schools is not clear from the research. 

They concluded that empowerment has proven elusive both as a theoretical and an 

empftical constiuct, and asked, "Does empowerment simply affirm teachers' 

longstandftig classroom autonomy, or does ft newly recognize the potential of teachers as 
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professionals to reform education from the ground up? Is leacher empowerment best 

understood (and evaluated) broadly as a global phenomenon, or is it inherently domain 

specific?" (p. 245). 

Most frequently, efforts to combine teacher empowerment with school 

reform have been tenned Site-based Decision Making, with the expectation being 

that leacher empowerment happens when teachers are recognized and respected as 

equal partners in making educational decisions, and that this type of decision

making creates an environment in which willing and able staff members can try 

out ideas and subsequently develop more effective learning simations for 

smdents. Lichtenstein, McLaughlin, and Knudson (1991), however, found that 

decenttalization or enhanced teacher authority did not necessarily lead to teacher 

empowerment, and according to Acker-Hocevar (1996), several studies have 

reported findings that demonstrated that, in fact. Shared Decision Making and Site 

Based Management may be ignoring how to effectively involve teachers in 

decisions that are meaningfiil to them. As a result, for some teachers, 

"empowerment" is viewed as a gimmick—a game that is not genuine—rhetoric not 

reality (Acker-Hocevar, 1996, p. 2). Myma Cooper (1988) in ""Whose Culttire Is 

It, Anyway?" charged: 

Teacher 'power' in the present wave of reform is essentially derived 
power—it is empowerment, the licensing by others (authorization) to act 
somewhat free of dftection in specified areas of performance (something 
like a medical student, or at best, a clinical intern). Moreover, to have 
authority delegated is not the same as to have authority. It is very clear 
that that which is given may be withdravra.... Essentially, the cunent 
empowerment of teachers in such areas as curriculum, school 
improvement, and professional development is received power, limited by 



others' decisions and subject to cancellation if extended beyond defined 
boundaries, (pp. 50, 51) 

Howley (1990) noted: 

The mainstream proposals for teacher empowerment offer teachers neither 
the means nor the entitlement to redirect the mission of schools. In fact, 
these proposals limit teachers' role in shaping such a mission. Although 
they give teachers control over the delivery of cuniculum, they take away 
their conttol over the content of that cuniculum. Under these auspices 
teacher empow ennent becomes a method to improve the productivity of 
schools—a mission that supports schools' role in perpetuating the 
inequities ofthe political economy... Teacher empowerment, designed to 
promote the conservative agenda, is at best a severely constrained type of 
empowerment. At worst, it is a mystification put forth in an effort to win 
the support of teachers while at the same time resfricting their 
opportunities to gain power through self-directed or organized resistance, 
(p. 34) 

Although a sttong proponent of raising teacher stams, Maeroff (1988), viewing 

empow erment from an intrinsic power perspective, explained that teacher empowerment 

has to do with (teachers') individual deportment, not their ability to boss others. He 

added: 

It is the power to exercise one's craft with confidence and to help shape 
the way the job is done. Empowerment becomes inevitable when teachers 
have so much to offer and are so sure about what they know that they can 
no longer be shut out ofthe policy making process, (p.475) 

Lichtenstein et al. (1991) reported that after a year of examining stmctural, 

formal, and instimtion-based efforts to empower teachers, they shifted their research to 

look at knowledge-based reforms and found teachers who believed they were 

fundamentally empowered in principle and practice, and who believed that theft practice 

represented a model of professionalism that ought to be widely developed. Their 



research led to a conception of empowerment thai expanded upon authority-based 

definitions and implied new approaches lo empowering strategies. 

While Lichtenstein el al. (1991) looked specifically at professional knowledge, 

other researchers hav e focused on other evidences or links to teacher empowerment, 

including decision-making (Kleeker & Loadman, 1996); school environment or school 

culture (Lightfoot, 1986); self-efficacy, self-esteem, and causal importance (Rappaport, 

1987); etTicacy (Howley, 1990); and principal leadership (Blase & Blas^, 1994; Short & 

Greer, 1997). Wilson (1996) concluded that attempts at empowering teachers 

extrinsical ly, such as through Site-based Management, may be more successfiil if 

teachers within a school settftig have a high sense of self-empowerment and high intrinsic 

motivation, support and encourage the sharing of ideas, and value commitment and 

participation in relationships though effective communication. 

Although the literature identifies the elements that comprise teacher 

empowerment, little research has been conducted on the development of empowerment 

and how all teachers can achieve it. 

Statement ofthe Problem 

The purpose of this smdy was to examine how teachers' perceptions of their 

empowerment, as defined by the six elements presented by Short (1992), have changed as 

a result of key events during their careers. Furthermore, the researcher looked at the 

interactions of these key events and searched for pattems and stmctures that increased 

understanding ofthe constmct. 



Short (1992) summarized her findings about empowerment with the following 

statement: 

WTiat I have leamed about teacher empowerment is that it is a complex 
construct. While empowennenl generally is associated with site-based 
management and shared decision making, my research discovered that the 
underlying dimensions ofthe consfruct are varied and informative. (Short, 
p. 7) 

The complexity ofthe constmct was an issue yet to be addressed. There was 

much we did not know about how empowerment occuned. While Blas6 and Blase 

(1994) spoke of empowerment in terms of "shared governance," they wrote, "However, 

empirical research provides few detailed pictures ofthe day-to-day dynamics of sharing 

governance of a school with empowered teachers. Absent in particular from the reported 

research were teachers' perspectives on the performance of successfiil facilitative leaders 

as well as the effects of that performance" (p. 1). We had few clues as to how 

empowerment develops and how the process can be facilitated by administtators and 

others. 

Short and Greer (1997) noted: 

The level or extent to which teachers perceive their ovm involvement and 
participation in the activities ofthe school that are meaningfiil to them 
relates to their sense of either empowerment or alienation. Teachers' sense 
of empowerment in schools relates to the degree to which they can make 
decisions that conttol events critical to their work. It also relates to their 
perceptions that they can effectively make happen what they wish to have 
happen through their abilfties and competence. Personal indicators of 
empowerment include perceptions that one has, in the past, had successful 
experiences. Also being an active problem solver ftidicates a high level of 
personal empowerment. Displaying competencies and abilities leads to 
personal empowerment. Finally, being a self-evaluator is an indicator or the 
level of an individual's personal empowerment, (p. 139) 

These were the kinds of empowerment processes that needed to be explored. 



In the most definitive study ofthe meaning of empowerment to date, Melenyzer 

(1990) identified the social stmcture ofthe campus as playing a significant role in the 

teachers' discussions of meaning. Using evidence from teacher nanatives and nine 

months of on-site daily observations in a school of 40 empowered teachers, Melenyzer 

(1990) sought to discover what teacher empowerment meant to teachers and how 

empowerment w as accomplished. Melenyzer found that the meanings and social actions 

that teachers associated w ith empowerment were consistent with the ideals espoused by 

teachers' associations and with the principals of conservative and liberal educational 

theorists, but the smdy fell short of providing deep insight into individual teacher's 

definitions ofthe term. Melenyzer described teachers' meanings of empowerment within 

the context of a single school situation during a single school year—a "snapshot in time." 

The teachers at that school had created a culture that isolated them somewhat from the 

external factors that can rob teachers of feelings of empowerment. There was little 

indication of individual teacher's meanings of empowerment, how that was constmcted, 

what events changed those meanings, and whether teachers could retain a sense of 

empowerment in spite of events that occuned within (and without) the context ofthe 

school setting. 

Melenyzer's work, although similar in stated purpose to this study, provided a 

description of how a school faculty "looked" when teachers were empowered but really 

did not ftiform as to whether the teachers at that school feft consistently empowered over 

time nor how those feelings gave meaning and definition to the term. Individual teacher 

voice was drowned out by the sound of themes from group empowerment. 



Other empowerment research has been quantitative, analyzing levels of 

empowennenl and identifying factors that contribute to it. Yet, as CMandinin and 

Connelly (2000) pointed out in their book, Nanative Inquiry, there are limitations to what 

one can define, list, or measure. The richness of educational research is often lost in an 

attempt to summarize and quantify. Education is about lived experience. Educators are 

interested in 'the leading out of different lives, the values, attitudes, beliefs, social 

systems, institutions, and stmctures, and how they are all linked to leaming and teaching" 

(p. xxii). It was in this context ofthe totality of lived experience, beyond the attempt to 

succinctly define and/or list attributes, that empowerment had yet to be explored. 

Can empowerment survive in spite of personnel changes, budget cuts, and 

academic mandates? Can feelings of empowerment continue to grow throughout the 

professional lives of teachers even as the formal leadership roles they fill come and go? 

One way to address these questions was to ask teachers to describe theft own feelings of 

empowerment over the course of theft careers. By listening to teachers' stories it may be 

possible to identify events which promote empowerment, see pattems embedded in the 

workings ofthe various dimensions of empowerment as they play out in teachers' lives, 

and find instimtional or other stmctures that can support the process. If teacher 

empowerment is vital to effective schools, then we must know what it is and how it can 

be nurtured. 



Theoretical Framework 

Short (1992) presented six empirically derived dimensions underiying the 

construct of teacher empowennenl. These dimensions were obtained from a study 

conducted in nine school districts across the country from 1989 to 1992, and were based 

on the definition of empowennenl as "a process whereby school participants developed 

the competence to lake charge of their own growth and resolve their own problems." 

Short (1992, pp. 9-14) identified and defined the six dimensions of teacher empowerment 

as; decision making (teachers' participation in important school-related decisions), 

professional growth (opportunities for teachers to develop and expand their perspectives 

and skills), status (respect and admiration from colleagues), self-efficacy (teachers' 

feelings of ability to be effective) autonomy (freedom to conttol professional life and 

decisions), and impact (ability to directly influence life in the school). Short (1992, p. 

13) concluded that some dimensions fall into the category of personal empowerment, 

others into the area of organizational empowerment. 

Short (1992) called empowerment a complex constmct (p. 7). Vogt and Murrell 

(1990) described empowerment as a dynamic process, and Liden and Tewksbury (1995) 

discussed it as occurring on a theoretical continuum. Yet researchers have not thoroughly 

examined empowerment to this level of complexity. To do so requires consideration of 

how the component parts that embody empowerment (fts dimensions) interact within the 

context and environment of teachers' lives. 



Methodology 

Fifteen career science teachers with al least 15 years experience each—five males 

and ten females-and all identified by administrators, fellow teachers, parents, and 

community members as empowered teachers—were selected by the researcher to 

participate in this study, Melenyzer (1990) used a similar approach when she identified 

six individuals who were in the "mainstream of activities" according to other teachers and 

individuals in the school as the key actors in her research on teacher empowerment. 

The teachers began by telling their stories (describing events) and constmcting 

behavior ov er time graphs that chronicled their experiences of empowerment as defined 

b) Melenyzer (1990) and Short (1992). Interview techniques were based on those found 

in Narrative Inquiry (Clandinin & Coimelly, 2000). Each teacher first constmcted a 

behavior over time graph of his/her sense of empowerment from beginning of career to 

present. That completed, they each constmcted six additional graphs showing theft 

perceptions of personal experiences with each ofthe six dimensions of empowerment 

over the same period of time (his/her career). The teachers described in detail the events 

they felt precipitated the highs and lows of their empowerment on all graphs as the 

interviews were tape-recorded for later ttanscription. Changes on the graphs were 

identified and labeled with key events in the teachers' lives. 

These events were coded for storyline and six contexts for the development of 

empowerment emerged from the data. Those included: Preparation for Insfruction, 

Student Success, Involvement in Decision-Making, Teaching Context, Collegial 

Relationships Within Schools, and Collegial Relationships Outside Schools. 



This study suggests that empowerment results from the experiences of teachers' 

lives, and that there is not one factor but an interconnecting series of factors that 

empow er. To analyze teacher empowennenl, this study utilized the elements ofthe 

S) stems D) namics Events ̂ Patterns/Structure pyramid, (Anderson & Johnson, 1997). 

Events are snapshots in time; the tip ofthe iceberg; that which is most readily seen. 

Labeling and rich oral description facilitates the emergence of patterns—trends, or 

changes in ev ents ov er time. Detecting a pattem helps put the events in the context of 

other, similar ev ents. The participant and the researcher explore together how the series 

of events are related and think about what caused them. The thinking can then shift to the 

level of structure. Thinking at the stmctural level means thinking in terms of causal 

connections. It is the stmctural level that holds the key to lasting, high-leverage change 

(Anderson & Johnson. 1997). The pyramid model allows us to perceive events not as 

isolated instances in a single teacher's life but as predictors of empowering experiences. 

Smdying multiple teachers' stories reveals pattems common to all, and hints at stmctures 

that support teacher empowerment—or, fail to support teacher empowerment as the case 

may be. 

The final product is a visual model that shows the sequential nature ofthe 

development ofthe constmct. At the center ofthe model is empowerment, the centtal 

category around which the theory is developed. According to Creswell (1998), although 

this phase of analysis is not frequently found in grounded theory studies, "the researcher 

may develop and visually portray a conditional matrix that elucidates the social, 
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historical, and economic conditions influencing the central phenomenon" (Creswell, 

1998, p. 56). Creswell continued: 

The result of this process of data collection and analysis is a theory, a 
substantiv e-lev el theory, written by the researchers close to a specific 
problem or population of people. This theory is subjected to further 
empirical testing because we know the variables or categories from field-
based data, although the study may end at this point because the 
generation ofa theory is a legitimate outcome ofthe study. (Creswell, 
1998, pp. 57-58) 

Grounded theory is appropriate when no existing theoretical perspective fits a 

particular issue, i.e., empowerment. My research does not purport to understand and 

represent empowerment in all its complexity, only to advance the notion that 

empowerment is initiated, increased and sustained in a manner appropriately examined 

b) the methodologies of systems thinking. 

Research has provided a vivid picture of what empowerment looks like rather 

than what it means to teachers and how the process of empowerment works. The 

research sequence has been logical. Maslow (1968), in his search for the meaning of 

self-acmalization, first looked at the characteristics ofthe constmct. Identification and 

definition of these characteristics—these dimensions of empowerment—is complete or 

very nearly so. Yet there are questions regarding empowerment that have yet to be 

asked, let alone answered. 

Purpose and Research Questions 

The initial purpose of this study was to examine how teachers' perceptions of their 

empowerment, as defined by six elements, have changed as a resuft of key events during 
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their careers. The six elements are those delineated by Short (1992, pp. 9-14) and 

include: decision making (teachers' participation in important school-related decisions), 

professional growth (opportunities for teachers to develop and expand their perspectives 

and skills), status (respect and admiration from colleagues), self-efficacy (teachers' 

feelings of ability to be effective) autonomy (freedom to control professional life and 

decisions), and impact (ability to directly influence life in the school). Furthermore, this 

smd) considered the interactions of these key events and searched for pattems and 

stmctures. 

Questions to be addressed included: 

1. "What is the relative contribution of each element in the development ofthe sense 

of empowerment of a teacher at a given time during his/her career? 

2. How do the six elements interact to influence the sense of empowerment perceived 

by an individual teacher? 

3. Are there pattems and similarities among the events teachers report that are 

identified by teachers as impacting either positively or negatively their sense of 

empowerment? 

4. How does the ftnpact of multiple events, either during a long time period or over 

the span of a teacher's career interact to influence or shape a teacher's perception 

of empowerment or an element within? 

5. Are there pattems and similarities in the development ofthe sense of 

empowerment reported by teachers? 

12 



6. What conditions arc needed to create an environment where teachers have the 

opportunity for "autonomy, responsibility, choice, and authority" and become 

"comfortable, wise, and sophisticated" in their profession? 

The answers to these questions were used to answer the major research question of this 

study which was: 

7. What factors influence the development and persistence of empowerment 

during the careers of teachers? 

Significance ofthe Study 

Significant numbers of teachers leave the profession at various points in their 

careers, and not all teachers who stay in the classroom feel a sense of autonomy, self-

efficacy, self-esteem, etc. that allow them to ftmction at a maximum level of 

professionalism. 

Although the literature is extant with philosophical positions regarding teacher 

empowerment, little research about the process or outcomes of empowerment have been 

reported. The literamre ftidicates that we think we know what empowered teachers as a 

group may look like and what they may be doing within a school. However, we still 

know very little about how individual teachers view empowerment. One has to wonder 

that, even in an evidently empowering setting, whether all teachers feel empowered? 

The result of this research was a model ofa complex system. At this stmctural 

level thinking becomes creative. To ponder empowerment at this level allows one to 

shape a different future, thus providing practical implications for teachers, theft 

admiiusfrators, and their schools. 
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This study should serve a two-fold purpose. One, it should provide a better idea 

of how empowennenl plays out in the lives of teachers. According to Blas6 and Blas^ 

(1994). empowering teachers by implementing shared governance is more than the 'in' 

thing for educators and may be the best way to fulfill the school's mission and achieve its 

goals. Teachers in the Blase and Blasĉ  (1994) study overwhelmingly indicated that 

(compared w ith all other sources of empowerment) principal leadership is the most 

important factor that confributes to teachers' empowerment (pp. 9-10). Yet 

administrators may not understand what empowerment means to teachers. Conley (1991) 

pointed to the need for more field-based studies ofthe dynamics of shared decision

making and shared governance in schools has been recognized. 

Equally as important, this smdy will provide a tool for teachers to review their 

own experiences from a new perspective. And that perspective—evaluating events in 

context and looking for pattems and stmctures—should enable them to live even more 

empowered fiiture s. 

Definition of Terms 

Empowerment as defined by Melenyzer (1990, p. 16). 

The opportunity and confidence to act upon one's ideas and to influence 
the way one performs in one's profession. Tme empowerment leads to 
increased professionalism as teachers assume responsibility for and an 
ftivolvement in the decision making process 

Dimensions of Empowerment as defined by Short (1992, p. 13). 

• Decision Making—Teachers' participation in important school-related 
decisions 
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• Professional Growth -Opportunities for teachers to develop and expand 
their perspectiv es and skills 

• Status-Respect and admiration from colleagues 
• Self-efficacy-Teachers' feelings of ability to be effective 
• Autonomy-Freedom to control professional life and decisions 
• Impact-Ability to directly influence life in the school 

Assumptions 

Certain concepts from the literature underlie the development and analysis of this 

current study. 

• Empowerment is both personal and social. Empowerment becomes inevitable 

when teachers have so much to offer and are so sure about what they know that 

they can no longer be shut out ofthe policy-making process (Maeroff, 1988, p. 

475). 

• Teacher empowerment is a complex constmct. While empowerment generally is 

associated with site-based management and shared decision-making, the 

underlying dimensions ofthe constmct are varied and informative (Short, 1992, p. 

7). 

• Empowerment is a dynamic process, not a final state. Empowerment cannot 

coexist with the rigid requirements ofa hierarchical authoritarianism. Its practice 

and expression demand a more fluid state, a more negotiable organizational 

sttiicttire, and relationships that are fimdamentally symmefrical (Lightfoot, 1987, 

pp. 9-10). 
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Limitations 

This study was based on teachers' memories of events that occuned in some cases 

years in the past. That, combined with the realization that a teacher's personal definition 

of empow emient is constantly changing, constantly under construction, made it difficuh 

to know w ith certaintv whether their feelings of empowerment really were as they 

recalled and described them. Their perceptions of reality had no doubt changed in the 

remembering and the retelling, and in light of subsequent experience. 

Furthermore, the teachers included in this smdy are certainly not representative of 

all empowered teachers everywhere. Nevertheless their stories help us to understand how 

ev ents in their histories made them who they are today, and hopefiilly will give us insight 

into how to encourage and preserve theft empowerment and the empowerment of other 

teachers in the future. 
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CHAPTER II 

RI VII W OF THE LITERATURE 

Empowennenl is a widely overused word that has become 
part of the rhetoric of today's educational discourse and 
exchange. With ovemse, its cunency as a tool of 
expression has been diminished. We nod when others use 
it. assuming we share the same meanings but rarely 
inquiring explicitly about what is meant. 
(Lightfoot. 1986, p. 9) 

The History of Empowerment 

What do we know about the meanings and practices of empowerment? Early 

work on empowerment occuned in the context ofthe business community and a smdy of 

that research provides a conceptual foundation for understanding empowerment as it 

appears in education. In this first section I will note the major ideas to come out ofthe 

research on empowerment in business. Note specifically the mention of empowerment as 

affecting both the group and individual, consisting of identifiable components, being both 

intrinsic and extrinsic, and occurring on a continuum. Parallels as they occur in the 

educational literature will be discussed in the ensuing sections of this chapter. While this 

chapter may seem lengthy and tedious to the reader, nevertheless, the reported research 

contributes to an understanding of specific aspects of empowerment and eventually to an 

understanding ofthe constmct as a whole. In short, every piece ofthe puzzle contributes 

to the picture, and none ofthe pieces are exttaneous or expendable. 
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Business Roots 

Despite the recency ofthe empowerment and total quality phenomenon, the roots 

of empow erment in business can be traced to Lewin's early work on participative 

management (Lewin. 1947). Although participation in decision-making is in no way 

s)Tion)Tnous with empowerment, some of what was leamed from research on 

participation appears to be relevant for facilitating an understanding ofthe constmct of 

empowerment. 

Choice in the Work Setting. Degree of choice in the work setting overlaps 

considerably w ith participative decision-making and with autonomy from the job 

characteristics literature. Lewin's (1947) work led to great interest in democracy within 

the workplace. The concept of empowerment in the community psychology, mental 

health, and social work literatures ofthe 1970s and 1980s was concunent with the 

appearance ofthe concept of empowerment in business. Although numerous definitions 

of empow ennent appeared in these fields, the centtal theme of most definitions involved 

the ttansformation of powerless individuals into those who possess personal conttol in 

ttieft lives (McWhirter, 1991). 

The word empowerment first appeared in business as a constmct of organizational 

life fti the 1980s. Block (1987) described ft as the act of buftdftig, developing, and 

fticreasing power through sharing and collaboratively working together. Empowerment 

was essential to creating an enttepreneurial spirit within an organization, a spirit in which 

individuals feel they are in the process of creating an organization of their own choosing. 

For empowerment to occur, individuals within the organization must become self-
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empowered, or develop a sense of personal power; and they must work to interact 

effectivel)' with one another in order that collective power can be experienced (Block, 

1987). 

Block's (1987) theory on empowerment focused on the need for individuals 

within the organization to have a sense of autonomy and on the need for them to be able 

to express their autonomy to others. According to Block, individuals must come to 

recognize that the best source of authority comes from within self and that there is a need 

to: (a) be concemed with service to others and less concemed about receiving external 

rewards; (h) have the courage to take action and do what they think is right; (c) express 

to others their ideas and feelings; (d) be willing to take risks and admit their mistakes to 

others; (e) be willing to listen to others and engage in discussions that promote growth 

through knowledge; and (f) relate to others in an open, honest, non-manipulative maimer. 

This personal power, or self-empowerment, described by Block is similar to Maslow's 

(1954, 1962, 1971) theory of self-actualized level of psychological development, or the 

point at which individuals seek to develop theft full potential and become what they are 

capable of becoming. Self-acmalization is characterized by an acceptance of self and 

others, spontaneity, openness, "democratic" relationships with others, and independence 

(Wilson, 1993). 

Extrinsic and Intrinsic Power Perspectives. Empowerment as a constmct has been 

viewed from both extrinsic and intrinsic power perspectives. From an exftinsic power 

perspective, empowerment is defined according to power or conttol individuals have over 

others, creating a dependence or independence of actors. Conger and Kunango (1988) 
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viewed extrinsic power as being "relativistic" whereby managers allocate their power 

with subordinates through techniques such as "Management By Objectives" and "Total 

Quality Management" teams. Although individuals may have greater opportunities for 

involvement in organizational decision-making, the extrinsic power awarded is relative to 

pow er held by leaders within the organization. 

From an intrinsic power perspective, empowerment is a process of heightening 

the motivation of employees to accomplish job-related tasks (Conger & Kunango, 1988). 

Pow er in this motivational sense refers to the individual's intrinsic need to achieve self-

acmalization, self-determination, feelings of competence, and a sense of personal efficacy 

(Wilson, 1996). Thomas and Velthouse (1990) claimed that deliberate attempts to 

produce a sense of intrinsic power among employees could occur through changes in 

environmental events that "impinge upon individuals, or upon individuals' maimer of 

interpreting those events" (Wilson, 1996, p. 676). Resulting changes could enhance 

meaningfulness, a sense of competence, and self-determination. 

Components of Empowerment. In the organizational Ifterature, empowerment has 

been viewed as a set of conditions necessary for intrinsic task motivation (Conger & 

Kunango, 1988), and has been defined as being comprised of four components (Thomas 

& Velthouse, 1990): 

1. Choice Sense of personal conttol or influence over one's immediate work 
situation. 
2. Competence Self-efficacy, or the feeling that one is capable of successfully 
performing a particular task or activity. 
3. Meaningfidness Perception that a task or activity is of value to oneself. 
4. Impact Belief that one has an influence on organization-level decisions or 
policy making. 
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According lo Liden and Tewksbury (1995), rarely has more than one ofthe 

components been studied within the same investigation. Liden and Tewksbury (cited 

Bass. 1990) as stating that ofthe four components of empowerment, by far the most 

researched has been choice. Spreitzer (1993) studied 393 middle managers and showed 

that when compared w ith the other three components of empowerment, the choice 

component w as the most critical in defining the empowerment constmct. 

Liden and Tewksbury (1995) proposed that although it has been argued that all 

four components of empowerment must be realized before an individual is "tmly" 

empowered (Thomas & Velthouse, 1990), this remains an empirical question. Choice 

appears to be centtal to the concept of empowerment, and Meaningfulness and Impact 

may more frequently appear as outcomes of empowerment. According to Liden and 

Tewksbury (1995), individuals will not be in a position to accept the responsibility and 

accountability for making decisions until they have the confidence in their abilities to 

make these decisions. Although competence, meaningfulness, and ftnpact play a role in 

the empowerment process, Liden and Tewksbury (1995) saw the essence of 

empowerment as being captured by the choice dimension. 

Individual versus Group Level Empowerment. Liden and Tewksbury (1995) 

assumed empowerment to be a continuous variable. They refened to levels of 

empowerment, not to an artificial dichotomy of low and high empowerment. Two types 

of empowerment are discussed in their work: Individual-level and Group-level 

empowerment. Individual-level empowerment refers to the degree of choice experienced 

by individuals in the work setting. Group-level empowerment may be defined as the 
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amount of choice felt by the group as a whole in the work setting. Often the two types of 

empow ennent are presented as though they are interchangeable-'What is tme of 

indiv idual-level empowennenl is also tme of group-level empowerment. Liden and 

Tewksbury (1995) argued that these two types of empowerment are sensitive to different 

aspects ofthe situation, affect individuals in different ways, and may require different 

leadership behav iors. They fiirther suggested that embracing empowerment across the 

entire organization, rather than implementing in a piece-meal fashion, substantially 

increases the probability that empowerment would positively influence individual attitude 

and organizational effectiveness. A piecemeal approach to empowerment sends mixed 

signals throughout the organization and runs a high risk of failing to accomplish the 

intended outcomes. Empowering an organization is a sfrategic initiative and calls for a 

well-constmcted implementation plan. Two key elements are the communication ofthe 

company's intentions and the education and ttaining necessary to prepare people to 

function in an empowered environment. Once the implementation of an empowerment 

sttategy is complete, there is no turning back. Employees who cling to the old culture 

become dysfunctional fti the new organization (Liden & Tewksbury, 1995). 

Liden and Tewksbury (1995) observed the following: 

An area in need of much research and practical attention is the unintended 
effects that group empowerment may have on individual empowerment. 
"When individuals are unempowered before work group empowerment 
efforts are undertaken, there should be no problem. These employees, 
through shared decision-making and responsibility, should experience 
empowerment. However, when individuals possess substantial conttol 
over work decisions prior to the implementation of group empowerment, 
efforts to empower at the group level may endanger previous feelings of 
ftidividual-level empowerment. Such individuals may feel that they have 
lost some of their previously held personal conttol to the group. 
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Longitudinal research is needed to assess this. This research might also 
identify mechanisms for merging the individual- and group-levels of 
empowerment. (Liden & Tewksbury, 1995, p. 400) 

Inttoduction of Empowerment into the Education Literature 

Shortly after the emergence ofthe empowerment constmct in business 

organizations, the topic of teacher empowerment was introduced in the education 

literature. A primary motivation behind teacher empowerment has been school 

improvement based on the assumption that when teachers are provided the 

opportunity to make important decisions about the school, more creative solutions 

to existing problems can occur. 

The Call for School Restmcturing. Reports by the Carnegie Fomm 

(1986), the Holmes Group (1986), The Educational Commission ofthe States 

(1986), and high ftnpact books such as Goodlad's (1984) A Place Called School 

and Sizer's (1984) Horace's Compromise called for massive changes to help 

schools achieve educational excellence. While the first wave of reform initiated 

by A Nation At Risk (National Commission on Excellence in Education, 1983) 

concenttated on tightenftig standards and increasing accountability, this "second 

wave of reform" redefined the teaching profession and enlarged "teacher 

empowerment" (Educational Commission ofthe States, 1986). By the end ofthe 

decade, Glickman (1989) and others popularized the view that teachers should be 

considered part ofthe solution to educational problems, not the source of such 

problems. 
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Many researchers have identified the constmct of empowerment as essential to 

the success of school restmcturing efforts (e.g., Fullan, 1993; Griffin, 1991; Holmes 

Group, 1986, 1990; Liebennan & Miller, 1990; Sarason, 1992). Others are less 

convinced ofthe connection. According to Marks and Seashore-Lewis (1997), findings 

from research about the relationship of teacher empowerment to school refonn objectives 

of interest, such as classroom practices or students academic performance, are mixed. 

The Marks and Seashore-Lewis study suggested the following. (1) Overall, 

empowerment appears to be an important but not sufficient condition of obtaining real 

changes in teachers' ways of working and their instmctional practices. (2) The effects of 

empowerment on classroom practice vary depending on the domain in which teacher 

influence is focused. (3) Teacher empowerment affects pedagogical quality and smdent 

academic performance indirectly through school organization of instmction. The primary 

message can be summarized simply: Empowering teachers may be a usefiil sttategy to 

ftnprove smdent achievement, but the relationship between empowerment and teacher 

performance is not as sttaightforward as some early proponents of empowerment 

believed. Nevertheless, there has been general agreement on the need to empower 

teachers. 

Sfte-Based Management. From an extrinsic power perspective, teacher 

empowerment has been viewed as a way of improving the professional status of teachers, 

whereby the teacher has recognized stams, is able to obtain needed knowledge, and is 

actively involved fti collegial decision-making (Maeroff, 1988). A management 

technique commonly used in education to establish shared power is "site-based 

24 



management." whereby teachers, parents, students, and school principals work together 

to make decisions regarding educational practices at the building level. According to 

Blase and Blas6 (1994, p. 4), "This idea is central to the second wave that now 

emphasizes leacher empowennenl, active involvement of teachers in decision making, 

and shared governance—that is, conttol of and influence by teachers over events 

affecting teachers themselves." With empowerment on the forefront of educational 

reform, researchers and practitioners were being asked to find ways of promoting teacher 

empowerment. 

Maeroff (1988), who was among the first to discuss the constmct of 

empow erment in an educational context, described sttategies for empowering teachers 

that assumed the involvement of an external agent. According to Maeroff, teachers 

should be raised in stams, made more competent at their craft, and given enttee to the 

decision making process. Empowerment was to be defined by those who were in 

positions of authority within the school system. Maeroff stated, "There is nothing about 

empowerment that precludes consultation with authorities. It certaftily appears worth the 

risk to give teachers more conttol over the curriculum development. But the product 

ought to be carefully monitored" (1988, p. 55). 

Empowerment as Myth. According to Kleeker and Loadman (1998), teacher 

empowerment has been described in educational literature as a multidimensional 

constmct that often is used to define "new roles" for classroom teachers, yet the creation 

of these new roles has led some to question the reality ofthe empowerment constmct. 

Myma Cooper (1988) in ""Whose Culttire Is ft. Anyway?" charged: 
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Empowerment is less than power. To be a colleague, a helper, a 
"dev eloper' does not a leader mean. So long as teachers are political 
subjects and philosophical objects, their strivings for an independence of 
culture and action will be frustrated...Teacher 'power' in the present wave 
of reform is essentially derived power—it is empowerment, the licensing 
by others (authorization) to act somewhat free of direction in specified 
areas of perfonnance (something like a medical smdent, or at best, a 
clinical intern). Moreover, to have authority delegated is not the same as 
to have authority. It is very clear that that which is given may be 
withdrawn. Essentially, the cunent empowerment of teachers in such 
areas as curriculum, school improvement, and professional development is 
received power, limited by others' decisions and subject to cancellation if 
extended beyond defined boundaries. (Cooper, 1988, pp.50-51) 

Davis (1997) agreed. "Empowerment seems to be an empty shell in search ofa 

meaning" (p. 190). Davis felt that claims that individuals and instimtions in authority 

will, or ev en should, share power over any extended period of time might be a form of 

naive posturing or a device of cynical manipulation. Recognition of these realities and 

others is not the end of thought, and it can be the beginning of necessary deliberations 

toward practical action. 

Howley (1990) in a paper providing three critiques of teacher empowerment 

proposals from fiinctionalist, stmctural Marxist, and post stmctural perspectives, noted: 

The mainstteam proposals for teacher empowerment offer teachers neither 
the means nor the entitlement to redirect the mission of schools. In fact, 
these proposals limit teachers' role in shaping such a mission: although 
they give teachers conttol over the delivery of curriculum, they take away 
theft conttol over the content of that curriculum. Under these auspices 
teacher empowerment becomes a method to improve the productivity of 
schools—a mission that supports schools' role in perpetuating the 
ftiequities ofthe political economy. Teacher empowerment, designed to 
promote the conservative agenda, is—at best—a severely consttained type 
of empowerment. At worst, it is a mystification put forth in an effort to 
win the support of teachers while at the same time restricting their 
opportunfties to gain power through self-directed or organized resistance, 
(p. 34) 
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Howley (1990) asserted that, although the 1980's refonn reports promoted a type 

of empowemient that accorded teachers higher status and allowed them more governance 

responsibility, the reports did not recommend giving teachers power over what schools 

teach. Such reports assumed that policy makers would regulate cuniculum by controlling 

the tests used to evaluate school outcomes, and in effect, teachers would be allowed 

conttol ov er curriculum delivery, but not cuniculum content. 

Philosophical Positions. The meaning of empowerment has been clouded 

somewhat b) the variety of philosophical theories underlying its proposed outcomes. 

Historically, the earliest concem for teacher empowerment emanated from critical 

education theory. Supported by theorists such as Apple (1982, 1984) and Gftoux and 

McLaren (1986), empowerment was viewed as a political vision ofthe future aimed at 

enhancing human possibility. Located in paradigms of reproduction and resistance, these 

proponents envisioned teacher empowerment as a condition where teachers are 

confronted with social forces that limit what is possible; however, through their own 

consciousness they are able to reflect and act within social settings. Melenyzer reported: 

In the field of feminist studies, work has focused on the empowerment of 
women, freeing them from oppressions within patriarchal and androcentric 
ftistimtions. Theirs is a focus on the "gender sttatification system" which 
often reduces women to subordinate positions. Feminists maintaftied that 
teacher empowerment is having the work of women respected and 
recognized through collective action, reflection, and democratic 
relationships with colleagues. (1990, pp. 7-8) 

Others have viewed teacher empowerment from a liberal perspective (Glickman, 

1989; Lightfoot, 1983, 1986; Yonemura, 1982, 1986). In this view ofthe empowerment 

process, teachers are able to reflect and are thus able to after situations in theft own 
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classrooms. The liberal writers maintained an individualistic view that failed to address 

the institutional or societal conditions that affect the teachers' positions. Yonemura 

(1986, p. 474) described "the satisfaction and empowerment which derive from the 

adventures of minds thai are freed to think." She stated that teachers could be 

empowered by involvement in the invention ofthe cunicula, through the fostering of peer 

relations, and through study that promotes shifts in perspectives about children. Kleeker 

and Loadman (1996) suggested that Yonemura's definition of teacher empowerment 

described the concept as a process within the teacher's microcosm and included elements 

of professional development, increased decision making, and collaboration that may alter 

power relations within the classroom but does little to address the institutional and 

societal arrangements which limit the possibilities of teachers' work. 

Maeroff (1988) offered the conservative view of empowerment, as did writers 

such as Darling-Hammond (1985) and Leiberman (1988). This view, often more 

applicable to the current hierarchical stmcture in schools, is less emancipatory as it 

assumes an external agent who does things to or for teachers. Teacher empowerment is 

often equated with professionalism and concemed with granting new respect to teachers 

by improvftig the conditions in which they work. 

Melenyzer (1990) wrote, "Thus, the discourse on teacher empowerment can be 

envisioned along a continuum from the "emancipatory, educative, and collective 

conceptions in which ftidividuals seek an active and conscious level of empowerment as 

one stmggles to change society, to a reproductionist, instmmentalist, and ftidividualistic 

approach which fosters the maintenance ofthe existing social order" (p. 9). Melenyzer 
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(1990) found that the meanings and social actions thai teachers associated with 

empowerment are consistent with the ideals espoused by teachers' associations and with 

the principles of conservative and liberal educational theorists. She also found teacher 

empowennenl to be consistent with the ideals of "ttansfonnative leadership" as described 

by Sergiovanni (1989). In this form of leadership, others are given responsibility, and 

their potential is released to make their actions and decisions count (Sergiovanni, 1989). 

When Melenyzer (1990) compared her findings with models of empowerment discussed 

in the educational literature, she concurred with McLaren (1988) that the empowered 

teachers in her smdy were not "able to ttansform the social order in the interests of social 

justice, equality, and the development ofa social democracy." Melenyzer (1990) 

concluded that empowered teachers have only a limited "political" vision, and, in 

practice, rarely seek to be emancipated from instimtional consttaints on their work. 

Defining the Term 

Though the term empowerment has been highly visible in contemporary 

educational discourse, no one accepted meaning is shared among all educators. There 

are, however, some common themes. Empowerment is most often viewed as a process 

through which people become powerfiil enough to engage in, share conttol of, and 

ftifluence events and institutions affecting their lives. In part, empowerment requires that 

people gain the knowledge, skills, and power necessary to influence their lives and the 

lives of those they care about. 
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Dictionary Definitions 

Some insight into the complexity of the concept can be gained by examining the 

dictionary definitions. 

The Worid Book Encyclopedia Dictionary (1963) defines empower as: 

1. to give pow er or authority to; 2. to enable, permit. 

Webster's Third New International Dictionary (1976) cites similar meanings. 

1. To give official authonly to; to delegate legal power to and 2. To give facufties or 
abilities to enable. 

The range of meanings inherent in these definitions is significant in any smdy of 

the meaning of empowerment to teachers. The former implies the direct conferring of 

power or authorit)'. The latter implies facilitating a process that may lead to such power. 

Educators, researchers, and practitioners have tended to emphasize one aspect ofthe 

term's meaning more than the other. 

Merriam-Webster's WWWebster Dictionary (1997) gives three meanings ofthe 

term empower(ment), adding the concept of "self-acmalization." 

1: to give official authority or legal power to 
2: enable 

3: to promote the self-actualization or influence of 

Maslow (1968) denoted self-actualization as the pinnacle of his Hierarchy of 

Human Needs. In Toward a Psychology of Being (1968), Maslow redefined self-

actualization as an episode, or a spurt in which the powers ofthe person come together in 

a particularly efficient and intensely enjoyable way, and in which he is more integrated 

and less splft, more open for experience, more idiosyncratic, more perfectly expressive or 

spontaneous, or fiilly fimctionftig, more creative, more humorous, more ego-ttanscending, 
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more independent of his lower needs, etc. He becomes in these episodes more truly 

himself, more perfectly actualizing his potentialities, closer to the core of his Being, more 

fully human. Such states or episodes can, in theory, come at any time in life to any 

person. According to Maslow, what seemed to distinguish those individuals that he called 

self-acmalizing people, was that in them the episodes seemed to come far more 

frequently, and intensely and perfectly than in average people. 

Empowerment as Enlightened Self-interest 

Block (1987) called empowerment "a state of mind." According to Block, 

genuine, long-term self-ftiterest, though typically defined as doing those things that will 

get us to the top, is better served if we act first and foremost to serve the organization and 

make our own personal ascension the second priority. For Block, this was not an issue of 

morality but a practical path to empowerment. Being driven to serve the organization is 

the essence of enlightened self-interest. It is also at the heart of positive politics. 

Empowering ourselves comes from acting on our enlightened self-interest. Our 

empowerment is expressed through our personal commitment to each ofthe elements of 

enlightened self-interest. According to Block (1987, pp. 82-86), enlightened self-interest 

involves several pursuits: 

1. Meaning. We decide that we will engage in activities that have meaning to us 

and are genuinely needed. 

2. Contribution and Service. We decide to do the things that we feel genuinely 

contribute to the organization and fts purpose. 
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3. Integrity. To maintain our integrity in the organization essentially means to 

put into words what we sec happening, to tell people what is really going on 

w ithin our unit and what we see going on outside our unit. It is the issue of 

w helher il is possible for us to tell the tmth about what we see happening, to 

make only those promises we can deliver on, to admit our mistakes, and to 

have the feeling that the authentic act is always the best for the business. 

4. Positive Impact on Others ' Lives. It is in our self-interest to tteat other people 

well. 

5. Mastery. The final component of enlightened self-interest is the goal of 

simply learning as much as you can about the activity that you're engaged in. 

There's a pride and satisfaction in understanding your ftmction better than 

anyone else and better than you thought possible. Leaming and performance 

are intimately related. 

Group versus Individual Empowerment 

Kleeker and Loadman (1996) found that in the literamre, teacher empowerment 

was described as a concepmal continuum with definable endpoints. At one boundary, 

was the vision of teacher empowerment as power handed down to classroom teachers by 

someone above them in the public school's hierarchical stmcture (usually the building 

principal). At the other end teacher empowerment was viewed as a facet of self-

empowerment through professional growth and knowledge. Vogt and Murrell (1990) 

suggested that the process of enacting empowerment within an organization be 
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"visualized on a continuum—from educating with a development orientation, to 

enhancement of relationships, to transformation of organizations. This process of 

mov ing from education to enhancement to transformation "occurs in individuals, work 

units, and systems as a whole" (p, 134). The development of self is cmcial to 

empowennenl in organizations, as McKibbin and Joyce (1980, p. 254) concluded: 

The general milieu ofthe school and the social movements ofthe times 
interact powerfiilly with the personalities ofthe teachers to create personal 
orientations which greatly influence how teachers view the world (and 
themselv es in it), and those views largely conttol what the individual can 
see as possibilities for personal and professional growth and the kind of 
options to which they can relate. 

Fullan (1993) likewise claimed the importance ofa continuum—of moving from 

individuals to the organization or system: 

It's individuals, working first of all, despite the system, and secondly, 
connecting with other kindred spirits, that will begin to develop the critical 
mass that changes the system. Through the development of self, followed 
by the development of relationships with others in the school, teachers can 
become empowered and join in efforts to renew the school on a continual 
basis. 

From an intrinsic power perspective, Maeroff (1988) explained that teacher 

empowerment "has to do with [teachers'] individual deportment, not their ability to boss 

others...It is the power to exercise one's craft with confidence and to help shape the way 

the job is done" (p. 4). In this sense power stems from teachers' self-determination, or in 

the choices they feel they can make about teacher-related tasks, as well as their sense of 

self-efficacy. Maeroff (1988) suggested that teacher empowerment from this intrinsic 

power perspective is essential to teacher effectiveness as it ftnpacts how teachers 

approach their jobs. Empowerment, accordftig to Maeroff, becomes inevftable when 
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teachers have so much to ofTer and are so sure about what they know that they can no 

longer be shut out ofthe policy-making process" (1988, p. 475). 

Instmments to Measure Teacher Empowerment 

One step in conducting quantitative research conceming teacher empowerment 

has been to develop instmments that can measure various aspects ofthe constmct. 

The Self-Empowerment Index (SEI) 

Wilson (1993) constmcted one such instrument, the Self-Empowerment Index 

(SEI), to measure teachers' intemal sense of autonomy and how teachers express their 

autonomy to others. Development ofthe SEI began with the nomological constmcts of 

self-empowerment. The use ofthe nomological net, an idea that was developed by Lee 

Cronbach and Paul Meehl in 1955 as part ofthe American Psychological Association's 

efforts to develop standards for psychological testing, has been widespread in research on 

empowerment. The nomological network was Cronbach and Meehl's view of constmct 

validity, linking the concepmal/theoretical realm with the observable because this is the 

centtal concem of constmct validity. Constmct validation is involved whenever a test is 

to be interpreted as a measure of some attribute or quality, which is not "operationally 

defined." 

The defiiution of empowerment used to develop Wilson's instrument is based on 

Maslow's (1954, 1962, 1971) theory of self-actualization and Block's (1987) theory of 

empowerment. Self-empowerment pertains to an individual's perceived personal, 
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intemal power, and to how the individual expresses his/her autonomy through 

interactions with others. Self-empowered individuals are autonomous in that they believe 

the best source of authority comes from within themselves and they accept their thoughts 

and feelings as being worthy. They are willing to express thoughts and feelings to others, 

are w illing to take risks, are concemed with providing services to others, are open to 

leaming from others, and participate in open, non-manipulative relationships with others 

(Wilson, 1993, p. 729). 

Wilson's (1993) instrument measured teacher self-empowerment for three factors: 

(1) teachers having the courage to take risks in saying and doing what they think and feel 

is important; (2) teachers being reflective by admitting their mistakes, and being willing 

to leam from criticism and from others who have different ideas from themselves; and (3) 

teachers having an intemal sense of autonomy. According to Wilson, caution should be 

exercised in interpreting the results ofthe study until further research can provide 

evidence for convergent and constmct validity, given that a test designed as the 

operational definition ofa constmct may not be measuring what the theoretical 

conception ofthe constmct posmlated. 

Wilson and Cooligan (1996) later did a Iftnited study with six teachers, three 

identified as High Self-Empowered (HSE) and three identified as Low Self-Empowered 

(LSE) based on the use of her Self-Empowerment Index (SEI). Wilson found the HSE 

teachers to be highly committed to working with colleagues and principals. They 

perceived themselves, along with their colleagues and principals, to have shared 

responsibility for decisions made about the future ofthe school. All three HSE teachers 
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mentioned die importance of relationships being based on shared values, so that there can 

be an understanding ofthe general direction ofthe school and the purpose and function of 

working collaboratively. The LSE teachers on the other hand were found to have little 

personal commitment to working with colleagues or school principals. They described 

working together as a mechanical event they were expected to perform. All three were 

hesitant to become inv olved in critical discussions that might lead to "bad feelings" on 

the part of others or to ftiem "getting into ttouble". Wilson and Cooligan (1996) 

concluded that attempts at empowering teachers extrinsically, such as through Site-based 

Management, may be more successful if teachers within a school setting have a high 

sense of self-empowerment, high intrinsic motivation, support and encourage the sharing 

of ideas, and value commitment and participation ftm relationships though effective 

communication (Wilson and Cooligan, 1996). 

The School Participant Empowerment Scale (SPES) 

Kleeker and Loadman (1998) identified a total of thirteen dimensions of teacher 

empowerment in theft review ofthe educational Ifteramre (e.g., Lichtenstein, McLaughin, 

& Knudsen, 1991; Lightfoot, 1986; Maeroff, 1988; Morris & Nunnery, 1993; Rappaport, 

1987; Short, 1992). These were (a) accountability, (b) authority/leadership, 

(c) cuniculum planning, (d) collaboration, (e) decision making, (f) impact, 

(g) professional growth, (h) professional knowledge, (i) responsibility, (j) self-efficacy, 

(k) self-esteem, (1) status, and (m) mentoring. The School Participant Empowerment 

Scale (SPES) developed by Short and Rinehart (1992) was the only instmment Kleeker 
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and Loadman (1988) found that measured as many as six ofthe identified dimensions. 

The development ofthe SPES was grounded in both the literature and Short's empirical 

work and research in school empowerment. Short (1992) identified and defined the six 

dimensions of teacher empowerment as decision making (teachers' participation in 

important school-related decisions), professional growth (opportunities for teachers to 

dev elop and expand their perspectives and skills), status (respect and admiration from 

colleagues), self-efficacy (teachers' feelings of ability to be effective) autonomy (freedom 

to conttol professional life and decisions), and impact (ability to directly influence life in 

the school) (pp. 9-14). 

Kleeker and Loadman (1998) explored the stability, reliability, and vahdity of 

scores on the subscales of Short and Rinehart's School Participant Empowerment Scale 

with data from a larger sample of classroom teachers working in Ohio. Their sample of 

4,091 teachers was representative of state and national populations of classroom teachers. 

Confiimatory factor analysis failed to confirm the subscales identified by Short and 

Rinehart. Kleeker and Loadman reported: 

Regarding the scale's content validity, it is strikftig that the dftnension of 
professional knowledge was not included in the SPES presented by Short 
and Rinehart. This was the first ofthe theoretically derived components 
of empowerment listed in Short and Rinehart's (1992) procedural 
description for establishing content validity. Lichtenstein, et al., (1991) 
measured teacher empowerment by professional knowledge only, which 
they defined as "knowledge of professional community, educational 
pohcy, and subject area." (p.5) 

Maeroff (1988) and Morris and Nunnery (1993) included 
professional knowledge as a dimension of teacher empowerment. The 
widely held conceptual relationship of knowledge and power, as well as 
the intuitive sense that a teacher's power within a restmcturing school 
environment would be related to that teacher's professional knowledge 
and understanding ofthe school's present and envisioned organizational 
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sfructure, begs for this dimension to be included in any measure of 
"teacher empowemient." (1998, p. 952) 

Short's Dimensions of Empowerment 

In spite of Kleeker and Loadman's criticism ofthe dimensions of empowerment 

selected by Short and Rinehart for the School Participant Empowerment Scale (SPES), 

this smdy uses the six dimensions Short (1992) identified as underlying the constmct as a 

foundation for fiirther work on teacher empowerment. Short's (1992) dimensions were 

obtained from a 1989-1992 nationwide study in nine school distticts and were based on 

the definition of empowerment as a process whereby school participants develop the 

competence to take charge of their own growth and resolve their own problems. 

Dimensions of teacher empowerment as identified by Short (1992) included: (1) 

participation of teachers in critical decisions that directly affect their work; (2) teacher 

impact as an indicator of influencing school life; (3) teacher status conceming 

professional respect from colleagues; (4) autonomy or teachers' beliefs that they can 

conttol certain aspects of their work life; (5) professional development opportunities to 

enhance continuous leaming and expand one's skills; and (6) self-efficacy, the perception 

of having the skills and ability to help smdents leam. 

Short concluded that some dimensions fall into the category of personal 

empowerment, others into the area of organizational empowerment (1992, p. 13). 

Kleeker and Loadman (1996) concurred. They examined a number of sttategies for 

empowering teachers as found in school reform literature. The resuft was a table listing 

dimensions and researchers (Kleeker & Loadman, 1996, p. 21-22). Accordftig to 
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Kleeker and Loadman (1996) these dimensions require changes in the traditional school 

stmcture: Authority. Autonomy, Curriculum Planning/Design, 

Collegiality Collaboration, Decision Making, and Impact/Causal Importance. Teachers' 

impact, leadership, and mentoring roles are connected and assume opportunities for 

teachers beyond the classroom. Meanwhile, Professional Growth, Professional 

Knowledge. Responsibility, Self-Efficacy, Self-Esteem, and Status are dimensions of 

teacher empow erment that are not necessarily dependent upon changes in the school 

enviromnent although they can be facilitated by environments that provide opportunities 

for choice and autonomy in demonsttating those competencies (Kleeker and Loadman, 

1996, pp. 15-17). 

Shared Decision Making 

In theft comprehensive review ofthe literature, Kleeker and Loadman (1996) 

named decision-making as the most frequently identified dftnension of teacher 

empowerment. Blase and Blase quoted Bolin's (1989) definition of empowerment as 

requiring investing in teachers the right to participate fti the determination of school goals 

and policies and the right to exercise professional judgment about the content ofthe 

curriculum and means of instruction. They concluded that the essence of empowerment 

is a combination of respect and dignity. Added to these, according to Blase and Blase 

(1994), is democratic value—Teachers should, as concemed citizens, as protectors ofthe 

tmth, and as participants in the schooling enterprise, be allowed to voice their opinions 

about educational policy. 
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Decision-making emerged as the single definition of teacher empowerment in a 

study by Moore and Esselman (1992). Surveying 1,802 Kansas City (Missouri) teachers, 

they explored the relationship between (I) teacher efficacy, (2) empowerment, (3) 

focused instmctional climate, and (4) student achievement. Teacher empowerment was 

defined as the perceived influence of teachers in important decision-making activities. 

This decision-making was examined in two dimensions: classroom-based and school-

based. Moore and Esselman (1992) concluded that teachers' perception of empowerment 

was dependent upon their influence in school-based decision making. They found that 

providing teachers with greater decision making authority may well have improved 

teacher work conditions and self-ftnage, but there was little evidence that these efforts 

improved smdent achievement when grade levels, school levels, and test content vary. 

Acker-Hocevar et al. (1996) examined ten school districts in the states of Florida 

and Alabama using constmcts of power which they termed Five Dimensions of Power— 

autonomy, resources, responsibility, political efficacy and expertise, and hierarchical 

beliefs about power. According to Acker-Hocevar et al. (1996): 

Empowerment may be viewed best as an organizational sttategy for 
beginning to share power, the initial step in redefining power within the 
formal organization. Sharing power should enable others to act, promote 
choice, fticrease impact, build competency, and be deemed meanftigfiil for 
all the members in the school culture. Empowerment sttategies 
necessitate new leadership styles that facilitate the flow of power. This 
flow of power should be positioned within new frameworks of power 
where "empowerment" is one of several sttategies for dismantling cunent 
hierarchical power stmctures. New mental models of power call into 
question past stmctures that thwart increased participation, Iftnft active and 
meaningful involvement, and discourage partnership models of power. 
These sttategies enable others to act in more partnership ways, encourage 
and support meanftigfiil involvement, and foster stmctures that support 
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participation for new organizational power models to emerge—models 
that have positive effects for all. (pp. 2-3) 

According to Liden and Tewksburg's (1995) synthesis ofthe literattire on 

empowennenl, four aspects were critical to definitions of empowerment: choices, 

competence, meaningfiilness, and impact. They cited several studies, however, that 

demonsttated that Shared Decision Making (SDM) and Site-Based Management (SBM) 

might, in fact, be ignoring how to effectively involve teachers in decisions that are 

meaningful to them. Instead of increasing teachers' control and impacting more positive 

effects on smdents' learning, SDM has become a game where teachers pretend they are 

involv ed, guess what the principal wants, and then go into their classrooms. 

Empowerment, in the above example, is a pejorative term. Instead of fostering tmst, it 

fostered teachers' suspicions as to their perceived efficacy in participation, and thus 

lowered their commitment to active engagement or involvement. 

On occasion, teachers who are given opportunities to involve themselves in 

school-wide decisions invest time and energy in trivial decisions and minor issues. Weiss 

(1990) speculated that teachers do not want to be involved in administtative decisions 

that they see as dettactors from their classroom work and because they see empowerment 

as a sham. In Weiss's view, under such conditions leadership fails to involve teachers in 

issues of ftnportance, to give teachers authority, and to give teachers opportunfties to 

expand theft knowledge base. 

Kunango (1992) argued that empowerment should be viewed less as delegation 

and more as "enabling." He proposed that the connotation of "enabling" implies 

motivation though enhancing one's personal efficacy and ability to cope with 
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environmental demands. Empowerment is not synonymous with involvement and 

participation; it appears to be a movement that includes people in beginning to 

collaborate and make shared decisions, the conclusion being that through increasing 

participation in decision-making there should be greater involvement. 

Short (1992, p. 7) concluded that teacher empowerment is a complex constmct, 

and even though empowerment generally is associated with site-based management and 

shared decision-making, the underlying dimensions ofthe constmct are varied and 

informativ e. Even if participation in decision-making is genuine. Short (1992) made the 

following observation: 

Increasing the level of teacher participation in decision-making can create a 
perception of less positive school climate. This may be attributed to the 
opportunities for conflict when involvement increases. Conflict ensues when 
disclosure of varying ideologies and perceptions of teachers occurs. Also, as 
teachers feel more empowered, they recognize that they have the power to 
identify problems, institute change efforts, and ultimately to take responsibility 
for solving the problem. In other words, empowered teachers are more willing to 
take ownership of problems and to find solutions than teachers omitted from 
ftivolvement in decision-making, (p. 9) 

Autonomy 

Acker-Hocevar et.al. (1996) reported that teachers in theft smdy supported the 

concept of autonomy and agreed that an empowered educator is one who not only makes 

appropriate classroom level decisions, but also directly participates in the implementation 

of school policy decisions. Two pattems emerged regarding four ofthe five dimensions 

of power. First, they found that autonomy and responsibility were related. An 

empowered educator is not only one who autonomously makes appropriate classroom 

level decisions and participates in policy decisions, but who also views power as the 
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acceptance of responsibility. Second, in examining the interaction effects for state and 

community, they found a relationship between political efficacy/expertise and 

hierarchical beliefs about power. Teachers' beliefs about polftical efficacy/expertise and 

hierarchical beliefs were influenced by gender, level of schooling, type of community, 

and state. They found that male, middle and secondary school teachers in Alabama were 

the most likely to believe that a powerful educator is one who knows how to "operate 

w ithin the system," to cut through bureaucratic red-tape," views his/her expertise as 

"conttolling the leaming environment to teach smdents," but also tends to believe that 

power is a "top-down phenomenon that rests on who you know" and is "exercised 

differently by males and females." 

Impact 

Rappaport (1987) identified self-efficacy, self-esteem, and causal importance as 

elements of empowerment. In his smdy of empowerment and communities, he found that 

an individual's sense of empowerment was directly related to the individual's sense of 

participation in the community. Rappaport described the constmct of empowerment as a 

joining of personal competencies and abilities to envftonments that provide opportunities 

for choice and autonomy in demonsttating those competencies. 

Ashton and Webb (1986) found that teachers' self-esteem grew when they felt 

that they were doing something worthwhile that they were doing ft in a competent 

manner, and that they were recognized for their accomplishments. Lightfoot (1986) 
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added that teachers in her study of good schools grew from the respect they received 

from parents and community as well as the support they felt for their ideas. 

Status 

Maeroff (1988) claimed that the meager salaries and other disenfranchising 

circumstances of leaching cause teachers not to respect themselves. The combination of 

high public expectations and poor working conditions, as perceived by teachers, creates a 

tension that erodes what little status teachers enjoy. Poor facilities, heavy paperwork 

unrelated to instmction, interference with teacher time, low opinions and conflict with the 

community and boards of education, inadequate parental support, and being involved in 

daily activities unrelated to teaching (bus and cafeteria duty, etc.) enhanced teachers' 

feelings of low stams. Ashton and Webb (1986) also found that status is affected by the 

powerlessness that is characteristic of bureaucratic organizations. Teachers feel left out 

and unimportant in the critical decisions affecting theft work life in schools. 

Blase and Blase (1994) listed the following conceptions of teacher empowerment, 

all of which are dftectly or indirectly related to teachers' perceptions of their stams: 

• Teacher ftivolvement in school governance; 
• Granting new respect to teachers and improving their work conditions; 
• Higher salaries and new professional stmctures; 
• Teacher revolution to gain conttol ofthe profession; 
• Increasing teacher autonomy and professionalism. 

Professional Development Opporttinfties/Professional Knowledge 

According to Maeroff (1988), in Teacher Empowerment: A Step Toward 

Professionalism: 
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Making teachers more knowledgeable is a vital part of this change because 
people who are misinformed or ill-infonned are certainly not likely to 
perform as responsible professionals. Part ofthe reason why teachers 
hav e not exerted more authority is because they are not sufficiently 
equipped to do so. (p. 53) 

Professional knowledge was also identified as the sine qua non for empowerment 

by Lichtenstein, McLauglin. and Knudsen (1992). These authors wrote that all other 

dimensions were dependent upon this one. and summarized their conclusion as 

Knowledge is Power. 

The classroom teachers' professional knowledge has ttaditionally included 

general knowledge (typically die liberal arts), knowledge ofthe subject taught, and 

knowledge of pedagogy. According to Kleeker and Loadman (1996) in order to 

participate in their restmcturing schools, teachers must pursue addftional knowledge. 

That knowledge would include a thorough grounding in both the philosophy and 

processes ofthe change model adopted by their school. Those teachers with excellent 

oral and written communication skills would have the most impact within and beyond the 

school environment. To participate in planning and implementing, teachers in 

restmcturing schools would need professional knowledge about how groups work and 

how consensus is reached. Knowledge of assessment and testing would be essential if 

classroom teachers were to be instmmental in increasing and evaluating student leaming. 

(Kleeker & Loadman, 1996, p. 16) 

Lichtenstein et al. (1992) presented a definition of "professional knowledge" 

which included knowledge of content and method, as well as knowledge of policy 

systems, of professional organizations, and of a professional dialogue pertinent to 
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teachers' work. According to Lichtenstein, the "knowledge" that empowers teachers is 

not the stuff of the weekend workshop or the after-school in-service session but rather the 

knowledge that empowers teachers to pursue their craft with confidence, enthusiasm, and 

authority is knowledge ofthe teaching profession in the broadest possible sense. 

Lichtenstein (1991) distilled the essential kinds of knowledge that empowered teachers 

possessed into three overlapping areas: 

• Knowledge of professional community, 

• Knowledge of education policy, and 

• Knowledge of subject area. 

After a field smdy and a literature review revealed that decenttalization or 

enhanced teacher authority did not necessarily lead to teacher empowerment, 

Lichtenstein (1991) and his associates concluded that teachers' development of 

professionally relevant knowledge is necessary for genuine teacher empowerment. "As 

teachers assume greater responsibility for their individual and collective growth, power 

relationships and ttaditional ways of thinking about the roles of teachers and 

administtators will necessarily change as well" (Lichtenstein, 1991, p. 20). 

Lichtenstein et al. (1991) concluded: 

Consequently, after a year of examining stmctural, formal, and institutional-based 
efforts to empower teachers, we shifted our research to look at knowledge-based 
reforms. This approach did indeed lead us to teachers who believe they are 
fimdamentally empowered in principle and practice, whose attitudes about 
teaching are upbeat and hopefftl—in many cases enthusiastic—and who believe 
that theft practice represents a model of professionalism that ought to be widely 
developed. In addition we saw that "knowledge canies its own authority, (p.3) 
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According to Lichtenstein et al. (1991), we should no longer confuse where 

teachers work with how they work: Knowledge gained outside the classroom informs 

(and is infonned by) knowledge teachers gain within the classroom. Both sources of 

know ledge are essential to teacher empowemient. They continued: 

Empowerment depends upon teachers' enhanced sense of efficacy and 
competence in the various domains of their profession, which includes the 
classroom, as well as policy arenas. This broader view anticipates 
teachers' development of professionally relevant knowledge as necessary 
to genuine teacher empowerment. Without such knowledge and capacity, 
instimtional sttategies dependent primarily on changes in authority and 
participation to empower teachers—new roles and responsibilities—may 
comprise an empty wanant. (p. 20) 

Darling-Hammond (1997) sttessed both content knowledge and knowledge of 

pedagogy. As she stated: 

In teaching and in other occupations, professionalization has often been 
seen as primarily concemed with power relations, autonomy, status, and 
compensation. Teachers, many have claimed, need and deserve more 
respect, more authority, and higher salaries.. .but teaching will not deserve 
the ttappings of professionalism until it constmcts for itself a foundation 
for a profession: first, a sttong and widely shared base of knowledge that 
is clearly related to improved learning and, second, a sttong and widely 
shared commitment to the welfare of children that is enacted in 
parmership with parents and communities. Empowerment must occur 
through knowledge rather than through new conttols that would 
enfranchise teachers at the expense of others.. .who have a deep interest in 
children's leaming and success. Granting greater authority to educators 
who have little expertise or commitment to a professional ethic can lead to 
more harmfiil practices rather than more effective ones. (p. 302) 

According to Darling-Hammond (1997), the fiindamental namre of education is 

whether teachers know how to make complex subjects accessible to diverse learners and 

whether they can work in partnership with parents and other educators to support 

children's development. If only a few teachers have this capacity, most schools will 
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never be able to produce better education for the full range of students who attend them. 

Widespread success depends on the development of a profession-wide base of knowledge 

along with a commitment lo the success of all students. 

Bemauer (1999) identified continuous improvement of practice as one ofthe 

defining eharactenstics ofa professional. According to Bemauer (1999), improvement, 

unlike change, occurs w hen activities or outcomes move closer to accepted standards of 

performance. Successful change is based on two critical principles: (1) people are at the 

center of change, and (2) change is a process, not an event. Constmctivism posits that 

meaningful knowledge results from an individual's efforts to ftitegrate new information 

with prior experience and knowledge. According to Bemauer (1999), the creation of new 

knowledge must be part ofthe school culture if school improvement is to occur. He 

proposed action research, the combining of systematic inquiry with actions that teachers 

test, as a promising means of developing school improvement programs. He argued that 

specific features of action research could lead to empowerment if problems emerge from 

teachers' own sense of what must be improved and theories are grounded in classroom 

experiences rather than theoretical premises. Teachers can assess their own practices and 

take action to improve them. Collaborative efforts reduce isolation and create a more 

professional culture in schools as problems are shared both informally and formally. 

Bemauer sttessed the ftnportance of leadership support if teachers are to become 

empowered to improve classroom curriculum and the methods used to teach it and to 

ultftnately change the school culture. 
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Self-Efficacy 

Most theories of human motivation and behavior include self-beliefs as a key 

component. The centtal construct in Bandura's (1986) social cognitive theory is self-

efficacy, which Bandura defined as people's judgments of their capabilities to produce 

designated levels of performance. Individual's beliefs about theft competencies in a 

giv en domain affect die choices ttiey make, the effort they put forth, their inclinations to 

persist at certain tasks, and ftieir resiliency in the face of failure. Bandura's (1986) 

hypothesized four sources of self-efficacy perceptions—moi'̂ er); experience which is the 

interpreted results of one's past performance, vicarious experience which comes from 

observing others performing tasks, verbal persuasions which are verbal messages and 

social encouragements that help ftidividuals exert the extta effort and maintain the 

persistence requfted to succeed, and physical and emotional states where it is assumed 

that sttess and tension are indicators of susceptibility to failure and mood can have an 

effect on efficacy beliefs. Bandura (1986, 1997) argued that the most important source of 

information comes from mastery experiences. 

Ruscoe, Whitford, Egginton, and Esseftnan (1989) surveyed 1065 teachers and 85 

administtative staff employed fti professional development schools. Their survey 

included the measures of teacher efficacy and teacher empowerment. Efficacy was 

measured by assessing the respondents' self-rating of their ability to increase student 

leaming. Empowerment was defined in this study as, "a measure ofthe influence 

teachers had over curriculum decisions within their classrooms and the teacher's role in 

decision making beyond the classroom" (p. 4). Gender and level differences emerged in 
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the imalysis ofthe data. The researchers found that men generally expressed a greater 

sense of overall empowerment that did women, especially regarding decision making 

beyond the classroom. Respondents who expressed a sttong sense of personal 

effectiveness as a teacher also expressed a strong sense of empowerment in terms of 

decision-making both within and beyond the classroom. 

Edwards, Green, and Lyons (1998) in a study of 411 teachers found 

empowerment related at a low to moderate level to personal teaching efficacy. They 

found that surprising since conceptually empowerment and efficacy are closely related. 

Their conclusion was the perceptions of efficacy differ when personal versus professional 

efficacy is the focus. Also, efficacy tends to be simation and context specific, and can 

vary from simation to simation. They did report a high relationship of Administtator 

Professional Treatment of Teachers to personal empowerment, indicating the power and 

importance ofthe principal-teacher relationship. 

Hipp (1997) found similar evidence. Her study explored how principals' 

leadership behaviors influenced teachers' sense of efficacy. Using Bandura's (1977, 

1986) social cognitive leaming theory of self-efficacy to provide the theoretical 

framework, she surveyed 280 teachers in 10 schools to determine the level of personal 

teaching efficacy and general teaching efficacy. She then interviewed 34 teachers in 

three ofthe middle schools. The smdy showed that principals' direct behaviors, as well 

as indftect symbolic forms of instmctional leadership, influenced teachers' work and its 

outcomes. 
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Zeldin and Pajares (2000) explored the personal stories of women who selected 

and excelled at careers in mathematics, science, and technology to better understand the 

ways in w hich their self-efficacy beliefs influenced their academic and career choices. 

Zeldin :md Pajares used Bandura's (1986) definftion of self-efficacy, which he identified 

as people's judgments of their capabilities to produce designated levels of performance. 

They found that verbal persuasions and vicarious experiences were critical sources ofthe 

women's self-efficacy beliefs. Women in their study provided evidence that the 

influence of particular self-efficacy sources may differ for women in male-oriented 

domains. The women seemed to rely extensively on the accompanying confidence 

dev elopment from the relationships in their lives while they were honing their academic 

and professional skills. According to Zeldin and Pajares (2000), self-efficacy built on 

relational experiences resulted in a pattern of resiliency to perceived obstacles as women 

continued along theft academic and career paths, as the women described themselves as 

both "persistent" and "resilient." They agreed with Gilligan (1982) who concluded that 

self-efficacy beliefs primarily moored on experiences that are non-relational may not be 

appropriate for understanding women who perceive themselves as the center of an 

intricate relational web. 

The Leadership/Empowerment Connection 

Certainly a key to attempts at teacher empowerment is principal leadership, for 

leadership is critical to empowerment within organizations. Kanter (1983) and Thomas 

and Velthouse (1990) claimed that leaders who have a high level of empowerment for 
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themselves are more likely to be able to develop intrinsic and extrinsic empowerment 

within organizations. High sell-empowered leaders would encourage commitment, risk-

taking, and innov ation. and they would energize workers by tapping idealism and 

building faith in their abilities to accomplish meaningful goals (Kanter, 1983). Wilson 

and Cooligan (1996) concluded: 

If school leaders are not committed to the tasks they must perform, are not 
willing to take risks, do not have an ideal vision of what they are to 
accomplish, find little meaning in their jobs, and do not value 
empowerment (intrinsic and extrinsic), then there may be little hope that a 
sense of empowerment would be ttansmitted to teachers, (p. 113) 

Blase and Blase's (1994) study based on the work of Carl Glickman with highly 

successful principals in the League of Professional Schools, identified the characteristics 

of shared governance principals that directly and indirectly conttibute to teachers' sense 

of empowerment. Blase and Blase (1994) wrote that their findings about successful 

shared governance principals generally agreed with the few smdies that have investigated 

leadership sttategies and theft impacts on teacher empowerment. For example, 

Melenyzer (1990) reported a list of 23 leadership behaviors associated with teacher 

empowerment. Behaviors such as articulating a vision, providing teacher recognition, 

being visible, beftig decisive, supporting shared decision making, and demonsttating tmst 

were identified with empowering leadership. Blase and Blase (1994) concluded that ttue 

empowerment extends well beyond participation in decision makftig; ft also involves the 

elevation of teachers as knowledgeable professionals. Research indicates that 

empowerment requires the principal's ttust and respect for teachers, support for staff 

development, support of teachers' decisions, and the adequate allocation of time for the 
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development of collaborative relationships among teachers. Empowerment fiirther 

requires involvement by teachers outside their own classrooms. B\as6 and Blas6 (1994, 

p. 9) asserted that "Empowering teachers by implementing shared govemance is more 

than the 'in' thing for educators, it may be the best way to ftilfill the school's mission and 

achiev e its goals." They continued, "Our study overwhelmingly indicated that 

(compared with all other sources of empowerment) principal leadership is the most 

important factor that conttibutes to teacher empowerment (Blase & Blase, 1994, p. 10). 

Rinehart and Short (1998) conducted a study that investigated the relationship of 

the principal's social influence and teacher empowerment using social influence theory 

components. Theft findings indicated that participant empowerment can be ttaced to the 

relationship between principals and teachers and suggested that observations of 

principals' tmstworthiness, social attractiveness, and expertaess (identified as significant 

social influence variables) influenced the perceptions of participants' empowerment. 

Others have suggested that those teachers who form relationships with 

administtators can use that relationship toward empowerment. Bamett (1984) cites 

Becker (1953) as naming various sttategies a teacher can use when attempting to 

influence a principal. According to Bamett (1984), one ofthe results, which emerged 

from the smdy, was that powerful teachers are depended on more for their access to 

information than for their access to persons or material resources. Closer examination of 

the data revealed two important characteristics of teachers who are depended on for 

information: (1) they hold department chair positions, and (2) they serve on a number of 

committees. Of particular ftiterest is the recurring theme that ftiformation is the most 
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potent resource to which powerful teachers have access. Those teachers who are 

"gatekeepers" or "brokers" of information are apt to become powerful. The writer 

suggested that principals, too, use information or the withholding of information to wield 

power. 

In Changing Teachers, Changing Times. Hargreaves (1994) observed: 

School based management, like corporate self-management is unlikely to 
deliv er on its promises of teacher empowerment unless the sphere of 
decision-making is broad, and issues of curriculum, assessment and 
educational purpose leave ample scope for teacher self-determination. 
(Hargreaves, 1994, pp. 68-9) 

According to Renihan and Renihan (1992): 

Empowerment is, when it is done right, a compelling force in its potential 
to achieve organizational excellence (but) above all it is imperative that 
we recognize what empowerment is not.. .Empowerment is not kidding 
teachers into thinking preplanned initiatives were their ideas. (That is 
enttapment.) Empowerment is not holding out rewards emanating from 
positive power. (That is enticement.) Empowerment is not insisting that 
participation is mandated from above. (That is enforcement.) 
Empowerment is not increasing the responsibility and scope of the job in 
trivial areas. (That is enlargement.) Empowerment is «o? merely 
concluding that enlarged job expectations just go with the territory. (That 
is enslavement.) Empowerment is, rather, giving teachers and smdents a 
share in important organizational decisions, giving them opportunities to 
shape organizational goals, purposefully providing fomms for staff input, 
acting on staff input, and giving real leadership opportunities in school-
specific situations that really matter, (p. 11) 

Melenyzer's Study 

To date, Melenyzer's (1990) work remains the most comprehensive smdy of 

empowerment in the lives of teachers. Using evidence from teacher nanatives and nine 

months of on-site daily observations in a school of 40 empowered teachers, Melenyzer 

(1990) sought to discover what teacher empowerment means to teachers and how teacher 
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empowerment is accomplished. From the teachers' data, Melenyzer consttncted this 

definition of empowerment: 

The opportunity and confidence to act upon one's ideas and to influence 
the way one perfonns in one's profession. True empowerment leads to 
increased professionalism as teachers assume responsibility for and an 
involvement in the decision making process, (p. 16) 

As a result of her ethnographic study, which included observations and interviews 

with faculty members at one school setting during the course of one school year, 

Melenyzer related the following: 

Finding 1: The organizational culture as reflected in the cultural norms 
promoted and sustained teacher empowerment. Values shared by the 
professional persormel in the school, and reinforced by legends, heroes, 
stories, rimals, and ceremonies, influenced the accomplishment of teacher 
empowerment, (p.22) 

Finding 2: The social practices and social knowledge of empowered 
teachers promoted and sustained teacher empowerment. Documentation 
from the researcher and evidence from teacher nanatives propose a 
portrait of an "empowered teacher", one which teachers suggest reflects 
theft role and in turn interacts with both the school's cultural norms and 
leadership in the accomplishment of empowerment. Melenyzer listed 
"What Images Teachers Projecf and "How They Act "When They Feel 
Empowered." The hst included 22 characteristics such as Are Caring, 
Make Choices, Commit to and Articulate a Common Goal, Take 
Responsibility, Are Critically Reflective, etc. (p. 45) 

Finding 3: Empowering leadership, as ttansformative leadership, 
promoted and sustained teacher empowerment. Melenyzer listed 23 
behaviors exhibited by administtators and teachers as leaders that 
interacted with the school's culture and the empowered teacher to 
facilitate the accomplishment of teacher empowerment, (p.47) 

Melenyzer described teachers' meanings of empowerment within the context ofa 

single school situation during a single school year. According to Melenyzer, the actions 

and meanings these teachers associated with teacher empowerment were in sharp conttast 
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to those espoused by critical education and feminist theorists. Melenyzer found no 

ev idence in cither teacher nanatives or participant observation that teachers sought 

emancipation from either institutional or societal constraints. Critical theorists argued 

that the emancipation is from teacher oppression, but Melenyzer asked, "What is 

oppression?" In her study teacher empowerment meant freedom from oppressive acts 

such as freedom from rigid lesson plans, freedom to move within the school and not to 

worry about sign in or sign out sheets. Oppression was avoided by the sense of 

community among teachers that fostered a spirit of collegiality rather than by protests and 

collectiv e actions. Melenyzer found little evidence that teachers sought emancipation 

from theft current simations, rather that their actions seek to maintain the cunent 

stmcture and to "safeguard what's important." Thus, teachers' meanings and social 

actions of empowerment as described by Melenyzer's group of teachers can be 

envisioned within the theoretical boundaries ofthe teachers' associations, conservative, 

liberal, and ttansformative leadership discourse. Melenyzer suggested fiirther 

ethnographic smdies to determine whether other teachers' definitions of teacher 

empowerment are more in line with critical educational and feminists theorists or whether 

they are similar to the definitions and social actions of empowerment described by the 

teachers she interviewed. 

In Melenyzer's (1990) study, the social context ofthe campus played a significant 

role in the teachers' discussions of meaning, yet here is little indication of individual 

teacher's meanftigs of empowerment, how that is constmcted, what events change those 

meanings, and whether teachers can retain a sense of empowerment fti spite of events that 
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occur within (and without) the context ofthe school setting. Melenyzer's work, although 

similar in slated purpose to this study, fell short of defining the term empowerment. It is, 

instead, a description of how a school faculty "looks" when teachers are empowered, and 

does not infonn ftulher. Individual teacher voice was drowned out by the sound of 

themes from group empowerment and we provided no insight into where these 

individuals are along the continuum of empowerment nor how they anived there. 

Summary 

Empowerment as a constmct first appeared in the business literature and then 

became a part of educational reform in the 1980s, when it was suggested that 

empowerment of teachers might be a means of improving smdent leaming through 

involvement of teachers in finding more creative solutions to school problems. 

Early attempts at defining and implementing empowerment were largely extrinsic 

and usually meant including teachers in site-based management processes. Research into 

empowerment focused on identifying those attributes that comprised the constmct and 

determining how closely each conelated to empowerment itself Decision-making was 

the most frequently identified dimension of teacher empowerment. Associated research 

into principal leadership supported the connection. 

Short (1992) identified six dimensions of empowerment and recognized the 

complexity of their interactions. Melenyzer (1990) turned to philosophical positions to 

look for the meaning of empowerment in the lives of classroom teachers. This study 

combines the dimensions as identified and defined by Short with the research purpose 
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stated by Melenyzer and allows empowered teachers to chronicle their empowering 

experiences in order to enrich our understanding ofthe meaning of empowerment that 

Melenyzer sought and to infonn us about the complexity ofthe connections between 

Short's dimensions. 
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CHAPTER III 

METHODOLOGY 

Empowennenl is a dynamic process, not a static final state 
to be reached. (Lightfoot, 1987, pp. 9-10) 

A year of reviewing the literature left me knowing little about the essence of 

empowerment. "What 1 had leamed was that many researchers had identified the 

attributes that are indicators of empowerment, and I had an idea of what empowerment 

looked like, but 1 did not know when or how it developed, whether it was permanent, or 

whether there were consistencies in the experiences of those teachers who felt 

empowered. Armed with the work of Short and others I plotted a course to talk to 

empowered teachers, listen to their stories, and look for similarities of experiences. The 

resulting smdy is a combination of Grounded Theory, Nanative Inqufty, and the use of 

the tools and principles of Systems Thftiking. This chapter details the processes that were 

drawn from each of those. 

Role ofthe Researcher 

In qualitative research researchers use a tradition of inquiry. This means that the 

researcher identifies, smdies, and employs one or more methodologies of inqufty. 

Accordftig to Creswell (1998), this ttadftion need not be "pure," and one might mix 

procedures from several. In fact, Creswell states that especially in long and complex 

studies, feamres from several ttaditions may be useful (p. 21). My earliest attempts to 

find the essence of empowerment employed many aspects of phenomenology, but I found 
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ttiat approach not entirely satisfying. Leaming how teachers "feel" when they are 

empowered (an emotional snapshot in time) and understanding empowerment as a 

growth process were two different issues. Like Lightfoot (1987), I saw empowerment as 

dynamic and continuous, and from my own experience as a classroom teacher, somewhat 

tenuous. It was these aspects ofthe constmct that intrigued me. 

Nanative inquiry had promise as a framework that would provide an appropriate 

amount of stmcture for me, the researcher, yet allow teachers to tell the stories they felt 

compelled to tell. According to Clandftiin and Connelly (1994), there is cunentiy a 

willingness to experiment with nanative form (p. 425). Marcus and Fisher (1986) call 

this time (of research) an "experimental moment." According to Clandinin and Connelly 

(1994), "Just as painters often develop their own styles as an outgrowth of 

experimentation with the signatures of well-known, accomplished painters, so, too, this 

experimentation evenmally may lead to an individual's own research signature as 

narrative form is adapted to who he or she is" (p. 425). Using this license I imposed a 

limited amount of guidance to the conversations I held with teachers, all the while 

preferring to allow them to interpret and reflect and to speak to what was important. 

Participant Selection 

In a grounded theory smdy the investigator chooses participants based on their 

ability to contribute to an evolving theory. He/she begins with selecting a homogeneous 

sample of ftidividuals who can conttibute to the evolving theory, and then, after 

developing the theory, studying a heterogeneous sample to confirm or disconfirm the 
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conditions, both contextual and intervening, under which the model holds (Creswell, 

1998, pp. 118-119). For this study, I chose 15 career science teachers, five males and ten 

females, with at least 11 years experience each—all identified by administtators, fellow 

teachers, parents, and community members as empowered teachers. Melenyzer (1990) 

used a similar approach when she identified six individuals who were in the "mainstream 

of activities" according to other teachers and individuals in the school as the key actors in 

her research on teacher empowerment. 

An effort was made to include teachers from a variety of educational settings and 

experiences. Among members ofthe participant sample, time spent as a classroom 

teacher ranged from 11 to 38 years, although the teacher with only 11 years experience 

had served the previous 13 as a teacher's aide. Nine ofthe subjects were teaching for 

suburban (communities adjoining a large mettopolitan area) school districts, three were 

teaching in small rural schools, and three were teaching in mid-size cities. Ten are high 

school teachers, three are middle school teachers, and two are elementary teachers. Two 

had afteady made the decision to leave the teaching profession by the time they were 

being interviewed, and one decided to retire at the end ofthe school year. 

Data Collection Procedures 

Data were collected through both email inquiries and one-on-one interviews. 

The initial contact, made by email, was intended to prompt the teachers to reflect back on 

major events in their professional lives. The term "empowermenf was intentionally not 

used during the first contact with participants. During the subsequent oral interview, 

Melenyzer's (1990) description of empowerment-?/ze opportunity and confidence to act 
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upon one 's ideas and to influence the way one performs in one's profession—was read to 

die participants to standardize the definition of empowerment. During the oral interview 

the teachers drew behavior over time graphs depicting highs and lows of empowerment 

and connecting those with events, many of which had been detailed in the earlier email 

responses. The final contact via email allowed teachers to add comments that occuned to 

them as they reflected on their graphs and dialog. 

A more detailed description ofthe three parts ofthe data collection process 

follows. 

Phase One: Email Inquiry 

Teachers were asked to reply to an email inquiring about events in their 

professional lives and how those events had affected them. 

Pre-Interview Question: (Asked and answered via email) 

Looking back on your entfte teaching career, what experiences or events (personal 
or professional) have been turning points (either positive or negative) in the 
development of your sense of professionalism? Please define the events (time, 
context) and describe how you were impacted. 

Phase Two: Personal Interview 

Phase Two involved an oral interview. The interviews lasted from one to two 

hours. Responses were tape recorded and later ttanscribed. Simultaneously during the 

interview the teachers were asked to draw behavior over time graphs, giving a visual 

representation ofthe highs and lows of their feelftigs of empowerment. Participants 
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were read the following during the initial stage ofthe face-lo-face phase ofthe data 

gathering process: 

Part 1: Meleny/er (1990) describes empowerment as, "The opporttmity and 
confidence to act upon one's ideas and to influence the way one performs in one's 
profession. True empowerment leads to increased professionalism as teachers 
assume responsibility for and involvement in the decision making process." 
Based on this definition, think about your feelings of empowerment over your 
entire teaching career. Draw a behavior over time graph that shows the pattem of 
highs, plateaus, and lows you've experienced in terms of feeling like an 
"empowered teacher." List below the graph the events or circumstances that were 
influential in determining the level of empowerment you experienced at different 
times as shown on the pattem ofthe graph. 

When the graphing and conesponding conversations were completed, the teachers 

were read the following, and they subsequently drew six additional graphs while six more 

conversations occuned. 

Part II: Researchers have identified certain "dimensions" of empowerment as 
including autonomy, decision making, impact, professional growth, stams, and 
self-efficacy. As I define each term, think about your highs, plateaus, and lows 
during your career in relationship to each of these dimensions. For example, 
decision-making is one dftnension. Think about how your involvement in makftig 
the decisions that impact your professional life has changed during your career. 
Again, draw a behavior over time graph that shows the pattems of highs, plateaus, 
and lows you've experienced in your involvement fti decision making.. .(Time to 
draw).. .Now I'd like you to explain the pattem and factors that were influential in 
determining the degree you felt you were involved in making decisions that 
influenced your professional life. 

Phase Three: Email Follow-up 

Copies ofthe completed graphs along with the ttanscriptions of their oral 

interviews were mailed to the teachers within a reasonable time period after the 

interview. A follow-up email session allowed each teacher an opportunity to add, clarify, 

or delete previous comments. 
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Follow-up Questions: (Asked and answered via email.) Each teacher was provided a 

copy of his/her pre-writing answer and a transcript ofthe oral interview including the 

graphs. 

1. Are there any experiences or events you recall now that you did not mention in 
earlier interviews but you believe impacted your sense of empowerment? 
Describe how these experiences and events influenced your sense of 
empowerment? WTiat dimension(s) of empowerment do you perceive as being 
most direcily related to each experience? 

2. What pattem(s). if any, do you see in your personal development of 
empowerment? 

3. Which dimension of empowerment was most critical in the development of your 
sense of empowerment? Explain why you chose this dimension. 

4. "What relationships have existed between the different dimensions of 
empowerment during your professional career? For example, if you were feeling 
"down" or "up" in one dimension, did that influence your feeling in one or more 
ofthe other dimensions? 

5. Overall, what conditions have been present during periods when your professional 
life has been characterized by "autonomy, responsibility, choice, and authority" 
and you felt "comfortable, wise, and sophisticated" in your profession. 

Narrative Inqufty 

For the interview phase ofthe data gathering process, interview techniques were 

based on those found in Nanative Inquiry. Oral history interviews are among the most 

common ftiterview formats in nanative inquiry. Attention is shifted from information 

gathering where the focus is on the right questions, to interaction, where the focus is on 

the process (Clandinin & Connelly, 2000, p. 23). The story is renegotiated between the 

researcher and the participants throughout the development ofthe "re-storying" process 

and the researcher uses a broad, holistic lens to tell the story. In this research study that 

meant allowing the teachers to tell the stories they wished to teU with little guidance from 
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the interviewer, and in the end the focus that individual teachers selected reinforced the 

"story" itself 

Clandinin and Connelly (2000) described involving participants in creating what 

they call annals and chronicles as a way to create a framework on which to constmct 

their oral histories. Annals are a list of dates of memories, events, stories, and the like. 

Chronicles are the sequences of events in and around a particular topic or nanative thread 

of interest (p. 112). In this smdy, empowerment is chronicled through the telling of 

teacher stories or events in combination with a systems thinking sttategy—^the 

constmction of a behavior-over-time graph. The graph itself consisted only of a vertical 

axis scale ranging from low to high empowerment and a horizontal axis marked off in 

three-year increments for the length ofthe teacher's professional life. Teachers drew 

peaks and valleys that were indicative of their relative feelings of high and low 

empowerment. They were encouraged to label these feamres on the graphs but most 

were intent on telling theft stories, so rarely did that occur. 

Typically research into teacher empowerment has searched for common themes or 

dftnensions of empowerment. But Short (1992) concluded, "What I have leamed about 

teacher empowerment is that it is a complex constmcf (pp. 7-8). The complexity ofthe 

constmct suggests the use of Clandinfti and Connelly's (2000) approach to analysis as 

described in their text, Nanative Inqufty. The basis for this approach is Dewey's 

philosophy of experience, which is conceptualized as both personal and social 

(interaction). People are individuals and need to be understood as such, but they cannot 

be understood oifty as ftidividuals. They are always fti relation, always in a social 
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context. Furthermore, Dewey held that one criterion of experience is continuity-the 

notion that experiences grow out of other experiences and lead to new experiences. 

Finally, diese interactions occur in a place or context, such as a school classroom or 

teachers' lounge. All these atttibutes of experience played out in the telling ofthe 

teachers' professional stories. Social interactions, the context ofthe events, and the 

personal and professional histories ofthe teachers merged to affect feelings of 

empowerment. The oral interview and behavior over time graphing techniques provided 

a framework for experiences to be verbalized in a way that included these associations. 

Data Analvsis 

While the underlying methodology is consistent with grounded theory, the data 

analysis methodology used in this study utilized many ofthe tools and principles of 

systems dynamics. Initially this researcher formed categories of ftiformation, but 

eventually reassembled the data by systematically relating the categories into the form of 

a visual model. At the center ofthe model is the centtal phenomenon, empowerment, the 

centtal category around which the theory is developed. According to Creswell (1998), 

although this phase of analysis is not frequently found in grounded theory studies, "...the 

researcher may develop and visually portray a conditional matrix that elucidates the 

social, historical, and economic conditions influencing the centtal phenomenon" (p. 56). 

Creswell continued, "The result of this process of data collection and analysis is a theory, 

a substantive-level theory, written by the researchers close to a specific problem or 

population of people. This theory is subjected to further empirical testing because we 
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know the variables or categories from field-based data, although the study may end at this 

point because the generation ofa theory is a legitimate outcome ofthe sftidy" (pp. 57-58). 

Grounded Theory 

Grounded theory is appropriate when no existing theoretical perspective fits a 

particular issue—i.e., empowerment. During the early analysis phase, some aspects of 

the smdy were drawn from a grounded theory approach to qualitative research. 

Questioning sttategies inherent to grounded theory that were used to concepmalize the 

visual model include: 

What are the general categories to emerge in a first review ofthe data? (open 

coding) 

Given the phenomenon of interest, what caused it? What contextual and 

intervening conditions influenced it? What sttategies or outcomes resulted from 

it? What were the consequences of these sttategies? (axial coding) (Creswell, 

1998, p. 103). 

Specific to this study the essential questions might be: What is the theory that 

explains the persistence of empowerment in the lives of these teachers? How have events 

contributed to the process? 

System Dynanncs 

With these previously mentioned questions in mind, I turned to systems dynamics 

as a means to capture and make sense ofthe data. At its broadest level, systems thinking 
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encompasses a large body of methods, tools, and principles, all oriented toward looking 

at the intenelatedness of forces, and seeing them as part ofa common process. The 

diverse approaches to systems thinking all have one guiding idea in common: that 

behavior of all systems follows certain common principles, the nature of which are being 

discovered and articulated (Senge et al., 1994). One particular form of systems thinking 

has become valuable as a language for describing how to achieve fruitful change in 

organizations. This form, called System Dynamics, has been applied to the field of 

education. 

Education has a tendency to compartmentalize that, which in the real world, 

interacts. For example, social studies, the physical sciences, biology, and other subjects 

are taught as if they are inherently different from one another even though behavior in 

each rests on the same underlying principles. Students are expected to synthesize a 

perspective and framework for understanding their social and physical environments 

without the framework ever being explicitly taught, and they are expected to create a 

unity from the fragments of educational experiences even though their teachers have 

seldom achieved that unity. Missing from most education is the time dimension. The 

same is tme ofthe way we view the events of our professional lives. What causes change 

from the past to the present and the present into the future? How do present events and 

decisions detemiine the fiiture toward which we are moving? Why are so many national, 

state, district, campus and personal decisions ineffective fti achieving intended 

objectives? Answers to such questions about how things change through time lie in the 

dynamic behavior or social, personal, and physical systems. Dynamic behavior, common 
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to all systems, can be analyzed and understood; therefore. Systems Dynamics seemed an 

appropriate tool for the analysis phase of this study. 

Systems Dynamics provides a way to understand how things change through time. 

It provides a philosophy and a way of looking at the world to understand better how the 

past led to the present and how present actions confrol the future. It builds on the 

sttength of people's experience and knowledge and compensates for the major 

weaknesses in customary decision making by showing how the pieces ofthe system that 

we know about are producing the behavior that is so puzzling. Peter Senge (1994) 

considered the essence ofthe discipline of systems thinking to lie in the shift of mind— 

seeing interrelationships rather than Iftiear cause-effect chains, and seeing processes of 

change rather than snapshots. Systems thinking starts with a simple concept called 

feedback that shows how actions can reinforce or counteract each other. Evenmally rich 

language forms describing a vast anay of intenelationships and pattems of change. 

Ultimately, systems thinking simplifies life by helping us see the deeper pattems lying 

behind the events and the details. 

A system is a group of interacting, interrelated, or interdependent components that 

form a complex and unified whole. A system's components can be physical objects that 

you can touch, but the components can also be intangible, such as processes, 

relationships, interpersonal interactions, and intemal states of mind such as feelings, 

values, and beliefs. 

According to Anderson and Johnson (1997, pp. 3-4), systems have several 

essential characteristics: 
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1. A system's parts must all be present for the system to carry out its purpose 
optimally. 

2. A system's parts must be ananged in a specific way for the system to 
carry out its purpose. 

3. Systems have specific purposes within larger systems. You cannot force 
two or more systems together and get a new, single, larger system. 

4. Systems maintain their stability through fluctuations and adjustments. 

5. Systems have feedback. 

Systems are built on stmctures that leave evidence of their presence. Stmcture is 

the overall way in which the system components are intenelated—the organization ofthe 

system. Because stmcture is defined by the intenelationships ofa system's parts, and not 

the parts themselves, stmcture is invisible. Understanding stmcmre is important because 

it is system stmcture that explains the events and ttends happening around us. 

We tend to focus on events rather than think about theft causes or how they fit into a 

larger pattern. However, you can only react to events rather than anticipating them, and 

reacting to events is a temporary solution. 

The way to comprehend systemic stmcture is to move from thinking at the event 

level to thinking at the pattem level. Pattems are ttends or changes in events over time. 

Pattems let us understand reality at a deeper level. Detecting a pattem places the most 

recent event in the context of other similar events and allows one to focus on exploring 

how the series of events and what caused them. Ultimately, to anticipate events and 

ultimately change a pattem, you shift to the level of stmcture. 

When we ask questions like, "Why is this pattem happening?" or "What's causing 

these events?" we are probing at stmcture. Thinking at the stmctural level means 

thinking in terms of causal connections. It is the stmctural level that holds the key to 

lasting, high-leverage change. 
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All systems are part of larger systems. Therefore it is impossible to capture any 

system in its entirety on paper. Nevertheless, there are ways of depicting parts of systems 

in a diagram. These diagrams provide a starting place for discussing and thinking about 

problematic events or pattems, and for addressing problems differenfty. In particular, 

they give insight into systemic stmctures, and they identify ways to change a system's 

behavior. Graphic representations are just that—representations—and any diagram 

reflects that individual's assumptions about the system. Even so, systems thinking and its 

associated tools proxdde a unique approach to solving problems. 

The principles of systems thinking include (Anderson & Johnson, 1997, p. 18): 

• thinking ofthe "big picture," 
• balancing long and short term perspectives, 
• recognizing the dynamic, complex, and interdependent nature of systems, 
• taking into account both measurable and non-measurable factors, and 

remembering that we are all part ofthe systems in which we fiinction, and that we 
each influence those systems even as we are being influenced by them. 

One ofthe ten tools of systems thinking is behavior over time graphs (BOTs). 

These graphs serve several vital fimctions when used to address a problem 

systematically. First, they help you see beyond one-time events to pattems of behavior 

over time. In addition, they cause you to think about how a problem's parts may be 

connected. Once you have some ideas about these connections, you can take the next 

step: Discovering the systemic stmcmre that may be driving your problem. So BOTs 

serve as a bridge from thinking about events to thinking about stmcmre. 

A typical BOT graph has a horizontal and a vertical axis, with time as the 

dimension along the horizontal axis. It contains one or more variables plotted over time, 

and the dynamic interrelationships between them. BOTs may seem more free form than 
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most graphs. The lines in them are intended to emphasize the pattern over time rather 

than precise values. In practice, most BOTs contain a mix of variables that have many 

different units of measure. Finally, BOTs can contain easy-to-measure variables, such as 

"Units Sold," or, in this case, those that are not so measurable, such as "Empowermenf 

see Figure 3.1. 

Figure 3.1. Example ofa Behavior over Time Graph 

Behavior-over-time graphs are visual tools that are rich in insight. They are 

graphic representations of historic events. Furthermore, they defuse the defensiveness 

that can arise in discussion. In this study they served as a means to focus the participant 

on the concept being discussed and to indicate connections between variables— 

empowerment and the six dimensions of empowerment. 

By using systems thinking one can discover key pattems of intenelationships and 

see underlyftig stmctures, thereby enablftig one to identify those key pattems that have 

extensive effect on the system. Thus, fti this study, there was a focus on how the 

stmcture ofthe system and the events associated with this stmcture affect the feelings of 

empowerment experienced by teachers. 
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Mental Models. Ultimately every individual responds to situations based on 

personal mental models. These intemal stmctures (causal relationships that involve 

mental models) are usually the most important stmcttiral elements in a system. In order to 

make a stmctural insight, we have to notice not just the mental model, but also the cause 

and effect linkages. Just the fact that someone holds a mental model is an event. "When 

we observe that the mental model is common or is changing, that's an insight at the 

ttend/pattem level. When we observe "because people think this way, their behavior 

tends to be that way," this is a stmctural insight. And, when we notice, "this is what is 

causing people to think this way" that is also a stmctural ftisight. 

Mental models are representations of reality that people use to understand specific 

phenomena. Norman (cited in Genmer & Stevens, 1983) described them as follows: "In 

interacting with the environment, with others, and with the artifacts of technology, people 

form internal, mental models of themselves and ofthe things with which they are 

interacting. These models provide predictive and explanatory power for understanding 

the interaction." Mental models are consistent with theories that posmlate intemal 

representations in thinking processes. Johnson-Laird (1983) proposes mental models as 

the basic stmcture of cogiution: "It is now plausible to suppose that mental models play a 

centtal and unifying role in representing objects, states of affafts, sequences of events, the 

way the world is, and the social and psychological actions of daily life" (p. 397). Not all 

teachers hold the same mental models and thus, not all teachers respond to events in the 

same way. This reality informed the process used in this research to gather and analyze 

the data. 
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Delimitations and Limitations 

Philosophically, il is recognized that the researcher is a mediator ofthe 

phenomenon under investigation and that different investigators might develop 

somewhat different views ofthe same phenomenon, each of which may be credible 

within its own limits. The grounded approach forces investigators to stay close to their 

data, so that somewhat different theories arising from the same data are the result ofthe 

different analysts emphasizing different aspects of them. Hence, the reactive impact that 

investigators have upon their data bears more on the scope than on the credibility ofthe 

emerging data. The technique that forces investigators to stay close to their data, and 

which constimtes the systematization ofthe approach, is constant comparative method. 

(Rennie, Phillips, & Quartaro, 1988, p. 145). Investigators systematically categorize 

data and limit theorizing until pattems in the data emerge from the categorizing 

operation. This method requires data collection, open categorizing, memoing, moving 

toward parsimony through the determination ofa core category, recycling of earlier 

steps in terms ofthe picture arrived at through the last step (Glaser, 1978). This smdy 

provides merely a sampling of events, pattems, stmcmres, and mental models as they 

pertain to teacher empowerment and is meant to encourage fiirther research using similar 

methodologies. 
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CHAPTER IV 

RESULTS OF THE STUDY 

There is something in all of us that loves to put together a 
puzzle; that loves to see the image of the whole emerge. 
(Senge, 1994, p. 68) 

Inttoduction 

This chapter discusses the results ofthe study. The purpose was to investigate 

how teachers' perceptions of their empowerment, as defined by the six elements 

presented by Short (1992), have changed as a result of key events during their careers. 

Furthermore the research looked at the interactions of these key events and searched for 

pattems and stmctures. 

This smdy is a nanative inquiry. Nanative inquiries are sttongly 

autobiographical. Research interests come out of our own nanative of experience and 

shape our narrative inquiry plotlines (Clandinin and Connelly, 2000, p. 121). According 

to Clandinin and Connelly (2000), nanative inquiries are always composed around a 

particular wonder—a research puzzle—in this case Empowerment. This puzzle—How is 

empowerment developed and sustained in teachers— is usually called the research 

problem or research question. Clandinin and Connelly believed this language and 

wording tended to misrepresent what is at work with nanative inquirers. They proposed: 

Problems cany with them qualities of clear definability and the 
expectation of solutions, but narrative inquiry canies more ofa sense ofa 
search, or 're-search', a searchftig again. Narrative ftiquiry carries more of 
a sense of continual reformation of an inquiry than it does a sense of 
problem definition and solution. (Clandinin and Connelly, 2000, p. 124) 
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Nanative inquiries begin with experience as lived and told in stories (Clandinin & 

Connelly, 2000, p. 128). Stories capmred become field texts. The field texts have a vast 

and rich research potential and we can retum to them again and again, bringing our own 

re-storied lives as inquirers, bringing new research puzzles, and re-searching the texts 

(Clandinin & Connelly, 2000, p. 132). Such is the case here. Every reading provides 

new insight. Readers are encouraged to engage in their own analysis, compare their own 

experiences, and draw their own conclusions as they listen to these teachers' voices. 

Review ofthe Methodology and Conceptualization ofthe Themes 

Data were collected through one-on-one interviews with fifteen career teachers 

with at least 12 years experience each—five males and ten females—all identified by 

administtators, fellow teachers, parents, and community members as empowered 

teachers. The teachers began by telling their stories (describing events) and constmcting 

behavior over time graphs that chronicled their overall perceptions of empowerment from 

beginning of career to present. Subsequently each drew six graphs showing perceptions 

of his/her experiences with each ofthe six dimensions of empowerment for the same 

period. The teachers described in detail the events that they felt precipitated the highs 

and lows on all graphs while the interviews were tape-recorded for later ttanscription. 

Changes and pattems on the graphs were labeled with key events occurring in the 

teachers' lives. 
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Recuning Themes 

During the analysis process the pre-interview email replies and the ttanscripts of 

the verbal responses that accompanied the drawing ofthe empowerment and dimensions 

graphs were coded for recurring themes. The following categories or storylines emerged: 

Preparation for Instmction, Involvement in Decision Making, Student Successes, 

Teaching Context, Personal Context, Collegial Relationships Within the School, and 

Collegial Relationships Outside the School. Although the teachers' personal and 

professional histories were varied, there was a consistency to their stories and a balance 

to the distribution of comments that fell into each coded category. Regardless of gender 

or whether the teacher taught elementary or secondary science, the events or contexts that 

triggered feelings of professionalism and empowerment were similar for all. 

During the codftig process a conscious attempt was made to set aside the 

dftnensions of empowerment as identified in the literature; nevertheless, the categories 

correlated to the dimensions of empowerment as described in Short's (1992) work. In 

some cases the "fit" was nearly perfect, although these teachers' stories gave richer 

interpretations to the dimensions than Short's definitions implied. The categories of 

coded events listed previously seemed to be the contexts in which Short's dimensions of 

empowerment appeared and were subsequently encouraged or impaired. 

These data were difficult to organize and report. The underlying premise ofthe 

smdy was that empowerment is a complex constmct. To isolate and examine the 

dimensions ftidividually seemed counter to explaining it as such and posed a risk of 

failing to make connections between dimensions. Furthermore, the teachers' stories 
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included descriptions of events that contained interwoven storylines and multiple 

dimensions. As a result the final stmcture for reporting the results ofthe study 

approached three elements of organization simultaneously—the coded storylines (which 

are the contexts in which the dimensions occuned), the dimensions themselves (which 

the data showed evolved over time), and a sequence identified as consisting of three 

phases in the development of empowerment in the lives of these teachers. Overlaps of 

discussion ofthe contexts and dimensions were unavoidable in reporting the data using 

the teachers' own words and in developing a sense ofthe ways the dimensions related 

and gained complexity during the course of teachers' careers. In the end, the sequence of 

stages or phases became the primary organizer, with the contexts drawn from the 

teachers' stories and the dimensions identified in the literature serving as the secondary 

means of organizftig and elaborating the results of this smdy. 

There was a lesser but parallel issue of attempting to handle multiple case smdies 

simultaneously. All fifteen ofthe teachers interviewed had rich and diverse stories to tell. 

To eliminate any individuals was risky, but there seemed to be a need to convey to the 

reader of this smdy a sense of who these people were, and to convey theft stories meant 

limiting the number of personalities that could be fiilly developed. The decoding process 

began by compiling quotes and common themes from the ttanscripts associated with each 

ofthe seven graphs for all fifteen teachers, but in the end a smaller group of teachers was 

selected as the main subjects ofthe study and theft comments were used whenever 

possible to be representative of stories told by all. As the reader you will come to know 

some ofthe teachers better than others. Ironically, or maybe not so, the teachers who told 
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die most powerful stories are, in all probability, the most empowered of these teachers, in 

spite ofthe fact that some of them were not at a personal peak of empowerment at the 

time they were being interviewed. 

Initiating. Increasing, and Sustaining Feelings of Empowerment 

Although the dimensions of empowerment can and do appear at any time during a 

teacher's career, there was a relatively consistent pattem to the order of inttoduction of 

the types of events the teachers described and, therefore, one could infer, to the sequence 

with which the dimensions emerged and evolved. For organizational purposes those 

stages are discussed as the following: Initiating Empowerment, Increasing 

Empowerment, and Sustaining Empowerment. For the teachers in this study the 

initiating stage lasted approximately three years. The subsequent six or so years were 

periods of growth supported by professional development opportunities and, despite 

personal challenges and difficult teaching simations, resulted in an overall increase in 

empowerment. By the ninth or tenth year, some ofthe teachers were stmggling to sustain 

empowerment whereas others had found collegial relationships within or outside the 

school that promoted their sense of empowerment. 

Phase One: Initiating Empowerment 

As the teachers pondered their earliest experiences in the classroom, 

most told stories with consistent themes and many used sinular terminology. 

Theft storylines centered around the following: 
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• Lack of preparation for entering the classroom and concunent lack of awareness 

of professional development opportunities; 

• Early experiences with decision-making; 

• Increasing confidence that accompanied student success. 

Preparation for Instmction. Nearly every teacher, while reflecting on the first 

graph, which charted their sense of empowerment throughout their career, commented 

about a lack of preparation for entering the classroom. Cheryl, for example, by pointing 

to the lower left hand comer of her graph gave an indication of her level of empowerment 

as zero, "Okay, that's coming out of college there at the beginning. You think you know 

everything but you really don't." 

Sara felt similarly unprepared. She recalled: 

I was very much a textbook follower that first year. I do not think that I 
had the same background that a lot of today's teachers have. I had lots of 
biology, but not (much ttaining) in getting it across. 

Amy reported the same: 

My first two years were just a stmggle. I was not a very effective teacher. 
I was certified to teach physical science but I didn't feel like I knew it well 
enough. Content I knew, but I didn't know how to get that across to them. 
I was never taught that fti education courses. 

"While most straggled with pedagogy, Nancy began her teaching career with very 

bright children and thus experienced fewer problems in teaching the science facts and 

concepts. But she reported that she feft little preparation for or support from her 

administtators for the logistics of teaching and she had to rely heavily on a colleague for 

information and guidance that first year, as she stated in the foUowftig: 
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The low part was that nobody showed me how to do anything. The 
principal had told the departtnent chair that I knew how to do it all so I 
was never invited to the department chair meetings or department 
meetings. I was never given instmctions on how to do a lesson plan or 
anything like that until 1 met Sue (a fellow teacher) and she helped me. 

The stories told by these three teachers as they described their preparation for 

teaching were representative ofthe other types of problems and shortcomings reported by 

other teachers in the study. The teacher graphs for those early years provided a visual 

indicator ofthe same. See David's Empowerment and Professional Development graphs 

in Figures 4.1 and 4.2. 

Figure 4.1. David's Empowerment Graph 

j ^ L..L..1„J.—1-4 

Figure 4.2. David's Professional Growth Graph 
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Besides having felt that they entered the classroom unprepared, most also 

volunteered that for the first two or three years they were unaware of professional 

development opportunities that would have helped remedy their deficiencies. According 

to David. "Part of what changes during a career is your awareness of these opportunities. 

I'm certain there were opportunities my first year. I just knew nothing about them." 

Steve concurred. "When I started I didn't know what professional opportunities 

vv ere. You have to be in the profession a little bft to get access to people, information and 

everything else. As a novice I didn't have any." 

Access (to people, information, and professional development) is among the 

challenges of initiating empowerment in teachers. With little support from their school 

districts, administtators, and the organizational stmcmre ofthe school, many, such as 

Nancy, depended on colleagues to meet the basic requirements of paperwork while they 

straggled alone to gain proficiency in content knowledge and pedagogy. 

Early Involvement in Decision-making. Most teachers reported making few 

decisions during the first few years of teaching beyond classroom-related ones, decisions 

that nevertheless were important in theft development of feelings of autonomy. There 

was a sense that as new teachers their definition of teacher "work" was limited to what 

happened within the confines of their classrooms and reports and other paperwork 

associated with that "work." Steve recalled: 

When I inftially started, I was new to the profession, so I did what I was 
told to do, turaed in all my paperwork, but I didn't really know what 
decisions I could have ftiput in. I was a teacher-l just kept my mouth 
shut and did my job. And I think I progressed to the point where I got 
more involved with the decision making, I made better decisions, 
decisions about what I do in the classroom, how I handle situations, what 
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to cover in the classroom, how to cover it, I progressed as a teacher up to 
that point. 

Marsha remembered almost no professional development opportunities in the 

early years of her career and reported a similar sense of teacher "work" when she 

recalled: 

You know, they had a meeting once in awhile but back in the 60's it was 
totally different than it is now. It was "Go in and teach".. .No evaluations; 
they just walked in your room once in awhile. 

Marsha's comments hinted at several aspects ofthe lack of supervision and 

organizational support for teachers that characterized the early years of these teachers' 

careers. The teachers expressed a sense of license to make classroom-based decisions, as 

Steve reflected in his statement, "I felt pretty well free—autonomous—in doing what I 

wanted to do within the bounds of what needed to be done legally." At the same time he 

reported, "When I began I didn't know any better so I just did what I was told to do." 

This ambivalence about decision-making was inferred by many ofthe teachers. What as 

new teachers they had perceived as autonomy resulted largely from a lack of guidance 

and support, as Steve realized later in his career. Linking decision-making, autonomy, 

and professional development together, he said: 

I really do feel that I have had the opportunity to decide what I want to do 
professionally all the way through. You have to get this many hours of in-
service. But in all my years of professional development I've never had 
any administtator come to me and say, "This is what you need." You just 
walk in and say this is what I would like to take and they'll sign ft. So the 
freedom to do what I want to do has always been there. I think I know 
what my weaknesses are and I try to address those weaknesses. 

Steve lamented that more thought is not given to guiding teachers in their choices 

of professional development with the goal of improving instmction. 
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Teacher Confidence and Student Success. In spite of lack of preparation for 

instraction and lack of professional development support, the teachers survived and even 

flourished during their first few years, and several used the term "confidenf or 

"confidence" in describing their early empowerment experiences. Maeroff (1988) had 

defined teacher empowerment as being "the kind of power that allows one to exercise 

one's craft with confidence and to help shape way that the job is to be done" (p. 4). 

These are early feelings of self-efficacy—teachers' feelings of ability to be effective. 

As she refened to her behavior over time graph of her feelings of empowerment, 

Janet summed it up this way: 

Right here when I came out of college, I thought I knew what I was doing, 
and there should probably be a little dip when I realized about the end of 
the first six weeks they didn't get what I was doing and I did not feel 
confident in what I was doing, but I slowly overcame with help of other 
teachers, grew in confidence, and if you micro-scaled this you could see 
dips, daily dips or highs there a parent (complains) or I get a compliment 
from somebody so that would vary, but in the big picture I feel that I grew 
in confidence (see Figure 4.3). 

Figure 4.3. Janet's Empowerment Graph 

Later, when drawing her Self-efficacy graph, Janet admitted, "I was not effective 

at all my first year. I taught exactiy the way I was taught in college. But as I went back 

to school, leamed more, I think I became more effective thra those five years and over 
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time 1 have become more effective." For Janet, professional development opened the 

door for a growing sense of self-efficacy and empowerment (see Figure 4.4). 

l<> 
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Figure 4.4. Janet's Self-efficacy Graph 

David also used the term confidence and he noted the importance ofthe collegial 

help he received as foUows: 

During the first year I grew in confidence. In my first year of teaching I 
was in a team teaching situation. A couple of people on that team were 
very helpfiil to me and they also set up an environment that made me feel 
very comfortable. So during the first year I gained a lot of confidence. 
Nowhere near what I have now, but it grew during that first year. 

It is important to note that teachers expressed feelings of self-efficacy early in spite of 

poor preparation for teaching, largely due to support from their colleagues. 

Smdent success also boosted the sense of confidence and empowerment of 

teachers. Cheryl, in crediting student successes with giving her those first feelings of 

empowerment recalled, "At the beginning when my students were successfiil, that sort of 

validated me as a teacher. I have found that was the assurance to me that I was doing 

what I was supposed to do. So that, I guess, gave me the first feelings of empowerment." 
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Sara pondered the first graph and commented, "If empowerment is being given 

full range ft was pretty high because I could do anything I wanted to do but my 

confidence was not very high, so I would say during my first year of teaching (my 

empowerment) was pretty low." Within the parameters ofthe teaching context and with 

the preparation Sara brought with her to the classroom, her sense of autonomy (freedom 

to conttol professional life and decisions) was high but her sense of self-efficacy was 

low. Sara, too, linked self-efficacy and confidence to empowerment. 

Not all the teachers lacked confidence in the early stages of their careers. 

However, the sttong association between confidence and empowerment was present in 

their comments as well, as represented by the following statement by Kathy: 

I have a real good opinion of myself. When I was at the 
(university) and came out I said, 'You know, I really didn't need 
these four years. I could have taught without them.' And I went 
into that little second grade classroom with all the possibilities in 
the world. I knew I was going to be a good teacher. I don't know 
how I knew that but I knew that I loved it enough to put my whole 
self into it. I just knew that it was going to work out. And it really 
has. 

Phase Two: Increasing Empowerment 

After the first three or so years, teachers became more aware of and involved in 

school life and professional opportunities outside theft classrooms. Their graphs 

climbed during this period of time, and the accompanying stories they told echoed their 

growth in feelings of empowerment. The major storylines included: 

• Growftig awareness of professional development, 

• Increasing self-efficacy through student success. 
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• Challenging contexts—both teaching and personal, 

• Mamring sense of autonomy through involvement in decision-making. 

Professional Growth Opportunities. The context of Preparation for Instraction 

continued to be an issue as teachers entered the middle stage of empowerment, although 

the term took on new meaning. During this second phase of their careers the teachers 

began to seek professional growth opportunities to meet their specific needs. Nancy 

found unlimited opportunities right from the beginning of her teaching career, thanks to 

guidance from her colleague, Jan. She reflected, "In science, because there is such a need 

for science teachers, there are so many grants, workshops, professional development 

opportunities out there that you could not do them all in a year." Nancy enthusiastically 

reported having attended the following ttainings: Aquatic Wild, Project Wet, Project 

Wild, Project Leaming Tree, and Texas Operation Physics certified. And she added: 

I've been to AP Chemistry, AP Environmental Science, and AP Biology, 
all of which have been paid for by somebody else. I have 72 graduate 
credit hours. Don't have a Masters but I have 72 hours, paid for by 
somebody else, so that I could take whatever classes I wanted—geology 
classes, asttonomy classes, environmental science classes, whatever I was 
interested in, if it was related to science—there was an opportunity for me 
to do it out there. 

Over the years Nancy has taught several different science courses in both middle 

school and high school and has had her share of ups and downs in empowerment, but for 

Nancy, right from the beginning, professional development opportunities were career 

perks. She adnutted, "That's one of my favorite parts of teaching science." 
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Nancy's enthusiasm revealed that she really enjoyed attending workshops. Other 

teachers had different motivations. Janet recalled that she needed more content 

knowledge. She admifted: 

At the beginning, of course, I didn't know what was offered out there. At 
the time I was teaching earth science with a biology degree, so I had to go 
back and get more certification, and I began working on my Masters. I 
went for five years, and really grew a lot professionally. I leamed a ton in 
those five summers. 

During that same time period Janet began to appreciate a side benefit to 

professional development—the collegiality that developed, "because we were all 

teachers, talking about shared experiences." 

Few ofthe teachers commented on professional development activities provided 

by their school districts. Beth, Kathy, and Donna were the exceptions. Beth, who began 

her career as a home economics teacher, described the value of what she viewed as 

extensive opportunities for professional growth made available to her. She reported, "I 

got a jump-start on professional growth. My district provided the financial support as 

well as the time off on the workday schedule, and anjthing you did beyond, you were 

paid for it." Beth also experienced professional development opportunities associated 

with the implementation of site-based management and block scheduling. She recalled, 

"We studied for two years before we went into it.. .They paid for college hours, they paid 

for so many clock hours, and they also gave us wonderfiil two-day, two-hour workshops 

once or twice a year on discipline. They supported us for every higher level of 

professional growth. That was wonderftil." 
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Kathy likewise felt she was given many opportunities for professional 

development by her school district both on her campus and off Kathy was an elementary 

teacher in a large suburban school disttict, and according to her, "This is the one area 

w here (my school disttict) really excels. From the first year that I was a teacher I will tell 

you that the opportunities that 1 have had have just been fantastic." Kathy reported 

"being allowed to go places and take other in-services away from campus. I don't think 

they could have ever done better." Kathy described a widespread assortment of 

professional development experiences that included everything from book studies on her 

campus to attendance at national conferences. 

Dorma also experienced a variety of professional development opportunities. She 

reported her perception that disttict-sponsored professional development offerings 

changed over time and tended to be related to her needs as a teacher. She described her 

experiences as follows: 

"When I fftst started out I would had just regular staff development and 
things like that. Once I began to start attending the AP Institutes that had 
to do with what I was teaching, I just felt like, "Oh, this is going to make 
my job so much better." I enjoyed the development, I enjoyed getting 
with other teachers and seeing what worked for them and what didn't 
work and what shortcuts you could take. 

Most ofthe teachers began to find other avenues for professional development. 

Janet finished her work on her masters and she reported: 

That was about the time I discovered the Education Service Center. I 
don't know how I had missed that boat, but I was not aware of workshops 
and thftigs like that, and then I got really involved in going to workshops 
that were available there. I'd go to two or three a semester during the 
school year. A new science consuftant was hired and she was really trying 
to get teachers involved, and (the group) just continued to grow as a 
collaborative and there were so many opportunities for me professionally 

89 



ttiat I wished I had had the time to take part in all of them because I 
enjoyed them (see Figure 4.5). 
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Figure 4.5. Janet's Professional Growth Graph 

Steve found a similar group at a local university that he attributed with helping 

him to develop his skills and grow in feelings of self-efficacy and empowerment. He 

recalled: 

They were doing some biotechnology smff, and as a grad smdent in bio, I 
had worked in genetics, so an acquaintance asked him if he would like to 
serve on this committee and help start a new program for teachers, writing 
curriculum and providing professional development to equipment and 
materials to teachers. 

In Steve's words, "That's been the biggest boon to science education that I know of ever. 

And as long as they contftiue that they can get you the opportunity to do anything you 

want to do." 
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Other teachers "went away" to professional development opportunities. Marsha 

reported: 

1 like workshops that challenge me. I go to NASA in the summers to leam 
and those scientists are so far above my head that if I can retain a little of 
it 1 feel really good about myself Then I take it back and use ft with the 
kids and they feel good about themselyes. 

David focused much of his professional development on Advanced Placement 

workshops. He admitted he was not aware of workshops early on and then "once I 

became aware of that and how rewarding it was I've been very big on professional 

growth ever since." 

Cheryl located a program at a university in another part ofthe state that provided 

her with professional development to support her classroom instraction. At home she 

attended the local university and eamed two masters degrees. 

Many ofthe teachers were identifying professional growth opportunities that met 

theft individual interests and needs. 

Self-efficacy and Smdent Success. During this second phase of Empowerment 

teachers often connected their feelings of self-efficacy with specific events. The new 

self-efficacy was no longer just a growing feeling of confidence they remembered in theft 

early years of teaching. The teachers began to receive recognition for student success 

and they recalled in vivid detail those experiences that vahdated their professional 

abilities. 

Donna, who expressed feeling honored when asked to teach AP Biology at her 

school, recalled: 
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I have always felt that I was a pretty effective teacher. WTien I was given 
AP that first year was like, "Oh, my goodness!" But each year I feel 1 got 
a little bft better. At the nine-year mark, I felt really good. I had 18 
sttidents pass that AP exam out of 24, which was just, to me, was 
wonderful. I felt so good. 

Cheryl claimed she knew her students were successfiil "by attitude, the way they 

performed, and ramors of how it used to be compared to how it was now." But she also 

had evidence through more noticeable student achievements. Cheryl taught at a small 

school and she recalled proudly: 

I had students qualify for some kind of big things like International 
Science Fair and we had a group that was one ofthe top five groups in the 
nation for an envftonmental project... those kind of things just started 
happening and that was kind of a boost. 

David also noted the role ofa student's success in validating him as a teacher. 

David's graph for self-efficacy climbed steadily until his ninth year of teaching. He 

recalled the details of one particular event as follows: 

My memory of specific years isn't so sttong but I think it was the ninth 
year that I reached my peak. I feel like I've been a good teacher and a 
confident teacher for along period of tune. But in '87, in my eighth year, I 
had just a phenomenal smdent who did well in everything and he won the 
Presidential Award. Two kids per state get that award and they are asked 
to name their most influential teacher and they get to go to Washington 
and he picked me. That was the first teachftig award I ever got and that 
felt pretty nice. 

See Figure 4.6 for David's graph of Self-efficacy. 
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Figure 4.6. David's Self-efficacy Graph 

Nancy hesitated as to how she should graph her feelings of self-efficacy during 

the time she taught in the Magnet School. She remarked: 

I didn't realize how effective I was. I found out later that I was very 
effective because ofthe 100 students that I had my first year of teaching-
of those smdents, nine of them were valedictorians of their high schools 
and 60% of them were in the top five percent, top five percent of their 
high school. I got 70 letters from them, as seniors, thanking me for what I 
had done, but at the time I was ignorant that I was supposed to be doing it 
a certain way. 

Nancy insisted that smdent learaftig and havftig students develop an 

interest in science were her primary motivators: 

That has been my goal. It's not what somebody says in an evaluation. I 
really have no interest in it whatsoever. Or, if a parent comes fti and looks 
at my class, I don't mind, and if they say nice things, that's wonderful, but 
if they don't, I don't care. It's whether or not the students leam something 
in my class and pursue science. That is what makes me think whether or 
not I'm effective. 

All these empowered teachers expressed similar motivation. They admitted to 

appreciating positive comments from administtators and parents, but student success and 
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their students' pursuit of fiirther science education was the validation they sought most 

fervently. During the second phase of their careers evidences of their success with 

students became more numerous. 

The Teaching Context. Unfortunately, feelings of teacher self-efficacy through 

smdent success were not always readily sustained. Since the very beginning of their 

careers many of these teachers were periodically confronted with difficuh teaching 

situations. Sara, for example, who began her teaching career in a college environment, 

found the ttansition to teaching in a high school unsettling as she described: 

When I was in graduate school I taught an embryology lab and it probably 
was one ofthe highlights of my teaching career. I loved every minute of 
it. The kids I had were seniors and they inttoduced me to teaching. My 
professor gave me fiill range to do whatever I wanted to do. It was 
wonderful, so I would have to say I started out with pretty high 
expectations of what teaching was. And then when I went to (public 
school) and I was teaching high school Biology, and I was thrown into a 
classroom setting after a year of smdent teaching and I don't know how to 
explain exactly how I felt. I felt pretty lost. 

Sara left teaching for a while to start a family and when she returned she was 

assigned to an even more difficult teaching situation. She remembered: 

I started in a middle school one month after school had afteady begun. I 
don't want to say that teachers gave me their worst students but it was an 
exttemely hard year. Many days I was in tears when I would go home. I 
was teaching life science and sixth grade science and I was floating for 
every single class. I knew I needed to do a lot of lab work and it was so 
frusttating. The next year I had a chance to go to a high school and I 
didn't look back because most of my background was in biology and 
that's what I wanted to do. Things started looking up. 

Donna, who had been a teacher's aide before becoming a certified teacher, also 

accepted a teachftig position after the school year had begun. She described her 

experiences as follows: 
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I walked into a really bad situation. It was in the middle ofthe year and 
the teacher had had some emotional problems. She had several 
substitutes, and they had finally decided she was not going to come back 
for the rest ofthe year. The kids were unreal. They did not want to work. 
So I walked into the classroom and I thought, 'Okay, I can do this.' I 
turned out the lights and we took notes for two solid weeks, because I had 
to calm them down. 

Donna evenmally went from teaching regular biology to teaching AP biology, 

considered somewhat ofa "promotion." However, without appropriate professional 

development support the ttansition was challenging for Donna as she indicated in the 

following: 

At the six-year mark, I began teaching AP Biology. When I first started 
that I was thinking there's no way I can teach all this stuff fti one year. 
And so, it was kind of like starting all over. In the beginning I tried to 
teach too much and it was killing me. There was no way I could teach all 
that content and do the labs and do everything that needed to be done 
getting them ready for the test. But each year I gained a little bit and was 
a little bit smarter, cut out some things, had smdents doing thftigs a little 
bit different. 

Donna noted that she leamed to cope with teaching the extensive content and 

Iftnited time. However, her teaching was impacted again when the high school changed 

to block scheduling. She explained the effects of that decision as follows: 

About the time I was really feeling good, which, I guess that was in about 
three, maybe four years, something like that, then we went to block 
schedule, which is an hour and a half every other day, which I like, but 
there were drawbacks because I lost 33, 55-minute periods. So it was 
back to square one. 

Whenever an empowerment graph drastically plummeted, the accompanying 

storylftie invariably dealt with a change in teaching conditions or administtators. 

Sometimes a change in administtation also led to changes in teaching situations— 
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reassignment of courses, changes in scheduling, etc.—a double whammy that left the 

teacher having to leam new content quickly and often without support, having to cope 

with less insttuctional time, or otherwise having to adapt to difficult instmctional 

situations. The opposite also occuned as teachers left uncomfortable situations, were 

reassigned to teach "favorite" content, were given added responsibility or confrol, or were 

suddenly working under a more empowering adminisfrator, where, as a result, their 

feelings of empowerment again rose. The graphs reveal without question that even 

confident, empowered teachers do not necessarily stay that way when given a new 

teaching assignment, especially when there is lack of appropriate collegial or 

organizational support. Nevertheless, the resilience of these teachers was impressive. 

Figure 4.7. Nancy's Empowerment Graph 

No one's experience illusttated that better than Nancy's. As shown in her 

behavior over time graph, Nancy's sense of empowerment fluctuated greatly during her 

career (see Figure 4.7). Nancy is a nurse who is periodically torn between her two 
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professions and at times has practiced both simultaneously to meet her family's needs. 

Her first teaching assignment was in a Science magnet school, a position she believed she 

attained because of her nursing background. Nancy taught there five years and admitted 

she never fully appreciated that job or the students while she was there. In rettospect she 

said, "It was very exciting and wonderfiil." Family responsibilities made traveling to that 

distant campus burdensome, however, so Nancy requested a ttansfer to a campus nearer 

her home where she was hired to teach science to limited English speaking sttidents, an 

assignment for which she was professionally unprepared. Nancy explained: 

I had smdents that didn't speak the language; I didn't speak their language. 
I had nobody to ttanslate for me and I was supposed to teach these 
smdents science. It was a very, very difficuft year. I did not have support 
from the principal and administtation and I would say ft was probably one 
ofthe lowest years I had and ft made me consider whether or not I wanted 
to stay in teaching. 

Nancy's sense of self-efficacy suffered (see Figure 4.8). 

Figure 4.8. Nancy's Self-efficacy Graph 

The next year Nancy's school district decided to open a new school—Tech Prep 
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High School—and they asked Nancy if she would be interested in teaching there, she 

believed because they recognized her as "a hands-on type of teacher." She described that 

experience as "the best year I've had in teaching," and added, "That was my ninth year 

and it was absolutely wonderfiil. The principal supported me in every way." 

Unfortunately, Nancy's story continued: 

Then that summer, after one year, the school disfrict, in their wisdom, 
decided to close the program. They did not tell the teachers. We heard it 
over the news and a week later we were called in to say, "Pack up your 
smff, they're not going to have this program. We will put you in a similar 
position." Well, my similar position was being switched to a middle 
school, teaching three different preps in science in an art classroom 
because they didn't have enough science classrooms. 

Nancy described herself as being "down again." She continued: 

I wasn't with the science department, I was by myself and I was trying to 
teach low socioeconomic kids that couldn't care less. So it was really hard 
and I was also doing fiiU-time nursing on the weekends; sixteen hours 
Saturday and Sunday, because we had children that were heading for 
college and we needed the money and my husband had been laid off. My 
empowerment was pretty low. 

•ht-f il,;i|„,,!..l.,i^|..^^^fi_..|ld_||^jll,. 

Figure 4.9. Nancy's Decision-making Graph 
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Figure 4.10. Nancy's Autonomy Graph 

Nancy's graphs for Decision-making and Autonomy reflect her wavering 

sense of overall empowerment (see Figures 4.9 and 4.10). 

Not every teacher had as many "ups and downs" as Nancy experienced but 

many indicated that what they taught and where they taught were contextual 

factors that influenced their feelings of self-efficacy and empowerment. 

Many ofthe professional choices Nancy made were actually precipitated by her 

desfte to better meet the needs of her family. Donna, too, recalled that she had to make 

personal choices that precluded her taking advantage of all the professional development 

opportunities that might have helped her deal with challenging instmctional simations. 

During much of her career. Donna's family responsibilfties had placed heavy demands on 

her time, and, as a result, she was unable to participate in professional development 

activities as needed or desired. However, at this stage of her career, personal 

responsibilities were taking less time and she concluded that, "I feel like any opportunity 

that comes along that I'm free to do that— t̂o attend what I feel like will help me and my 
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students." She recognized her sense of autonomy and sense of responsibility in making 

such choices as she concluded that, "It has totally been my decision to go and do what I 

think will help me to be a better teacher." 

Amy had not experienced some ofthe family pressures other teachers described. 

Even so, as for the ability to take advantage of educational opportunities. Amy, thinking 

in money terms, replied, "Well, I think I do have conttol over that more than I ever had. 

Financially I'm better off. I can take any course I want to. I don't have to be concemed 

about that. I would have years ago; now I don't." 

For Donna, Nancy, and Amy, as well as others, changes in feelings of 

autonomy—conttol of professional life—^resulted dftectly from varying work situations 

and indftectly from the simultaneous circumstances of their personal lives. 

Involvement In Decision Making. Not all the changes in teaching simations were 

negative. Some teachers like Donna and Amy were assigned higher level courses where 

they had greater responsibility but also great autonomy. Like Donna, who had been 

"promoted" from Biology to AP Biology, Amy was "promoted" from Integrated Physics 

and Chemistry, a freshman course, to Physics. Amy believed she was fortunate to be a 

physics teacher. She remembered more consttaints on her teaching as an Integrated 

Physics and Chemistry (IPC) teacher. She recalled, "These (IPC years) are the years I 

felt less freedom because I had to follow district outlined lesson plans). In the beginning 

I was down here. I didn't have so many decisions I could make." Now, as the physics 

teacher she felt, "I'm up here. I can make lots of decisions on my own without talking to 

my department head or people like that." 
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Amy responded to the autonomy graph with the comment, "So I'm interpreting 

this as what I teach in my class, the order that I do, how in depth I go, but I also see it as 

other things as far as the decisions on our campus. Making some decisions, not having to 

run every little thing by higher ups." This awareness of conscious decision-making and 

not just a sense of "ability to do whatever" characterized the sense of autonomy 

experienced by these teachers during the second phase of their careers. 

Autonomy and Empowerment. _David thought that of all the dimensions of 

empowerment, autonomy may be closest in meaning to the concept of empowerment as 

he noted that the behavior over time graph that depicted his feelings of empowerment 

during his career overlapped with his sense of autonomy. He observed that autonomy 

was the most important aspect of empowerment and that his graphs, which are shown in 

Figures 4.11 and 4.12, representing empowerment and autonomy, would be very similar. 
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Figure 4.11. David's Graph of Empowerment 
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Figure 4.12. David's Graph of Autonomy 

David, who is also a coach, concluded that UIL rales, budget restrictions, and 

other factors lessened his autonomy as a coach. He conttasted the differences in his 

autonomy in his two roles as follows: 

I can think ofa couple of incidents where an administtator questioned 
something going on in the coaching aspect but no one has ever really 
questioned what I was doing in the classroom. It's hard to explain but 
there was one particular incident where an adminisfrator questioned my 
ftitegrity through something happening in coachuig and I was really 
offended by ft, but I don't know if that is part of this autonomy thftig or 
not. I still did what I thought was right. But she would have been trying 
to restrict my freedom. That was just a single incident that happened. 
He recalled no similar incident in classroom teaching. 

"When asked about conttol over the courses he has taught, David proudly 

described his role in ftnplementftig AP biology in his high school. He explained 

his reahzation ofthe need for the course and the process, which took well over a 

year to complete, and he ended his remarks with, "So, as a dftect resuft of my 

professional opinion and decision I got to more or less create a course that I 

continue to teach." 
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David's sense of autonomy grew over the years. He offered, "This is all 

very personal. Other people in the building would feel very differently. But I'm 

pretty confident that I know what's best. Year by year you gain more and more 

confidence, I think at a pretty steady rate." 

There are frequent claims that teachers can "Go into their classrooms, close the 

door, and do what ever they please." Such behavior is often considered synonymous with 

autonomy. However, the teachers in this study painted a much more complex picture of 

the autonomy dimension than this cliche implies. Autonomy does not just affect what 

happens inside the classroom, but extends to choices and adjustments these teachers are 

able to make in meeting the challenges they face in both their personal and professional 

lives. 

Relationships with administtators were common storylines beginning in this 

second career phase and lasting until the present. Administtators have fremendous 

impact on teachers' sense of autonomy. Kathy described in detail how various 

administtators influenced her feelings of autonomy. She recalled how one principal 

influenced the campus atmosphere positively: 

We had a lot of freedom to conttol our professional life and decisions. We 
did it kind of as a team. We had that principal and she listened even if she 
didn't agree with us. She didn't know a lot about science but it didn't 
matter. She knew that science was important. We had conttol over where 
we went, and what we did, and whom we saw, and it was wonderful. 

However, Kathy described working in different, more adversarial cultures which 

pitted teacher against teacher and left her feeling less than respected. The lack of respect 
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and autonomy she felt in one school was reflected in her observation that to receive 

instmctional materials, she was sometimes "relegated to begging." 

Nancy, who usually just described principals as "not supportive" recalled her 

experiences with one assistant principal who diminished her sense of autonomy as 

follows: 

The second year there was a new assistant principal who decided that 
hands-on activities were not something that you should be doing in a 
science class. So he would come every day and look in my classroom to 
see if I had my smdents all in their desks and chairs and lined up. That 
year was one ofthe worst and I literally cried every day. I asked my 
husband if maybe I shouldn't go back into nursing because obviously I'm 
not a good teacher if this assistant principal has to come and look at me 
every day. 
The principal was there but she didn't do a lot ofthe interfering with the 
regular what's-going-on in class. As long as you had kids passing the 
tests, then she was happy. She wasn't the one that would come every 
single day and look in my room to see what I was doing, in every class 
period. I mean the man just harassed me was basically what it was, but I 
didn't realize it because I was new and young and thinking that principals 
really knew what they were doing. 

Marsha made direct connections between her feelings of empowerment and her 

administtators. She finished her graph, looked at it, and stated: 

Okay, it looks like I have three periods of time when I had very high 
feelings and then I had seven of very low feelings... They were based on 
the adminisfrator in charge at that time (see Figure 4.14). 

I asked her what it was specifically about those adminisfrators that lowered her 

feelings of empowerment and her reply, which follows, reflected how her 

autonomy had been infringed upon by an administtator: 

One adminisfrator during the low periods was very in charge of everything 
and would not approve anything that I wanted to do with the kids. I didn't 
want to rattle her cage so I just went along with her. I asked her one time 
if I could take the kids to a small nearby lake to do a water study, get some 
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water samples and things, and she wouldn't let me do it. It was a block 
and a half from our school. I had parents lined up, I had the times, and the 
dates and everything and she wouldn't let me go. She didn't give a 
reason, just said no. Another time I wanted to do a presentation, she said, 
no. There were several things 1 wanted to do with the kids. When 1 used 
the FOSS kfts I had to go to the third degree to use them. She said, "Be 
sure you replace everything. Be sure you don't rain anything." She was 
very unsupportive. That was a low time. 

Figure 4.13. Marsha's Graph of Empowerment 

Marsha skipped around the graph as she described her feelings of empowerment 

throughout her career. The following comments illusttated how her sense of autonomy 

influenced her feelings of empowerment. 

"When I first started teaching, it was low because I wasn't sure of myself 
and of where I fit in to the education scene. I had a high during my private 
school time because our director just said, "Do whatever you want to do." 
And I felt free to really get involved in things with the kids. The other 
high period here is the same school where I had the low tftne but it was a 
different administtator who was very, very supportive of me and of 
everything I wanted to do. And right now, the last four years, are very 
high because I have another administtator who lets me do what I want to 
do. 
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Figure 4.14. Marsha's Graph of Autonomy 

"When Marsha was asked if she really felt campus leadership was the main cause 

ofthe changes in her feelftigs of empowerment, she replied, "For me ft is, because if an 

administtator doesn't want me to do something, I don't do it." Marsha's graph for 

decision-making also showed similar pattems (see Figure 4.15). 
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Figure 4.15. Marsha's Graph of Decision-making 
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Not all teachers indicated that difficult situations affected their overall sense of 

autonomy. Some, like Janet, drew their graphs for autonomy virtually sttaight across 

(see Figure 4.16). 
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Figure 4.16. Janet's Graph of Autonomy 

In the following comments, David verbalized how most empowered teachers dealt 

with admiiusfrators' actions and how sttong senses of self-efficacy and autonomy 

allowed them to sometimes resist or ignore administtative decisions or requests. 

There have been times when administtators would do things that would 
irritate me and make me frusfrated but it never changed how confident I 
was in my teachftig or influenced how I performed. 

Autonomy is a complex dimension. Teacher autonomy can be diminished by 

difficult administtators, inadequate preparation, a lack of materials, unmotivated students, 

and otherwise poor teaching conditions. Factors in the personal lives ofthe teachers in 

this smdy influenced the autonomy they experienced in their professional lives and vice 

versa. These teachers had to balance their personal and professional lives and make 

appropriate career decisions regarding their day-to-day responsibilities as well as theft 
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career paths. Autonomy—conttolling one's professional life—was for these teachers 

considerably more challenging than just going into a classroom and closing the door. 

During the first phase teachers were focused on conecting their lack of 

preparation for instraction and their need for self-efficacy. These were personal and 

intemal feelings. Their need for professional development was urgent. Their sense of 

self-efficacy was immature and described as confidence. They had a naive sense of 

autonomy that assumed they could do whatever but little actual involvement in decision

making. There was no support. 

During the second phase the external came into play. They wanted to be 

involved in the decision-making. Their new sense of autonomy required it. They were 

being tapped for leadership roles. The challenges ofthe teaching context and to a lesser 

degree, the personal context, and the roles that administtators were playing in their lives 

were foremost on their minds. Professional growth was becoming more focused as they 

sought out areas of weakness and interest. Growing empowerment—should be. But the 

fiusttations with the decision-making dimensions made this a time of negativity for 

many. Good thftigs were happening but in rettospect it was the bad they recalled and 

wanted to talk about. 
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Phase Three: Sustaining Empowerment 

Around the ninth year most teachers reached a peak of empowerment as indicated 

by their graphs. Several mentioned a change in feelings of effectiveness. Their feelings 

of effectiveness were influenced by the degree of success their smdents were 

experiencing. However, their self-definition of what constimted effectiveness for 

themselves tended to be complex. Also during this stage of their career teachers valued 

leaming both for themselves and for their students very highly, and they sought 

meaningful collegial relationships within and outside the school setting. Storylines 

focused on the following: 

• Appreciating lifelong leaming, 

• Redefining self-efficacy, 

• Valuing relationships with peers, 

• Impacting education though group involvement. 

Professional Growth and Lifelong Leaming. The teachers in this study contftiued 

to pursue professional development opportunities but the motivation for that and their 

feelftigs about leaming in general appeared to have changed. At this thftd stage of their 

careers many teachers were achieving professional growth through interactions with 

scientists and other professionals, and the experiences they sought focused more on 

content than pedagogy and instmctional techniques. Some were involved in instmctional 

design and curriculum development and several were presenting theft work at 

conferences and/or ttaining other teachers. 
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Experienced, empowered teachers take leaming seriously, both for themselves 

and their students, as several ofthe teachers indicated. Comments about the importance 

and satisfaction of leaming were common during the interviews. Marsha observed, "I 

feel like at this point in my life, after 27 years, I'm just now beginning to leam. Isn't that 

interesting?" Sara commented similariy, "I'm still leaming. That's one thing I will say, 

if you quit leaming it's not any fun anymore." 

Marsha had participated in a wide variety of professional development activities 

throughout her career that have been fueled by her quest to leam as she stated in the 

following: 

Around the 12th year was I had this principal who really pushed me to go 
into mid-management. And she was so determined that I was going to be 
a principal that I started mid-management certification. That was the big 
jump for me in professional growth. And then from there I've just been 
involved in so many things I can't leam enough. So that's why my 
empowerment graph just stays up here all the way across. 
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Figure 4.17. Marsha's Graph of Professional Growth 

Marsha continued: 

I like workshops that challenge me. I go to NASA in the summers to leam 
and those scientists are so far above my head that if I can retain a little of 
it I feel really good about myself. Then I take it back and use it with the 
kids and they feel good about themselves. 
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Marsha revealed that she went to workshops primarily to increase her content 

knowledge, although she did also leam new strategies for teaching. Marsha's comments 

provided evidence that her attendance at workshops not only added to her professional 

knowledge but it also increased her self-efficacy by making her feel good about herself 

and what she is doing for her students. Marsha had found an avenue for sustaining her 

sense of empowerment—lifelong leaming. 

Self-efficacy and "Leveling Off." Marsha's sense of self-efficacy remained 

constant in spite ofthe challenges she faced in her overall sense of empowerment and 

with her feelings of autonomy and decision-making, as evidenced in her Self-efficacy 

graph found in Figure 4.18 below. 
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Figure 4.18. Marsha's Graph of Self-efficacy 

While Marsha supported her sense of self-efficacy with sttong professional 

growth opportunities, and seemed content with her feelings of personal empowerment, 

other teachers indicated dissatisfaction at having "leveled off in their feelftigs of self-

efficacy. For those teachers, pride in student success became fhisttation at what they, as 

teachers, could not do. Anne's career path reflected this leveling off. Unlike others. 
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Anne had felt genuinely prepared to enter the classroom in terms of both content and 

pedagogy. And, as a person of color, she perceived she understood and was able to reach 

out to minority students effectively. But she noted that the fifth year of teaching in public 

schools (she had taught biology at a college for three years before that) was pivotal as it 

"really hit her" as she "looked at my (minority) population that I have to deal with" and 

concluded that she needed to do more for those she described as "my population." 

However, she went on to describe a teaching situation that she felt represented her 

inability overall to meet the needs of this population of students. She expressed 

frusttation at both the lack of student success and her ability to provide the instraction 

needed to reverse the simation. Her growth in self-confidence and sense of self-efficacy 

had stalled and her professional satisfaction was declining as she increasingly recognized 

limits and barriers she felt she could not overcome. Anne's experiences and reactions to 

these experiences were not unique as other teachers fti this study encovmtered a leveling 

off as different factors resulted in a diminished sense of satisfaction with their day-to-day 

life as a teacher. Anne's comments that follow illusttate the changes she experienced. 

Anne's first teaching experiences were at the university level and she still 

instmcted part-time at a local college. Anne reflected on how her feelings of 

effectiveness and self-efficacy started at a high level as she observed, "I felt like I had 

been teaching up there and it was never difficult for me to teach them because I felt like I 

could relate to them." 
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She further acknowledged her growth as a teacher and, at the same time, her 

grow ing sense that she did not hav e the competencies and "right stuff' to meet the 

challenges she was facing daily as she noted the following: 

I am more relaxed. I know my cuniculum by now. I can tell you what's 
coming next. If it's not in the cuniculum I know what should be there...I 
think that after all those years that it's so natural that ft's inside of me...I 
AM elTective. but 1 don't FEEL effective. I know the strategies but I could 
do a lot more if 1 w as where I wanted to be. 

In expressing that she w as "bumed out", Anne asserted that "during my last few 

) ears with the disttict on Fridays 1 didn't want to teach" and "I feft like this is not for me 

anymore." Increasingly, she was thinking it was time to leave her middle school 

classroom and teach fulltime at the college level or become a public school administrator. 

She felt that as a college teacher she would have "the upper hand" and would not have 

people giving her "a curriculum and saying do this and do that." 

Anne had a growing sense that the education system was stiflftig her creativity as 

a teacher and preventing her from helpftig a population she identified with sttongly. This 

reflected in the self-efficacy graph she drew, which is shown in Figure 4.19. is 
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Figure 4.19. Anne's Graph of Self-efficacy 
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Amy, too, admitted her feelings of selT-eTflcacy have leveled off, but for different 

reasons. "I feel like my effectiveness is somewhat at a standpoint because I'm involved 

in too man) things," Despite this perceived "leveling off' she defined effectiveness as, 

"The ability to gel an) job done that they give me," 

Amy has worked in two school districts and three high schools. She taught 

ph) sical science to 9"̂  graders early in her career but has since taught physics to juniors 

and seniors. She perceiv ed that her teaching effectiveness had increased greatly during 

her career, but she admitted that she was cunently experiencing some stagnancy 

professionally. She commented: 

I'm more effective because Fm more comfortable with the (teaching) 
material. M) students give me new questions to think about and to 
ponder. Every year 1 do a different new project that I've never done 
before. So I think my overall effectiveness has increased in teaching. 
(But) as far as my professional life as a whole, what I can do for my 
campus. Fv e gotten a little bit stagnant here because I've been involved in 
many, many different thftigs and so a little piece of me goes here, here and 
here. 

.•\t the time of the interview Amy was gradually moving from teaching science 

into technology. In doing so, she acknowledged that she was losing some of her focus 

but ftiat she needed to confront some new challenges professionally. 

Self-efficacy as a dimension of empowerment appeared eariy and was a sttong 

theme in the stories of all these teachers. Although both Amy and Anne admitted to 

feeling less effective than they had in the past, they did not doubt their ability as a 

teacher. Unfortunately the gap between their expectations and what they could achieve 

appeared to be growftig and began to act as a catalyst in nudging them to consider a 

career change. 
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Cherv I's experiences paralleled those of Amy and Anne. At the time ofthe 

intemew Cheryl had accepted a position with a federally funded educational program 

that would give her exlensiv e opportunities to work with teachers. In explaining the 

change she stated, "l think (self efficacy) is going to level offal some point, probably 

about now. Thai's why I'm changing jobs," 

In response to the comment that, "You sort of have a feeling of being as good as 

) cure going to get in the classroom." she replied, "I hate to say that, because that sounds 

kind of conceited- but I do hav e that feeling and I think if I stay in the classroom that's 

what Fm going to keep doing." She indicated with hand movements that she feft like she 

was hitting some kind of ceiling. In providing clarification, Cheryl stated, "Yeah. I 

mean I don't want that to sound self centered and conceited but that's the feeling I get. 

I'm not burnt out on teaching, but I'm that close and I think that's why I'm leavftig." 

Cheryl had implemented several new programs in her school and her students had won 

multiple awards. She continued, "It's because I look for things like, what bigger and 

better can 1 do next year. And, what bigger and better things can you do? I mean you 

just can't top some of those things. I think I would level out and I don't like level." 

Cheryl recently had eamed her second master's degree. She admitted, "I'm the 

type person who has to always have something going on that's improving what's going 

on, so through education that was happening. But how many master's do you need?" 

Cheryl appreciated leaming, as she indicated by commenting, "The two tilings that make 

me feel empowered are smdent success and (personal) education." Unfortunately, at this 

stage of her life, neither was sufficiently satisfying to keep her in the classroom. 
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Amv. Anne, and Cheryl perceived they had stalled in their growth as teachers and, 

particularl). in their sense of self-cTficacy. These perceptions appeared to be strong 

enough to motivate each to contemplate a change in their career path. And none ofthe 

three expressed either ov ertly or subtly a desire lo "shut the classroom door" and live 

with die gap in their expectations and what ihey were experiencing. 

Sev eral teachers did indicate that student attittides and achievement sttongly 

atTected their feelings of self-etTicacy throughout their careers as well as at the present 

time. Positive feelings of self-efficacy were important in sustaining Steve's sense of 

empowemient as he exuded a sense of self-efficacy because of his effectiveness in 

working with a range of smdents. He stated: 

I know exactly what I want to do; I am very comfortable with what I feel 
like my job is and what my expectations are. I am very realistic with my 
expectations. I don't see how I could be anymore effective. Now do I 
alw ays teach every kid every thing—100%? No. I can motivate the 
passive learner. I can do a good job with the kids that are self-motivated. 
I keep them interested and keep them involved. Within the boundaries of 
what we can accomplish in a school setting I think I'm pretty effective. 
Beth reflected on changes she has observed in students over the years: 
The biggest change has been in the last five years... I've seen a major 
difference in motivation, desire to leam, desire to achieve good 
educational goals for the future. And then entering into that is the 
ftifluence of drags, alcohol, promiscuity, and television. Those things very 
much impact how effective we are in the classroom. 

Beth made the following observations: 

As long as I had classroom discipline and students studied I felt effective. 
I still feel real effective with some classes now and totally ineffective with 
others because ofthe way our classes are configured. If I had all special 
needs kids fti one class, I feel like I could really be effective, but ftistead I 
sometimes have pre-AP and the lowest ofthe low all in one class. I 
cannot meet the needs of all of them. I can meet the needs in my pre-AP 
classes because they are challenging, but in my classes that are totally 
heterogeneous from top to bottom, it is so difficuft. 
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Beth was more ambivalent as her comments refiectcd both the confidence and the 

reservations she has had about her teaching effectiveness. As she explained the peaks and 

valleys of her graph and looked ov er her career introspeclively, she noted the following: 

Then there w ill be a student or a parent or a former student who will come 
back with just really nice things lo say or 1 will be in a group like a 
homecoming group tbr my school and hear nice things that you never did 
hear when ihey were sophomores and so that's kind of up and down. 

Beth does not feel like her feelings of self-efficacy flucttiate daily but admitted 

dial specific incidents and Tactors hav e impacted her. She noted: 

I'm not a moody person—it doesn't affect me that much, but some things 
can really kill me.. .like a smdent taking an end of course exam and 
bubbling in 48 bubbles when everybody else is on number 6, number 7, 
and number 8,. .and that happened to me this year. And I know I can't 
win with all kids, but the resistance to leam and the low motivation and 
lack of parent support keep me from being as effective as I could be. 

In spite of w hat she perceived as the increased challenges of teaching, Beth still 

looked for way s to improve her insttnction. She continued, "I give at the end of every 

year an evaluation of myself and ofthe class and they don't sign it, but I use that every 

year because I can do better. I mean I know I can. Basically, every day there's more I 

could have done and more I could have done better than I did." Beth feft her limitations 

were due to "Well.. .time.. .with 140 sttidents, and grading papers, and calling parents, 

and keeping the powers that be happy." 

Feelings of self-efficacy were major issue for empowered teachers during Phase 3 

. , . -T̂  j4^o^i,«rc Ttipv were sure of that. But there were things 
of their careers. They were good teachers, iney were buic ui 

they could not do and those things bothered them. 
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Armed with content knowledge and pedagogical skills and confident in their own 

abilities to be cTlectivc. teachers were nevertheless fmstraled by school bureaucracy, 

scattenng oTprofessional fbcus. changes in student attitudes and behaviors, and the 

limitations oT professional growth opportunities. The result was less satisfaction to be 

found in the context of student success. These teachers were looking elsewhere to 

support their feelings of self-efficac), 

Collegial Relationships within the School. Of increased importance to these 

teachers in the third stage of their careers were their relationships with colleagues within 

the school. While Short (1990) had linked such relationships to status, which she defined 

as respect and admiration from colleagues, the majority of teachers in this study 

discussed stams in more general terms, describing relationships within their schools but 

preferring to avoid acknowledging awareness of respect or admiration from peers. Some 

reported being empowered by colleagues who saw theft potential and encouraged them to 

tn new things. Some had the opposite experience, finding jealousy and conflict instead 

of encouragement and support. 

No one valued collegial relationships more than Kathy. She detailed her 

experiences of teaching second grade on a team of four teachers as follows: 

We were all young and we were all the same age. The principal was 
young. It was a very upbeat. The possibilities were endless and every 
year that I taught I just felt really, really good. The principal was with us 
and whatever we wanted to do she would find something for us and we 
had a good coordinator. We thought we had everything. 

Kathy described amving at school eariy to meet with another teacher "just to have 

someone to bounce ideas off and to talk with and to say what are we going to do today." 
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She remembered that she "went there ev(>rv Hiv i,^,,;,,.. u *u i 
wLiii uicrc every day loving to be there; knowing that there 

was something exciting thai we could offer the kids." 

She alttibuted her excitemenl al the time to collaboration and she described the 

amiosphere and conditions as fbllows: 

We teamed al the highest sense ofthe word because we each had an area 
that we were good at and we each developed that area. We planned every 
da), We had lime to talk. Time lo reflect. And that's what is missing in 
my life right now I don't have dial lime. 1 am a people person. I like the 
exchange, I like being able to say, "Hey, I have an idea". And for them 
to sa), "That's a great idea but we could do it this way." And I'm open to 
that. 

Kath) left to hav e a baby and when she rettamed she found herself assigned to a 

different grade lev el on a smaller team where, "They were established and I was a 

different personality and I didn't fit as well. I feft less empowered because I didn't think 

the way that they did." 

But a second leave of absence was followed by another positive teaching 

experience. Kathy described her relationship with a colleague at that time as follows: 

I was on a team with a teacher and the two of us just hit ft off and I could 
go way off the graph. This liftle point in my life from here to my fifteenth 
year of teaching was probably the high point of my career. We wrote 
cuniculum together, we could finish each other's sentences, we were that 
close. She was my alter ego practically. I was the dreamer and would say, 
"We can do this and this and this". And she would say, "No, Kathy, we 
can't do that but let's see if we can work on this". We wrote cuniculum. 
We could sit down and write a unit in twenty minutes and then polish ft 
afterwards. To brainstorm and get ideas.. .we had so much fun doing ft. 

Later in her career, Kathy found herself once again in less empowering 

cftcumstances with neither administtative support nor sttong collaborative 

relationships with fellow teachers. She recalled one particular incident where her 
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actions were questioned by the principal due to a complaint by another teacher as 

fbllows: 

The principal came lo me and said, "What is it that you're doing?" And 
Fm not used to that. I'm used lo being followed and doing the right thing 
and not having an individual come up and question me. Not that I 
wouldn't be w illing lo explain, but why not come (directiy) to me? I am 
not a person thai cannot he trusted. If you trust me I will do great things. 
If you don't tmst me my feelings gel hurt. 
1 know 1 am not as creativ e and not as productive as I have been in the 
past, "'let I am working so hard. 

Kathy's past experiences framed her expectations for herself and for her colleagues. 

Neither w as being met. 

Sometimes simply having one supportive colleague compensated for lack of 

administrative support, as Nancy recalled: 

.•\ science teacher that I knew said there was going to be an opening at the 
ftitermediate school for eighth grade science, which is earth sciences, 
which is something I like and so I went there. I had a principal that wasn't 
supportive but he didn't take things away from me. In other words, I kind 
of did w hat I wanted to do. 

Nancy described receiving a GTE Gift grant with a colleague while at that 

school and the positives associated with that relationship and others. She 

concluded, "I didn't have the administtative support that I would have liked but I 

worked it out. I made a lot of good friends there and the kids weren't bad." 

Sftnilariy colleagues sometimes provide a needed ego boost at just tiie right tftne. 

David remembered a subtle but powerfiil increase in his feelings of empowemient 

precipitated by a colleague's confidence in him: 

At the end of my third year the woman who had been departtnent head had 
to leave, and she thought I should be department head. And to be a third 
year teacher and have someone have that much confidence m me that I 
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should be departmenl head was an ego boost. So I thought I must be 
doing something right. 

David continued b) explaining why that did not work out, yet how his feelings of 

empowemient continued to grow from that point. He added: 

W ell, I didn't become departmenl head because I was also tennis coach 
and the pnncipal at the time said she recommended you so I'll go with that 
but) ou hav e to quit being tennis coach. And young and needing money 
there w as a significant difTerence in pay between department head and 
tennis coach so 1 went wifti the extra money. So I'm still tennis coach and 
still not department head. The guy who came in and became departtnent 
head, he's still diere, too. We're very good friends so I don't begradge 
dial at all. That's just die way that worked out. I continue to have a lot of 
influence in die departtnent. We have a head of all science—physical and 
biological science—there is no biology department head, but I'm looked 
to as if 1 am that person. 

David's relationships with colleagues on his campus were good and he 

perceived his stams to be high. 
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Figure 4.20. David's Stams Graph 

Most ofthe teachers were at first reluctant to discuss how others perceived them, 

feeling that they would be braggftig on themselves. But once the conversation began, 

theft comments on this dimension of empowemient were varied and interesting. 
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David believ ed people began to notice his leaching around his ninth or tenth year 

9 of teaching: 

People w ere starting lo hear about me probably as eariy as '84 or '85 I 
started in '78, But to have the highest level of respect I would guess' 
somewhere in here ^•ear 10 or 11. See Figure 4.20. 

David descnbed the sequence of his rise in recognition beginning with 

his first year of leaching. He recalled: 

How'd they think about me that first year? Nobody knew who I was 
outside of nn departmenl. Then you start hearing kids talking about other 
teacheni. The good teachers inevitably make some comment in the h a l l -
Johnny w as telling me how much he liked your class the other day. So I 
probabl) started hearing diose kinds of comments probably about the thftd 
or fourth ) ear. And then they grew in number and I started gettuig even 
notes from teachers in other departments wanting to know what I was 
doing and saying great tilings and thank you for all that you do, by the 
sixth or seventh ) ear. But I don't know how you measure the highest 
level, 
"\'ou just keep going up. Top ofthe chart.. .Well, that's what you want to 
do. If I've ever done that I don't know. So, let's say in the beginning it 
w as V ery low and here.. .and there.. .growing.. .growing.. .gradual and I 
would say it was pretty good ever since then. There is no particular event 
I'm just guessing where it would reach the highest. I would like to think 
my colleagues would for the past ten years at least have had a very high 
opinion of me. 

David described his "unofficial" role as a leader in his department as follows: 

If anybody in the building has a question about anything that's biology 
they come and ask me. So, my empowerment has been pretty high for a 
long time. 

Respect and admiration FOR other teachers can also be empowering. Amy made 

a direct connection to another teacher and her realization of personal empowemient. That 

other teacher was her aunt. She recalled, "I think my first feeling of empowemient came 

at this point. I visited (my aunt) and was talking to her about teaching." 
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Amv had been teachint' nhvciml ^,-;,>.,., r 
^ "lug pnysical sc lence lor seven or eight years and 

wasn't given a lot of responsibility. She remembered: 

So 1 didn't feel really empowered-Just a fish swimming upsfream trying 
to keep my head abov e water. It was a job -a job I wasn't sure I was 
going to stick with my w hole career. But after visiting with her she 
convinced me that ii would be a worthwhile career for me to stay in it 
She w as a w onderful person and highly regarded-a high school teacher 
She just influenced me in many different areas. 

Am) recalled that three or four years later she began teaching other 

teachers how to do things. She added: 

So empowerment can come from people looking to you for help, for 
decisions, for ) our opinions, so that started about diat time. And that has 
increased each year. From tiiere on it's all the way up. And I feel very 
empowered at this point. 

For Am)', respect for a colleague (who happened to be her aunt) gave her an 

initial appreciation for the professionalism in teaching, and later her perceptions ofthe 

respect others held for her increased those feelings. 

As was the case with David and others, status is often connected to decision

making roles or professional development or leadership opportunities. Amy continued: 

Well I think my stams has uicreased. That sounds kind of conceited but it 
has due to the technology position that I'm in now. Other teachers come 
to me and they say, "Amy, you know a lot about it and I value your 
opftiion." So I feel like that's respect and admiration. I get a lot of that 

now. 

Amy felt her selection by her peers to be on campus decision-making 

teams was one indication of her status. She described one such occunence: 

And when we were getting a new principal—the principal selectton 
committee—they only chose three people on campus and the teachers 
voted for me to be on that committee to choose our principal that we 
cun-ently have. I felt real good that they had confidence in me to pick a 
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principal That really boosted my empowennenl. I thought, "Wow they 
reall) respect me. 

Janet described the progression she experienced in attaining stattis among 

her peers: 

I think as any new teacher, youre jusl low man on the totem pole there for 
a while. .M about six ) ears I was elected site-based member and I knew 
more what I was doing, with my peers. I was able to help new teachers 
who came in. so 1 think I improved there, just getting used to the ropes I 
guess, and it has continued, being elected as a STAR officer, and then 1 
won a Casio award, and things like that have helped. I have a lot of close 
friends that I leach w ith. and we have a lot of mutual respect for each 
other, and it has grown thm the years. 

Teacher success was not always met with admiration. Some spoke openly of 

perceived jealous) among their peers. Marsha, who has won numerous teaching awards, 

talked about her colleagues' reactions: 

Fm thinking about the school where I am now. And the first year I went 
to the school I kept on doing what I had been doing at the other school. 
And the teachers at the new school were not involved in other activfties. 
They got there at eight and left at four and said, "Just don't bother me with 
anything else." And I got a grant to fix up the leaming center which 
needed it very badly and 1 found out that most of them didn't say anything 
to me about ft, like, "This is beautiftil; thank you for all tiie work you put 
fti. Thank you for ftivolving the kids." ft was more, "She's making us 
look bad." 

Marsha sttnggled with graphing her feelings of stattis due to mixed messages she 

perceived from colleagues. She noted: 

The graphing is a problem. 1 think they respected me and they admired 
what I did but they don't want to let me know ft, probably. Because I do 
hear comments, you know. Parents will say, "Well so and so teacher 
really bragged about your so and so. But they don't say it to nie 
personally. I mean one of our teachers this year won the Wal-Mart 
Teacher of The Year thing and I wrote her a note and to d h - hoŵ ^̂ ^̂ ^̂ ^̂ ' 
was That's being professional, I think. I was real proud of her but then 
T e n I was nominated for this State Award, I didn't hear anything from 
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anybod), There's slill that little jealousy, you know? They say, "What 
her again,' J J-' •> 

Notice the question mark at the end of Marsha's graph in Figure 4.21. 

Figure 4.21. Marsha's Graph of Stams 

I've put a high admiration and respect up here because I think they do 
respect me no matter what I do. They just don't want to get involved and 
they don't want me to make them look bad. But I think they do respect 
me. so I put high. 

Marsha was not alone in her perceptions. Accordftig to Donna, ft's not just 

receiving awards that can cause jealousy. Getting plum teaching assignments can result 

in die same kftid of response from colleagues. 

When you teach the upper level kids you have those teachers that ask why 
are they never given the opportunity. They get jealous that you have the 
upper level kids and they feel like life is not quite so hard for you whde 
they have the lower level kids and the ones that are not quite the achievers 
and some things like that. 
I feel like sometimes people put a lot of emphasis on PfPle that teach AP 
Like, "Oh, you're so lucky and how did you get to teach AP? They don t 
realize the sttess that comes with that. 
But 1 do feel like some people attach a little bft more to being an AP 
teacher. It's like a stattis builder. 
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David reported similar responses. While he acknowledged the respect of most of 

his colleagues he tell some teachers were jealous. He commented: 

They know how popular I am with studenls and they assume that must 
mean Fm cas), They don't pay attention to the fact that they all do well 
on the AP exam w hich shows from an outside source they really are 
leaming. They don'l reali/e how many of them go on to become doctors 
and PhDs and come back and tell me it's because of my class. Those are 
rewards that are be) ond measure. "Oh. they like him. He must be easy." 
So there are icachers like that who would have a low opinion of my status 
in spite of nn leaching awards, but there are a lot who have a high opinion 
of my status. 

Even ev er-positive Beth experienced some of that negativity and jealousy, but she 

denied being affected by it. She offered: 

One of the things is I think that professionalism is very important to me. 
\'ou look like, you act like, and you ARE a professional. And you don't 
let the negativ es ofthe world drag you down. I am a goal-centered person 
and I don't let riffiaff get inmy way. I am a real focused person. Some 
people sa) driv en but I just strive for excellence. That's just me. I would 
draw it as a gradual continuum. I have just been fortunate to have such 
wonderful opportunities. 

Cheryl appeared to find stattis not tiiat important although she acknowledged its 

presence. When Cheryl first went to her present campus, she and the administtation, by 

her own account, were not compatible. She felt that affected her stattis with other 

teachers. She recalled: 

Yeah, witii administtation and with teachers that Iftced the administtation. 
Because if I have an opinion, I'm going to tell you and if I don't think 
you're doing what you ought to do, I'll tell you-in a nice way, 
professional way but I'm not one to sit around and go, "Eh, eh, eh" and 
not do anything about ft. So in the course of time that adminisfrator left. 
There were some people, real good friends of mine, that didn t really buy 
ftito that but over time they understood. 
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on 

Most ofthe teachers, like Cheryl and Beth, kept status with theft peers in 

perspectiv e. Nevertheless, as experienced, empowered teachers it was obviously on theft 

minds. 

In spite of status and leadership roles most teachers fell that theft real influence 

die campus was confined largely to their students. John spoke specifically to this. 

Impact on the whole school was not important to John. "That's hard to answer. I never 

diought about that. 1 nev er cared much about being anything except in my classroom." 

Dav id, too. claimed to focus on his students and he would not acknowledge 

campus wide impact. He responded to the impact graph as follows: 

I hav e a big influence on life in my classroom and the life of my students. 
I don't know that I have much impact school-wide. The kids who don't 
take my classes they hear about it. They know things about me. Once in a 
while they ev en say something in the hall, 'You're that guy that does such 
and such.' Nothing is more important to me fti school than MY students. 
I'm verv'possessive. They are the ones I interact with every day. They 
are the ones I hav e the chance to show why biology is so important. I 
don't think it's realistic for me to thftik I can impact 3400 students. But 
100 smdents a )ear I can have an impact on and if their influence spreads. 

David, like others on addressing this, was thinking in terms of direct 

ftnpact on smdents, not ftidirect impact via ftivolvement in implementation of new 

courses and programs. He did, however, note that: 

I get involved in school conimittees. I do think the campus improvement 
plan and all that smff is important. I want the whole school to go in the 
right direction, but day-to-day my impact is with my sttidents. 

Amy believed she exerted influence by preparing her sttidents for college but she 

became more explicft about impact when she began to discuss her other role as 

technology specialist on her campus: 
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I have been able to innuence our administrators regarding technology I 
give them suggestions about what to buy and they do it. If someone wants 
something they know now to come to me and put a bug in my ear instead 
of the administrator's ear. And so 1 take il and run their case for them 
because 1 have the ability to persuade the administrators if I think ft's a 
good decision lor technology. 

Having this area of expertise technology—has been very empowering 

for Am), In spite of their insistence that their main influence was on the sttidents 

in dieir classrooms, all of these teachers had used their stattis to impact life in 

ftieir schools to some extent or other and all were empowered by that influence. 

Collegial Relationships Outside the School. Many teachers looked outside the 

school for events or groups, initially for professional growth opportunities, but 

consequentially finding permanent collegial support. Initially coded as Organizational 

Involvement, the teachers talked about organizations ranging from site based 

management committees to entities like the National Aeronautics and Space 

Administtation (NASA) or the Howard Hughes Medical Instittite (HHMI), to 

professional organizations, to state-level govemment committees. These were ways that 

teachers brought improved conditions or recognftion or other benefits to the campus 

beyond those resulting from insttucting or being otherwise involved in the lives of 

sttidents. At the same time they formed relationships with peers that allowed them to 

reach a new level of professionalism. 

Maeroff wrote that boosting stattis is fiindamental to the process of empowering 

teachers. He continued, "Any effort to upgrade teaching must begin with improving the 

cftcumstances of teachers so they can feel better about themselves and what they do for a 

livmg" (1988, p. 19). Although the teachers in this sttidy told of circumstances that 
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needed to be improv ed, none seemed to suffer from low self-esteem because of any 

external and negativ e v iew of their profession. In fact, only Nancy talked about status 

from Maeroff s perspective of how teachers view themselves and their profession. As 

both leacher and nurse, Nancy fell keenly aware of how teachers are considered: 

Well. I'll tell you something. In the regular environment, as out there in 
the real world, if you want to call it that, not in the school environment, 
the av erage person that I meet respects me more as a nurse than they 
respect me as a teacher. I tell them I'm a nurse and they think thafs really 
cool. I tell diem I'm a teacher, they go, "Oh, ftiaf s nice." 

Fortunately Nancy found a group who validated her as a professional. She 

recalled: 

Since '92,1 hav e worked at NASA and I have worked with very, very, 
V ery bright, intelligent, super smart engineers, scientists at NASA and they 
put teachers on a pedestal. I've been at Kennedy Space Center, JTL, and 
Johnson Space Center, doing workshops and writing curriculum for them 
and wherever I have gone and there have been NASA people there, I am 
the one that they think is so phenomenal. And it's such a fabulous feeling 
to know that at NASA, with all those magnificent people there, that they 
think that teachers are more important. 

The two graphs in Figure 4.22 reflect Nancy's feelings of status: 
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Figure 4.22, Nancy s Graph of Status 

She described the graphs as follows: 

So I would say, I guess we'll divide ft into two graphs. And this is for the 
general public, and this is the scientific community. I was very, very 
surprised the first time I was tteated that way at NASA. I really did not 
think that was going to happen because I had gotten so used to the general 
public thinking that a teacher is worth nothing anymore. 

Nancy proposed that teachers have one ofthe lowest self-esteem ratios of any 

profession. According to Nancy, "Teachers themselves don't think that they're that 

great." She gave an example ofa recent incident that illusttated her observation: 

My school sponsors a robotics team. A robotics team is a group of 
students that works with engineers, and builds robots and then we go to 
Epcot Center and compete. That teacher, who is head ofthe robotics 
program for our distiict, and is fti charge of about sixty sttidents and five 
teachers and organizing everything, said to me this morning that he didn't 
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di.nk he d be ableMo handle the engineers because engineers don't listen to 
eachers. So he thinks ihal he is not good enough to associate with and to 
cad the engineers. And he's absolutely wrong. He has every capability in 

the worid of doing that, but because he doesn't think he is, he won't be 

Nancy acknow ledged her personal feelings of self-efficacy and then added: 

It's not an eas) job to be a leacher. It requires a lot of work, constant 
updating ol your skills, innovation, ability to change from one moment to 
the next that a lot of people don'l realize 

Finishing up her graph, she concluded, "Way up here (at the top ofthe graph) I 

feel ver) special. And 1 say every year, "When am I going to go down to NASA for my 

NASA fix. so I can get my NASA fix, so I can get my self-esteem boosted and I can go 

back to the trenches." So there you are." Indeed. 

Most ofthe teachers first experiences with more formalized ways of working with 

odier professionals came through site based decision-making during the 1980s. The 

teachers in this smdy were at somewhat different points in their careers when that 

occurred, most w ere actively involved in their campus committees (they were campus 

leaders), and their opinions conceming the legitimacy ofthe process varied. 

Beth saw site based decision-making as a positive. "The biggest opportunity for 

ftidividual teachers in vision making was site-based management. That was wonderfiil in 

that we had to smdy how to do it conectly, how to deal with others in authority, and how 

to share." 

Beth gave the most detailed description of site-based decision making: 

One ofthe things we had to leam was how to come to consensus. We'd 
never had that word buzzed around in education circles. 
Everything that we did had to lead toward better sttident achievement... 
At first when it was a new effort ft worked pretty well, ft was such a shift 
from decisions beftig made downtown to decisions bemg made on the 

131 



campuses. But then we were held accountable. IT we were going to make 
die decisions then we were held accountable. We are still held 
accountable but lillle b) little the decision-making has drifted back to the 
administrators at central office. 

When asked what specific types of decision were once again being made 

bv school administrators w ithout coinniittee input, she replied: 

We talked about that a lot-about how we used to make more decisions. 
Some ofthe things have to do w ith course offerings and distance leaming 
courses. Some were just the regulations on school calendars and things 
like that .\t first il was just a really neat deal to be on those committees 
and but then it almost killed the desire to be on those conimittees because 
ofthe inordinate amount of time it consumed beyond your teaching 
responsibilities But slill we had input we hadn't had before. 
We could talk freel) about anything and set out goals. We got to do 
budgetar) things that teachers had not ever had a part in budgets before. 
Some ev en served as interview committees for new personnel. That had 
nev er been done before. The difficulty is when you are used to having 
some choices and then you don't have them anymore. 

Beth believed most teachers felt positive about the site-based committees. She 

recalled: 

It all depended on the principal. If the principal had a positive attitude 
about it, they did. If schools heard that campus gets to do so and so and 
we don't then there were some negative attimdes. 

Beth credited her work with these committees as a bridge to more 

opportunities: 

Some of this decision-making really pushed me to work harder with 
legislators because so many things we wanted were out of our hands and 
tied by law and managed by people who had no earthly idea what goes on 
in schools. 

All in all, Beth believed her work with these groups was valuable and did 

uideed impact education. She reported: 
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ve seen some ^^hangesjhat have made it worth ,1. I've seen some things 
hke wften I worked with I EA with the high school task force it was a big 
joke dial) ou go to all that effbrt and they are going to do the same old 
thing, Bui now w ith the high school task force we are still seeing things 
implemented that were discussed around those boardroom tables in heated 
discussions, 

Bedi is no longer on a campus-based committee but she stays involved in 

decision-making. She believ es she is included because she has been there a long time 

and she added: 

That makes a difference, "When you've been there a long time if they need 
to compare something to the "olden days" diey check with me. And then I 
mentor. That's mostl) what I do with any extta time I have, working with 
the state mentoring program or in the building where we mentor our new 
teachers. 

Site based decision-making initially provided a big boost for Janet's feelings of 

empowerment: 

M) empowerment didn't grow a lot until about the time that the legislamre 
added in the site based decision-making, and I was elected to the 
committee. That committee at that time didn't do anything. We met once 
a year and okayed the calendar. That's really all we did. We weren't used 
much at all. But when the principal change came into effect, the principal 
that I have now used site based a lot at the beginning, and I was still on the 
committee. We were ftivolved in hiring teachers, things like that, ft was 
very, v ery active. Then over tftne it was not used as much, and pretty 
much anything that we brought to the committee was rebuffed. I really feft 
like we were just a stamp for what the principal wanted. He would say we 
had agreed on something, and we'd look around the room and say we did 
not. Any problems we brought to the table were pretty much ignored. I 
left the committee when the disttict came up with the rale that you could 
not serve consecutive terais, and 1 just never have ran for election again, I 
just felt like ft's going to be his way anyway so I just don't participate 
anymore. But when it was working, I felt like we really had an impact on 
things. 

Janet's graph of Decision-making was indicative of her feehngs of 

uiclusion fti the decision making process (see Figure 4.23). 
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Figure 4.23, Janet's Graph for Decision-making 

Janet's graph for Impact reflected her overall feelings for that dimension. 

A/!VJ ^fft^-hi^of 

Figure 4.24. Janet's Graph for Impact 

After 
completing her Impact graph (see Figure 4.24), Janet made these final 

comments: 
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When the new principal came in I had more of an influence, people would 
come to me with what they would like discussed, and I think I had some 
influence there. And that worked well for a while and then diminished for 
w hatev er reason, I still think 1 do have some influence, but that goes back 
to close friends in the faculty. And I feel like even today, if 1 had 
something I had to talk to the superintendent I could go, and I think I 
could hav e somewhat of an impact. I mean, I might not get my way, but I 
think he w ould listen. And I think that goes back to that I've been here so 
long, a long period of time. 

Beth and Janet fell they w ere presently valued more due to longevity than 

committee membership and they used that and their informal collegial relationships 

(status) to exert influence in their districts. But each had found the process empowering. 

See Janet" s graph of Stams below in Figure 4.25. 

jH-frk^^ p5^ 

Figure 4.25. Janet's Graph of Stattis 

Domia feft teachers in her disttict were still actively involved. She analyzed 

foraial decision-making in her school district as follows: 

I'm going to tell you when I first started teaching I felt like everything I 
L'c'aTy'did cam'e out of the administtation offic. You were given yoi 
curriculum You were told this is the way ft would be. When they start 
A b a s e d even ftiough sometimes I feft hke aft they wanted was my name 
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beside some line. I still felt like they were putting more power into the 
classroom and w ith the teacher. And that's the way a lot of our staff 
developmenl has been directed. How can we help each other-̂  YOU 
develop the cumculum, ^'0U decide what's important That doesn't 
mean that every single will teach exactly the same. We all have a scope 
and sequence and we all had input on il and I think they're moving more 
low ards hav mg teachers have more input but that has only been in the last 
SIX years that 1 hav e fblt that. And even more so, in the last two years I 
think administrators began lo realize they can't do it all. This thing is big 
when you're looking at all of those core areas that they're testing in and 
how many teachers are responsible for those areas. They're going to have 
to rel) on teachers. And so, I think our ability to influence what goes on 
in our school has increased, especially over the past maybe three to four 
)ears, 

Steve w as not convinced and saw site based decision-making as temporary and 

subject to die whims of those in power. He observed, "Site-based, yeah, ft was 

implemented, the site based management system for the campus, and for the district, and 

It reall) went w ell. and then we got a hold ofa board with all the board members with 

personal agendas, that did away with the site based management. Whatever—I left." 

Kathy experienced the implementation of site-based decision-making during her 

"good years". She described the experience on her campus: 

These were exceptional years because we had a principal who was 
visionary. She brought speakers to us. She did in-services that were 
meaningful to each person, not just "I am going to bring this particular 
speaker in and it's going to fit everybody." She'd have different groups. 
If she had a book smdy it would be you know "Let's pick"—those types of 
thftigs.. .That was terrific. 
Now we have our new principal and there's less empowerment for 
teachers where I am now. We talk about site-based management but we 
don't have it. 

David agreed. According to David, however, "Site-based management, ft's an 

illusion, ft doesn't really happen in my experience." He commented on his observations 

over the years: 
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\ e.) rarely did I feci like the committee had any impact on the final 
dccisioiT It s usually a done deal. They forni a committee after they 
know w hat they are going to do. Or they'll have a survey on the calendar, 
whatever, and then nobody really knows what the survey said. They just 
sa) this IS w hat it was and therefore you had input. I've called it with my 
colleagues the "Illusion of Input". They give you the sense that you had 
input in It when you really didn't. And so my participation in or my 
ability to influence school decisions has been very low and ft's only 
because once I shut my classroom door and I do what I do that I'm still 
teaching, I'm so confident about what 1 do in the classroom that I can 
ov erlook this. There's frustration, but not enough to make me stop doing 
it. So. I'm going to go along here. 
Right now there's im administtator who starts meetings with, "This item is 
not negoliable." That's a favorite phrase of hers—not negotiable. "Which 
means, "Shut the hell up I don't want to hear anything you have to say". 
But we have a meeting to talk about it. 

These teachers found other ways to grow personally while simuftaneously 

impacting education. Administtative support for their involvement varied. Nancy talked 

about both exfremes of administtative support. 

One of things that I have done throughout is I also write curriculum for 
N.^SA and I work part-time at NASA. I go and make presentations at 
national conventions and geological society and that sort of thing with 
N.^SA. My current principal has supported my going, but one ofthe 
reasons I left my previous school was because the principal would not 
allow me to go. He would say, "No, you can't go. You had too many days 
off." And I said, "Think ofthe prestige ft gives our school if I go and 
present nationally and bring back that information to my smdents. So I 
would miss three days, but the things that I would bring back for my 
smdents are so much better than what they have right now." Ultimately, 
ftiat's the reason I left, because I didn't get that support. 

Steve found a group that gave him a similar opporttmity to grow professionally. 

He recalled: 

Here's where the HHMI came in, and I can't tell you about how much of 
an impact it had on the way I feel about myself and developed my skills 
and everything, and from that point on the opportunittes were there. If you 
want them they are there. And I feel qualified to go out and get them and 
anything I can take back into the classroom for the kids I feel good about. 
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Committee work and professional organizations have been a major part of Beth's 

career. She descnbed her early work on campus committees, and then recalled being 

selected tbr district committees, and finally being involved in a variety of efforts at the 

state level -ev erylhing from cuniculum work to being an officer ofa statewide teacher 

organization. She obsci-yed. "Everything thai I've done has just lead to some other 

wonderftil opportunity." The satisfaction she has derived from the work she has done in 

diese areas w as ev idenced by her comments throughout the interview. She remembered 

multiple empowering experiences: 

1 would say that there were four fuming points: Site based, district 
leadership, and particularly the initial testing for teachers on the TECAT. 
1 was also chair ofthe morale commiftee for the district, and because of 
that I was asked to speak at the convocation of our 3,000 or so employees 
at the beginning of school which gave me the opportunity to express some 
positive feelings that I had. So after that it just led to a lot of other 
opportunities. 

Trae Empowerment 

In the end the most empowered teachers find ways to work inside and outside the 

school system to increase both status and impact. "While David questioned 

ftistimtionalized, formal decision-making, he highly valued his ability to influence 

campus and district decisions, and he recognized his ftnpact. 

He recalled: 

I can think of particular decisions that I had a lot of input on and others 
that I had zero on. Most ofthe time, I had very little input. That's just the 
way school is ran. One example: Starting the AP program. That was an 
ftnportant school related decision and I had impact on ft. We looked at the 
International Baccalaureate (IB) program for a whfte. I was one of a 
group of teachers that went to a big weeklong workshop. I had a voice m 
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dial decision to let it go by the wayside. Block scheduling is another one. 
I am V er) much opposed to block scheduling. So I was very vocal when 
our district took a serious look at block scheduling and I think 1 had a big 
impact on thai committee. The district-wide administtators who were on 
that committee respected what I had to say. And I think that had a big 
impact on their continuing belief that we don't want to do block 
scheduling. 

Dav id also v alued his recognition by respected colleagues, his status. He 

continued: 

Certain awards I've received were from colleagues and they are very, very 
meaningfiil. The Texas Association of Biology Teachers made me an 
honorary lifetime member in '95 and that's the highest award that 
association gives. As part of it you have to have a bunch of letters of 
recommendation. They did all this without my knowledge and they 
presented me w ith this nice binder with all these letters. So reading those 
is V erx affirming and it reaffirms that I have a high status—^high respect. 
But I'm real uncomfortable right now even saying ft to you. I don't ever 
talk about it to anybody. I don't ever tell anybody, " I feel like people 
think I'm a good teacher". I'mjustnot comfortable saying that. But if 
) ou force me to—People think I'm a good teacher. 

Empowered teachers like David are really good teachers and they do not 

have to poftit that out. People know. 

Summary 

The six dimensions as identified by Short were evidenced in die lives of 

these teachers through the contexts of Preparation for Insttuction, Involvement in 

Decision Making, Sttident Successes, Teaching Context, Personal Context, 

CoUegial Relationships Within the School, and Collegial Relationships Outside 

the School. Although nonlinear in nattire, teachers' perceptions ofthe dimensions 

mattired during the course of theft careers and took on varying roles of 
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importance throughout the process While oirlv ,-mrvi.o. 
^ '^ * ^""'^'""^'y'-niphasis was on improvement of 

insfruction through teacher preparation and the goal of student success, later 

emphasis was directed toward collegial relationships with the goals of both stattis 

and impact, 

Fullan (1^)93) claimed the importance ofa continuum—of moving from 

individuals to die organization or s) stem: "It's individuals, working first of all, despite 

die s) stem, and secondK. connecting with other kindred spirits, that will begin to develop 

die critical mass dial changes the system. Through the development of self, followed by 

die development of relationships with others in the school, teachers can become 

empowered and join in efforts to renew the school on a continual basis." 

If teacher empowerment is to become a means of improving schools then teachers 

must be supported throughout the process of reaching a self-actualized level of 

empowerment—of being all that they can be. Only a few ofthe teachers interviewed for 

this smdy had reached that level and some of them were leaving the system due to lack of 

opportunities for further professional growth. Schools must find ways to support all 

teachers to the end ofthe contftiuum. Only then will empowered teachers exist in 

sufficient numbers to reach the critical mass requfted to change the system. 
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CHAPTER V 

CONCLUSION 

so 
Empowerment becomes inevitable when teachers have . . 
much to offer and are so sure about what they know that they 
can no longer be shut out ofthe policy making process 
(MaerofT. 1988, p.475). 

Inttoduction and Background 

Teacher empowemient plays an important and underiying role in the day-to-day 

conduct of schooling. According to Sara Lawrence Lightfoot (1986, p. 9) in On 

Goodness In Schools: Themes of Empowerment "Empowemient is a widely overased 

word diat has become part ofthe rhetoric of today's educational discourse and exchange. 

With ovemse, its cunency as a tool of expression has been diminished. We nod when 

odiers use it, assuming we share the same meanings but rarely inquiring exphcitly about 

what is meant." Past research has failed to give much insight in regard to what 

empowerment means or is perceived to be by individual teachers, how these meanings 

and perceptions are constmcted, what events change these meanings, and whether 

teachers can retain a sense of empowerment in the context of changes and events that 

occur within and beyond the immediate context ofthe school setting. 

The purpose of this study was to examine how teachers' perceptions of their 

empowerment, as defined by the six elements presented by Short (1992, pp. 9-14) which 

fticlude decision-making, professional growth, stattis, self-efficacy, autonomy, and 

ftnpact, have changed as a result of key events during theft careers. Empowemient was 

chronicled through the telling of teacher stories or events-nanative inquiry—in 
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combination w ith a sv stems thinking slrategy-the constmction of behavior-over-time 

graphs. Data were collected through one-on-one interviews with fifteen career science 

teachers. After reading and rereading their stories, the researcher fornied categories of 

infomiation and reassembled the data through systematically relating the categories in the 

fomi ofa visual model at the center of which is the central phenomenon, 

Empowennenl. 

According lo Clandinin and Connelly (2000), nanative inquiry is largely 

autobiographical. Through the telling of teachers' stories, the researcher tells her own 

story as well as ftieirs. There are certain events and pattems in the data that are 

convincing ev idence of what happens fti the lives of most if not all teachers. These are 

common experiences, and those experiences have had common impact. 

This smdy confirmed the roles and identified the relationships ofthe six 

dimensions of empowerment identified by Short as they evolved in the contexts of 

teachers" li\ es. Although complex in their interactions and subject to the causal loops of 

systems dynamics, the dimensions did, nevertheless, appear and mature in an identifiable 

sequence and the implication is that a window of opportunity exists for capitalizing on 

each. The teachers in the smdy exhibited remarkable resiliency in maintaining theft 

overall sense of empowerment with professional development providftig the support for 

the growth process. 
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ThcimMjcal Framework 

Empowerment is a dynamic process (Vogt & Munell, 1990). Empowemient 

occurs on a theoretical continuum and is subject to the causal loops of systems dynamics. 

To explore teacher empowennenl this study utilized the Systems Dynamics 

Events/Patterns Structure pyramid (Anderson & Johnson, 1997). Events are snapshots in 

time, the tip ofthe iceberg, that which is most readily seen, or in this study recalled as the 

teachers described their recollections of feelings of empowerment over the course of their 

careers. Patterns are ttends, or changes in events over time. Seeing patterns moves one 

closer to understanding the systemic stmcmre driving that pattem. By asking questions 

such as "WTi) is this pattern happening?" or "What is causing these events?" we are 

probing structure. Thinking at the stmctural level means thinking in terms of causal 

connections. It is the stmctural level that holds the key to lasting, high-leverage change 

(Anderson & Johnson, 1997). For this study, only by lookftig at the whole of each 

teacher's experience, and then at the composite data from all the teachers, was ft possible 

to see patterns, then sttncture, and identify contexts and finally develop themes that were 

common to all. 

The reorganized data answered the following research questions: 

1. "What is the relative conttibution of each element in the development ofthe sense of 

empowerment ofa teacher at a given time during his/her career? 

2. How do the six elements ftiteract to influence the sense of empowemient perceived by 

an individual teacher? 
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3. Are there patterns and similarities among the events teachers report that are identified 

as impacting either positively or negatively theft sense of empowerment? 

4. How does die impact oT multiple events, either during a long time period or over the 

span ofa teacher's career interact to influence or shape a teacher's perception of 

empow erment or an element within? 

5. Are there pattems and similarities in the development ofthe sense of empowerment 

reported bv teachers? 

6. What conditions are needed to create an environment where teachers have the 

opportunit) for "autonomy, responsibility, choice, and authority" and become 

"comfortable, wise, and sophisticated" fti their profession? 

The answers to these questions were then used to answer the major research question of 

this smdy which is as follows: 

7. What factors influence the development and persistence of empowerment during 

the careers of teachers^ These are designated "Challenges" in the graphic organizer, 

and are addressed in the entirety ofthe nanative that follows. 

Methodology 

Fifteen career science teachers (five males and ten females), who each had at least 

ttvelve years experience, were identified by administtators, fellow teachers, parents, and 

community members as empowered teachers and were selected for this sttidy. Melenyzer 

(1990) used a similar approach when she identified sk individuals who were in the 
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"mainstream of aciivities" according lo other teachers and individuals in the school as the 

kc) actors in her research on teacher empowerment. 

An elTort w as made lo include teachers from a variety of educational seftings and 

expencnces. Amcmg members of die participant sample, time spent as a classroom 

teacher ranged from elev en to thirty eight years, although the teacher with only eleven 

)ears experience had serx ed die previous thirteen as a teacher's aide. Nine ofthe subjects 

were teaching for suburban (communities adjoining a large metropolitan area) school 

distticts, diree w ere teaching in small rural schools, and three were teaching in mid-size 

cities. Ten were high school teachers, three were middle school teachers, and two were 

elementarv teachers. Two had already made the decision to leave the teaching profession 

by the time the) were being interviewed, and one decided to retire at the end ofthe 

school year. 

Data were collected through both email inqufties and one-on-one interviews. 

The initial contact, made by email, was intended to prompt the teachers to reflect back on 

major events in theft professional lives. The term "empowermenf was intentionally not 

used during the first contact with participants. During the subsequent oral interview, 

Melenyzer's (1990) description of empowerment-^/?e opportunity and confidence to act 

upon one's ideas and to influence the way one performs in one's profession-was read to 

the participants to standardize the definition of empowerment. During the oral interview 

the teachers drew behavior over time graphs depicting highs and lows of empowerment 

and connecting those with events, many of which had been detailed fti the eariier email 

responses. The final contact via email allowed teachers to add comments that occuned to 
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diem as they reflected on their graphs and dialog. Although the teachers' personal and 

professional histories were varied, there was a consistency to their stories, and the events 

or contexts that triggered feelings of professionalism and empowemient were similar for 

all. 

Emerging Themes 

Just as these teachers confinned my own experiences as a classroom teacher, they 

simultaneously confinned the work of other researchers. 

Short (1992) wTote, ""What I have leamed about teacher empowerment is that ft is 

a complex constmct. "While empowerment generally is associated with site-based 

management and shared decision making, my research discovered that the underlying 

dftnensions ofthe constmct are varied and informative" (p. 7). Researchers had not 

examined empowerment fti its complexity. To do so requires consideration of how the 

component parts that embody empowerment interact within the context and environment 

of teachers' lives. 

Short (1992, pp. 9-14) identified and defined six dftnensions of teacher 

empowerment as: decision making (teachers' participation in important school-related 

decisions), professional growth (opportunities for teachers to develop and expand theft 

perspectives and skills), status (respect and admiration from colleagues), self-effiicacy 

(teachers' feelings of ability to be effective) autonomy (freedom to confrol professional 

life and decisions), and impact (ability to directly influence life in the school). 
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Although the teachers in this study drew empowemient graphs before being given 

the list of dimensiems. let alone their definitions, subsequent coding ofthe contexts of 

empowerment lifted from the interviews resulted in categories that bore near one-on-one 

conelations to the dimensions Short had isolated. 

Kleeker and Le^adman (1996, pp. 15-17) and Short (1992, p. 13) identified 

autonomy, decision-making, and impact as falling into the category of organizational 

empow ennent. possibly requiring changes in the school stmcture, while professional 

growth, self-efficacy, and status fell into the area of personal empowerment and were not 

necessarily dependent upon changes in the school environment even though they are 

facilitated b) environments that provide opportunities for choice and autonomy in 

demonsttating those competencies. 

This smdy also confirmed and expanded that concept. There is a complex but 

sequential arrangement consisting of two simultaneous processes of growth in feelings of 

empowerment: On the one hand, early feelings of autonomy lead to a more mamre sense 

of decision-making, and evenmally to impact, while at the same time, early feelftigs of 

confidence and self-efficacy evenmally lead to stattis. Both processes are supported by 

appropriate professional development opportunfties. Autonomy, decision-making, and 

ftnpact do require opportunities provided though the mechanisms of externally authorized 

empowemient, while self-efficacy, professional growth, and stattis can occur regardless, 

but certainly the latter are facilitated by favorable enviromnents (see Figure 5.1). 
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THE FUELING OF EMPOWER]V[ENT 

Arena of Personal Empowerment 

Confidence—Self-efficacy—Evidence of Student Success—Status-

Increasingly Targeted Professional Growth 

C Fueling Process 
Professional Growth W 

Maturing Feelings of Autonomy 

Naive Feelings of Freedom-Opportunities for Decision-making Impact -

Arena of Organizational Empowerment 

Figure 5.1. The Fueling of Empowerment 
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\'ogt and Munell (1990) suggested that the process of enacting empowemient 

within an organization be "visuali/ed on a continuum-from educating with a 

developmenl orientation, to enhancement of relationships, to transforaiation of 

organizations. The)' proposed that this process of moving from education to 

enhancement to fransfomiation "occurs in individuals, work units, and systems as a 

whole" (p. 134). Fullan (1993) likewise recognized the existence and importance ofa 

continuum—of mov ing from individuals to the organization or system. He suggested 

dial it is individuals, working first of all despite the system, and secondly, connecting 

with other kindred spirits, that will begin to develop the critical mass that changes the 

svstem. Through the development of self, followed by the development of relationships 

with others in the school, teachers can become empowered and join fti efforts to renew 

the school on a continual basis. 

In the end it appears this is exactly what occurs in the lives of individual teachers 

as they begin theft careers as individuals with little support, face challengftig teaching 

simations, find support from colleagues and through organizations, and eventually 

become all that they can be. A critical mass of such individuals could indeed ttansform 

the system and improve schools. 

Fyamining the Graphs and Transcripts 

The teachers initially drew graphs that depicted theft overall feelings of 

empowemient over the course of theft careers. The assumption was made that these 

graphs represented diose memories that were most vivid and therefore isolated and 
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depicted the events that impacted these teachers the most during specific times of theft 

CLireers. After completing their first graph, which depicted their sense of empowemient 

diroughout dieir careers, the teachers drew graphs for each ofthe six individual 

dimensions. The individual dimension graphs were not as informative as anticipated. 

Man) of the teachers tended to repeat the same stories as they consttiicted the different 

graphs. This was seen as cv idence that there were certain events, circumstances, or 

contexts that had a powerful influence on their careers. Thus, these graphs served as 

important prompts that helped the teachers to connect the events and the contexts that 

shaped the '^ips and downs" in the graphs for each ofthe specific dimensions. Despite 

their v alue as prompts, the dimension graphs did not provide the information needed to 

detemiine which dimensions were most closely connected to the teachers' overall 

feelings of empowerment. However, the comments and reflections that occuned as the 

teachers discussed theft graphs provided evidence that there were both similarities and 

differences in how the teachers defined or perceived these terms in relationship to their 

career experiences. One example was status. Either due to modesty or to a very different 

internalization than either Maeroff s or Short's views of status, these teachers described 

stams in the context of overall peer relationships, both positive and negative, and often a 

personalized view as opposed to a view emerging from the public arena. Stams appeared 

to be ftifluenced by collegial interactions and group productivity as evidenced by Kathy's 

story. Her ability to find other teachers that she admired and respected and who admired 

and respected her so that she could work successfiilly in collegial relationships wifti them 

was critical to her sense of empowerment. 
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Kathy described her relationship with a fellow fourth grade teacher as follows: 

The two of us jusl hit it off and I could go way off the graph. This point in 
my life from here to my fifteenth year of teaching was probably the high 
point of my career. "We wrote cuniculum together, we could finish each 
others sentences, we were that close. She was my alter ego practically. I 
w as the dreamer and would say, ""We can do this and this and this". And 
she would say, "No, Holly, we can't do diat but let's see if we can work on 
this". "We wrote curriculum. We could sft down and write a unft in ttventy 
minutes and dien polish it afterwards, but to brainstorm and get ideas.. .we 
had so much ftm doing it. It was definitely.. .1 mean I could go off the page. 

For Kath)' empowerment was dependent on the relationships with individuals who 

shared her abilitx' lev el and her energy level under the leadership of a principal who 

understood their needs. She noted the following: 

You have to have a smart leader. Somebody who is intelligent but who 
understands people and has empathy and who understands that different 
personalities work better together. You can't just put people together 
because you have to have a warm body in that spot. You have to have 
somebody that listens when you have a concem or you want to try 
something new. Our principal was so visionary.. .She knew how to put 
people together.. .She knew her faculty. She cared about us. 

Kathy's perception that status flowed from collaborative activfties with colleagues 

and the respect accorded to her from those fti leadership roles was unique. 

Marsha's stories of stams had some aspects of meaning more congraent with 

Short's definition, but Marsha's experiences widi stattis were largely negative. She 

recalled: 

I'm thinkftig about the school where I am now. The first year I went to the 
school I kept on doing what I had been doing at the odier school. And the 
teachers at the new school were not involved in other activities, they got 
tiiere at eight and left at four and said, "Just don't bother me with anything 
else." And I got a grant to fix up the leaming center which needed it very 
badly and most of them didn't say anything to me about ft, like, "This is 
beautifiil; thank you for all the work you put fti; thank you for involving the 
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kids." It was more like, "She's making us look bad." And then I really 
reah/ed that w hen the principal asked us to stay an hour after school, being 
paid for 11. lo help the kids with the state test. Everybody said, "No, no, no, 
no." And my thought was, "Well, I get a little extra money and I don't 
mind sta) ing if il helps the kids, because I wanted to help the kids." And 
one teacher came lo me and said, "Marsha, we're all wonied about you." 
And I said. "Okay, what's the problem?" And she said, ""Well, we don't 
want to do it and were afraid you're the only one that's going to say yes." 
Thai's when I figured out real quick that I was the thorn in their side 
because 1 was willing to do all these extra tilings and they weren't. So, 
diese awards I've won. I get no response from the teachers on them. 

Marsha drew the following conclusion: 

I thirdc die) respect me and diey admire what I do but they don't want to let 
me know it. probably. I do hear comments. Parents will say, ""Well so and 
so teacher really bragged about you." But diey don't say it to me personally. 

Because of the complex feelings she perceived from the other teachers on her 
campus Marsha straggled with how she should draw her graph but finally decided to 
show high feelings of empowerment. She commented: 

I went ahead the last few years I've taught where I felt like the teachers 
w ere jealous of what I've done. I've put a high admiration, respect up here 
(on the graph) because I think they do respect me no matter what I do. 
They just don't want to get involved and they don't want me to make them 
look bad. But I think they do respect me, so I put high. 

Marsha's feelings of self-efficacy counteracted the negative feelings of stams she 

encountered in her school. Relationships with peers were not as critical to Marsha's 

feelftigs of overall empowerment as they were to Kathy's. 

The graphs for professional growth were usefiil in illuminating the first three 

years of a teacher' s career. Nearly every teacher told of a lack of preparation for 

entering die classroom and of being unaware of professional development opportunities 

ftiside and outside theft school. Theft graphs for professional growth confinned theft 
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comments. Similarly, for the first three years the graphs for professional development 

minored the graphs for ov erall empowerment, allowing one to infer that for the 

beginning teacher, the lack of preparation for instruction and absence of knowledge about 

needed professional development opportunities were major factors in shaping feelings of 

teacher empowennenl. 

The most inttiguing conclusion, however, drawn from the graphs was that 

something profound happens to empowered teachers around year nine. The graphs 

indicated that around this time in their careers, many teachers' feelings of empowerment 

leveled off There w as no sense of that being good or bad. It just occuned. "Whether 

teachers w ere considering leaving the classroom at that point or whether they continued 

as classroom teachers for years afterward, there was little change in their sense of 

empowerment. Or. another and more positive interpretation, was that by year nine most 

of these teachers had become fully empowered. Although there was no official "top" of 

the graph, most drew across the graph near the top ofthe vertical axis line. 

For examples, see Figures 5.2, 5.3, 5.4, and 5.5 that follow. 
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Figure 5.2. David's Graph of Empowemient 
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Figure 5.5. Tom's Graph of Empowerment 

A few teachers continued to experience some gain in their feelings of 

empowerment. Theft stories, like Beth's, usually included recollections of involvement 

fti activities outside theft schools—^personal educational experiences, professional growth 

activities, leadership opportunities, and the like. See Figure 5.6 below. 

Figure 5.6. Beth's Graph of Empowerment 
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Figure 5.7. Cheryl's Graph of Empowerment 

Cheryl's graph also indicated a plateau after Year 9, followed by a short increase 

in feelings of empowerment. But she admitted that the last rise in her feelings of 

empowerment could be attributed to her decision to pursue other professional 

opportunities in education (see Figure 5.7). 

Kathy and Janet had peaks at years 9 and 10, and after a level period, their 

empowerment showed consistent decline (see Figures 5.8 and 5.9). 
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Kathy commented: 

ft's sad to see me going downhill. (Laughter) But that's how I honestly 
teel. I still do all the things I've ever done but I don't feel like I have the 
backing like I used to. I feel like I have less and less power, less and less 
choice, at this particular point in my life. I'm one ofthe oldies but goodies 
at my school and when we do tilings are we not necessarily asked what we 
would like to have. It's just one-size-fits-all and that bothers me because 
I've done a lot of it and I feel at my age that tiiey are wasting my time. See 
Figure 5.8. 

Janet expressed similar feelings, 
regarding it follow: 

Her graph of empowerment and comments 

Figure 5.9. Janet's Graph of Empowerment 

Janet recalled, "About here, around year ten, I had a change in principals. 
(My empowemient) steadily declined. My principal is a micro-manager 
and makes me feel like there's nothing I can do, make a decision on my 
own. Even though fti my heart I feel I know I know what I'm doing, I still 
don't feel - well appreciated is not the word - that I'm acknowledged for 
tiiat, I guess." See Figure 5.9. 
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Marsha and Nancy's graphs showed many peaks and valleys. However, the first 

peak occuned al year nine on both their graphs (see Figures 5.10 and 5.11). 

Figure 5.10. Marsha's Graph of Empowerment 

Marsha completed her graph, looked back at her work, and commented. 

Okay, it looks like I have three periods of time when I had very high 
feelftigs and then I had seven of very low feelings at the tftne. They were 
based on the adminisfrator in charge at that time. See Figure 5.10. 

Figure 5.11. Nancy's Graph of Empowerment 
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Nancy's and Steve's numerous peaks and valleys were linked to teaching contexts 

and their relationships with administrators, and they cited specific examples of incidents 

dial lessened their feelings of empowerment. Even the details of these events were vivid 

in tiieft memories (see Figures 5.11 and 5.12). 

Figure 5.12. Steve' s Empowerment Graph 

Steve, who spent years 3 through 9 as a campus principal and not a classroom 

teacher, reached a low point in his feelings of empowerment at year 9. He returned to the 

classroom that same year and his feelings of empowerment rose. If you remove those six 

years from Steve's graph and look at year 15 you see the same pattem of leveling off that 

most teachers experienced (see Figure 5.12 above). 
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Teacher Stories 

The graphs indicated that decision-making was the dimension most cleariy 

connected to empowennenl. However, some teachers, like David, speculated that 

autonomy conveys the most complete sense of what it means to be empowered. This 

research indicated that decision-making and autonomy are acttially very closely linked, 

but are defined using different time frames. 

The teachers often took a very holistic approach to thinking about autonomy. 

They considered, and usually discussed, in connection with the graph for this dimension, 

their ability to make long-range career choices. Many talked about family situations that 

influenced theft decision to ttansfer to another school or to decline professional 

development opportunities. Some like Janet talked about leaving teaching to work at 

Dairy Queen instead. She insisted she had the personal autonomy to have done that. So, 

overall they felt very much "in conttol" and capable of making major decisions that 

would impact them both personally and professionally. Some drew their autonomy 

graphs sttaight across as a result. They have always felt in conttol or, as Beth said, 

'TSIobody's fti conttol of me, but me" (see Figure 5.13 below). 

Figure 5.13. Beth's Autonomy Graph 
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Although the teachers found it difficult to think of specific events that impacted 

dieir feelings of autonomy, they found it easy to think of specific events that had 

impacted their sense of decision-making. Nancy's graph, for example, showed the 

impact of her decisions and the effect others' decisions had on her career. In analyzing 

Nanc) 's ston-. an overall sense emerged that her autonomy persisted in spite of 

challenges she faced in bodi her personal and professional life. She was directly affected 

b) her decisions and diose of others, but something more powerfiil motivated her to 

persist in teaching in spite of challenges and the many opporttmities and options she had 

as a nurse. Nancy bounced around, sometimes due to thoughtfiil choices she felt she had 

to make for family reasons, other times witiiout waming as when her school abraptly 

closed. Yet Nancy was always empowered and always recovered as shovm in Nancy's 

graphs in Figures 5.14, 5.15, and 5.16. 
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Figure 5.14. Nancy's Graph of Empowerment 
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Figure 5.15. Nancy's Graph of Decision-making 

Figure 5.16. Graph of Autonomy 

Autonomy and decision-making are inherentiy linked as intemal and external 

manifestations of choices made by and for teachers. Both appear early in naive feelings 

ofthe professional choices that exist, and both mattire over time. Autonomy appears to 

be the more absttact and complex, and as a resuft, more difficult to define operationally. 
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In essence, autonomy resides in the mind. Decision-making can be more readily defined 

operationally and the existence of identifiable parameters that restrict or expand areas of 

decision-making made it possible for teachers to describe their role in making decisions 

dial impacted their professional and personal lives. 

It is through site-based decision-making that schools have attempted to empower 

teachers through changes in organizational culttire, sttncttire, and the decision-making 

process. In spite of skepticism about site-based decision-making, ft was indeed a 

beginning point of empowerment for many teachers in this study. Accordftig to Acker-

Hocevar et al. (1996), empowerment may be viewed best as an organizational sttategy for 

beginning to share power, the ftiitial step in redefining power within the formal 

organization. Sharing power should enable others to act, promote choice, increase 

impact, build competency, and be deemed meaningful for all the members in the school 

culture. Sharing power through site-based decision-making was not the end-all for these 

teachers, but it certainly opened doors for future opportunity as Beth specifically credited 

it with doing for her. 

Beth used site-based decision-making and related opportunities fti leadership, 

combined with complementary professional growth opportunities, to power her career 

and sense of empowerment. Others used the boost of stams associated with serving on 

site-based committees to find other areas of involvement or specialization. A few 

teachers tended to focus on the personal empowemient process as they were empowered 

by the feelings of self-efficacy they had gained from lifelong leaming and the success 

their students were experiencing. 
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Sara, of all the teachers in the study, talked most frequently about sttidents. She 

focused not just on their academic success but also showed genuine concem for their 

well-being. She described a difficult situation she once faced with a young family 

member and how it influenced the way she looked at her students as follows: 

When I look at students I tend to wonder what they are thinking—where 
the) are coming from. You know the longer you teach the more kids you 
see who have problems. And I'm always thinking who out there is going 
dirough something that is really tough. That's very much in the back of my 
mind. I remember that year. It has a lot to do with how I feel about 
teaching. 

Sara also sttessed leaming. She commented, "I'm still leaming. That's one thing 

I will say, 'If you quit leaming ft's not any fun anymore.'" 

As for teaching her smdents, Sara commented: 

Ev erv' year is better than the one before. "When I teach a siblftig and I've 
had an older child I wish that I could have that older one back because I'm 
better now. And I think I could just keep teaching forever. 

Sara loved leaming, and teaching and students, and she believed she could 

stay in the classroom forever. Her sense of self-efficacy empowered and sustained 

her career. 

Cheryl also loved leaming, and teachftig, and students. She was motivated 

by her sense of self-efficacy and a continued need for professional growth. In her 

pre-ftiterview email she wrote, "I think the two main things that make me feel 

empowered are smdent successes and education." However, at the time ofthe 

ftiterview Cheryl was leaving the classroom to become a mentor with a 

govemment-fimded program to support teachers. Cheryl explained: 
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I'm not leaving because I'm unhappy. I mean if I was going to stay in the 
classroom this is where I'd stay. This is a great school, great kids, with a 
great administtation. I wouldn't want to teach anywhere else. 
And money is not why I changed jobs, even though it will be more. I 
think if the money had been equal ~ if they'd said, "Okay, we'll pay you 
ten thousand more dollars,"~I would still change. 
1 just don't think you can be an effective teacher if you're not satisfied 
yourself 

Cher)i was dissatisfied with the opportunities for personal and professional 

growth available to her in her small school disfrict. "What if there had been more 

opportunities for professional development, or autonomy, or decision-making? What if 

she had been raised in status or she felt like she had more impact? Would she have 

stayed? Is this a small town problem or is it, for some teachers, universal? 

Only Nancy talked about status from Maeroff s (1988) perspective of how 

teachers view themselves and their profession. As both teacher and nurse, Nancy feft 

keenly aware of how teachers are considered: 

Well, I'll tell you something. In the regular envftonment, as out there in 
the real world, if you want to call it that, not in the school envftonment, 
the average person that I meet respects me more as a nurse than they 
respect me as a teacher. I tell them I'm a nurse and they think that's really 
cool. I tell them I'm a teacher, they go, "Oh, thafs nice." 

Formnately Nancy found scientists at NASA who thought she was phenomenal 

and asserted, "It's such a fabulous feeling to know that at NASA, with all those 

magnificent people there, that they tiiink that teachers are more important." 

David reached a high level of both personal and organizational empowemient. 

He began unsure of how to teach, grew in confidence, was successfiil with sttidents, and 

was respected by his colleagues. Simultaneously he took advantage of decision-making 
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opportunities and had professional impact on his campus and beyond. David described 

his perceptions of his impact as follows: 

At die beginning of my career I think 1 had zero impact in the whole school 
but that gradually increased. 

Nothing is more important to me in school than MY sttidents. I'm very 
possessive. They are die ones I interact with every day. They are the ones I 
hav c the chance to show why biology is so important. I don't think ft's 
realistic for me lo think 1 can impact 3400 sttidents. But 100 sttidents a year 
I can ha\ e an impact on and hopefully their influence spreads. I get 
inv olv ed in school committee and I do think the campus improvement plan 
and all that smff is important. I want the whole school to go in the right 
direction, but day-to-day, my impact is with my students. 

Although David claimed his impact was Iftnited to his effectiveness as a 

classroom teacher and the accompanyftig success he had with his smdents, his biography 

indicated otherwise. He was instrumental in beginning the AP programs in his school. 

David w as involved in leadership roles in numerous statewide organizations and 

professional activities and he had won multiple teaching awards, all of which placed him 

in the spotlight among his peers. David had achieved both stams and impact. 

Impact is complex. It requires reaching the end of both processes of 

empowerment—the personal and the organizational. David believed decision-making 

and ftnpact "go together." In fact, in David's scenario, all the dimensions intertwine to 

develop a teacher who not only had stattis in all the meanings ofthe term, but also had 

ftnpact, beyond his classroom, beyond his school, and even beyond his disttict. 

David explaftied how he saw the dimensions combine as follows: 

Opportunity and confidence. That's the key. Confidence to act on one's 
ideas and to ftifluence the way one perfonns in one's profession. My 
confidence is so great after all these years of experience that I am going to 
MAKE tiie opportunity. I'm not going to waft for someone else to say. 
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Would you hke lo do this today?" I'm going to seize the opportunity. 
And not just because I automatically know what's right but because of 
proless.ona growth. I get influenced weekly if not daily by colleagues 
and hopetull) I continue to improve the way 1 teach-because of 
professional growth. 

If I w ere to rank these I would say autonomy comes first, then professional 
growth makes autonomy possible. 1 don'l know how you rank them one 
in front ofthe other. If you don't have a good background in content and 
methodolog) dien the autonomy wouldn't be worth anything. If you're 
confident but )'ou don't know how to do it then it wouldn't do any good. I 
think professional growth is way more important than most people realize. 

Maeroff stated. "Empowerment becomes inevitable when teachers have so much 

to otTer and are so sure about what they know that diey can no longer be shut out ofthe 

policy making process" (1988, p.475). That was David's story. David had confidence. 

David made opportunities. David impacted students and the profession fti powerful 

vvavs. 

A Model for Thinking About Teacher Empowerment 

Although the dimensions of empowerment can and do appear at any time during a 

teacher's career, there was a relatively consistent pattem to the order of inttoduction of 

the types of events the teachers described and, therefore, one could infer, to the sequence 

with which the dimensions emerged and evolved. For organizational purposes diose 

stages were discussed as the following: Initiating Empowerment, Increasing 

Empowerment, and Sustaining Empowemient. For the teachers in this sttidy the 

ftiitiatftig stage lasted approximately three years. The subsequent six or so years were 

periods of growth supported by professional development opportunfties and, despite 

personal challenges and difficuft teaching sittiations, resulted fti an overaU increase fti 
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empowennenl. By the ninth or tenth year, some ofthe teachers were straggling to sustain 

empowemient whereas others had found collegial relationships within or outside the 

school dial promoted their sense of empowerment (see Figure 5.17). 

Phase One: The Challenge of Initiating Empowerment 

This sttidy supported the growing body of literattire and research that underscores 

the need to support new teachers. The teachers in this study entered the classroom with 

hope and varying degrees of confidence. Many like Marsha received no further direction 

be)ond, "Go in and teach." Their feelings of autonomy were naive. "What they believed 

to be freedom to make decisions was actually lack of supervision and support. In spite of 

this, these teachers grew in confidence, and eventually the evidences of student success 

they saw gave them growing feelftigs of self-efficacy. As they matured as classroom 

teachers, they leamed how to complete the paperwork, to incorporate appropriate 

pedagogy, and to appropriately use and emphasize the content. They were survivors and 

they were finding success and satisfaction. 
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Figure 5.17. The Empowerment Process. Adapted from The Dance of Change, p. 28. 
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Phase Two: The Challenge of Inr reasing Empowerm^^nt 

Despite the progress they had made in the initial phases of theft careers, many 

challenges remained. Teaching Context is one of these challenges. The coding category 

identified as Teaching Context included those stories about relocating to different 

schools, changes in teaching assignments, conflicts with administrators, unmotivated 

smdents. all the elements of teacher work. In drawing their graphs of empowerment 

many teachers drew dips in association with these events and factors. The same events 

and dips were often revisited when the teachers drew their graphs for decision-making 

and autonomy. Aldiough events Iftce tiiese reoccuned throughout some ofthe teachers' 

careers, they first appeared on die graphs during Phase Two. 

These challenges seemed to energize theft search for professional development 

opportunities, which they needed to help ease their weaknesses fti content or pedagogy. 

At the same time, they were emerging as leaders, being given better teaching 

assignments, and were becoming involved in campus decision-making. And/or they were 

thrown into even more challenging situations. The events they described were about 

equally positive and negative. Even so, most were beginning to compensate and find 

connections that softened the blows of difficuft teaching sittiations and poor leadership. 

More important they had real evidence of student success in the form of awards for 

themselves and their students. 
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Phase Three: The Challenf»e ol Sustaininf> Empowerment 

By this phase the teachers had developed a mature senses of self-efficacy and 

autonomy. Thev w ere confident in their knowledge ofthe content they were teaching 

and in the pedagogical knowledge and expertise needed to reach the sttidents. They had 

made connections inside and outside their schools that allowed them to satisfy theft love 

of lifelong learning and reach the highest levels of self-efficacy. Theft choices of 

professional dev elopment opportunities were focused and consistent and they no longer 

hopped around from workshop to workshop. They developed relationships with 

individuals and organizations that enhanced their sense of professionahsm. Any jealousy 

from peers was taken in stride. They felt respected for what they knew and for what they 

w ere doing with smdents. Armed with confidence and competence they were tapped for 

leadership roles far away from their campuses. They were empowered in the most 

complex sense ofthe word. 

Research Ouestions and Answers 

Questions addressed were as follows: 

1. "What is the relative conttibution of each element in the development ofthe 

sense of empowemient of a teacher at a given time during his/her career? 

Decision-makftig had the most immediate effect on teacher empowemient as die 

events associated with changes in teaching context and the decisions that caused those 

changes caused graphs to plummet. A sense of autonomy gave "heart" to the process, 

allowing teachers to persist through ttyftig circumstances. Professional growth provided 
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the "mind". As teachers obtained more knowledge their feelings of self-efficacy 

increased, tiiey w ere more likely to be involved in and confident in decision-making, and 

they increased in status and had more impact. 

2. How do the six elements interact lo influence the sense of empowerment 

perceived by an individual teacher? 

Professional growth resulting from professional development experiences 

supported growth in the dimensions of self-efficacy and stattis and decision-making and 

impact. Autonomy appeared early as a naive sense of choice and evolved over time into 

a mature sense of responsible decision-making. Autonomy is the most complex and 

abstract of the dimensions, and most nearly minored empowerment itself. 

3. Are there pattems and similarities among the events teachers report that are 

identified as impacting either positively or negatively their sense of empowerment? 

Discussions concemed with decision-making and status stimulated some negative 

stories. Decision-making was often associated with dismptions in the teachftig context. 

Growth fti stams sometimes resulted in feelings of jealousy from peers. Professional 

growth, self-efficacy, autonomy, and impact were associated with and grew from positive 

and empowering experiences and events. 

4. How does the impact of multiple events, either during a long time period or 

over tiie span of a teacher's career interact to influence or shape a teacher's perception of 

empowerment or an element within? 
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These teachers were remarkably resilient. Some had weathered repeated negative 

ev ents and come out stronger for the experience. That is not to imply that is the ideal. 

These teachers were survivors. 

5. Are there pattems and similarities in the development ofthe sense of 

empowemient reported by teachers? 

There is a definite sequence to the order in which certain dimensions appear 

and'or mature. Autonomy and self-efficacy appear first, followed by decision-making. 

Professional growth supports the growth process and eventually leads to status and 

impact. 

6. What conditions are needed to create an environment where teachers have the 

opportunit)' for "autonomy, responsibility, choice, and authority" and become 

"comfortable, wise, and sophisticated" in their profession? 

Teachers need to be respected for their ability to act responsibly and make good 

decisions. Also, leaders should accept teachers as individuals, but at the same time 

provide extended and rich opportunities for collegial teams and activities. 

7. What factors ftifluence tiie development and persistence of empowerment 

during the careers of teachers? 

This smdy found six contexts for the development of empowemient. Those 

fticlude: Preparation for Insfruction, Sttident Success, Involvement in Decision-making, 

Teaching Context, Collegial Relationships Within the School, and Collegial 

Relationships Outside the School. 
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Limitations ofthe Study 

According lo Clandin and Connelly (2000), nanative inquiry is largely 

autobiographical. It was a challenge for the teachers to tell their stories and a challenge 

for me to interpret these stories. It was necessary for me to develop an appreciation for 

the "whole" of these teachers' lives. To look only at independent events and pick and 

choose from those would increase the risk of missing the story that was common to all. 

Empowerment is complex. Everything ties to everything. There is a sequence only 

when V iewed in rettospect and holistically. And after the stories are told and a sequence 

and themes are identified, what is empowerment? What phase ofthe developmental 

process do teachers have to reach in order to be considered empowered? Are some 

relatively new Phase 1 teachers empowered? Probably. Are some experienced "teacher 

leaders" not traly empowered? Probably. 

After an extended period of analysis and reflections on some ofthe teachers' 

stories, I came to tiie conclusion tiiat some ofthe teachers interviewed had not made ft all 

the way to Phase 3 of empowerment. Or, if they had, ft was long ago and the events 

associated with stams and ftnpact had been muted by tftne and experiences. Those who 

did not make it were teacher leaders who had recentiy served as science departtnent 

chafts fti their schools. But beyond theft managerial duties there was little ftidication of 

either stams or ftnpact and no evidence of professional ftivolvement witii groups that 

David and Nancy had found so empowering. These ftidividuals were effective teachers 

widifti the confines ofthe classroom, but they limited themselves to quiet leadership in 

theft own schools and to impacting only theft own sttidents. With a sense of autonomy 
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ye. underlying resignation one eommented, "l jus. have always .hough, .ha. I can make 

fte bes. ofa se. olcrcums.ances." Was .ha. a loss to the profession? Was i. unfortonate 

for this teacher personally? 

Recommendations for Professional Development 

This study supports the implementation of tiered professional development 

opportunfties for teachers. The needs of Phase 1 teachers and the needs of Phase 3 

teachers are vastly different. Yet, most school systems take a one-size-fits-all approach 

to offering growth opportunities to its professional staff Recommendations based on the 

outcomes of this smdy are as follows: 

Phase One: During tiie first three years of employment new teachers should be 

supported as they leam the logistics of being a classroom teacher. Teachers in this study 

reported 

assistance from peers that facilitated this process.. However, this assistance was often 

incidental and not always available when needed. The stories of these teachers, as well 

as those of many others, provided a convincing argument that an organized and systemic 

mentoring program is needed for teachers in Phase One. Furthermore, new teachers 

should be dftected toward targeted professional development opportunities that address 

individual needs and/or weaknesses. New teachers are overwhelmed by the process of 

becoming competent and efficient classroom teachers and any demands on theft time and 

response to their needs should be carefiilly stmctured so that outcomes are related to the 

challenges they are encountering at this stage of their career. 
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m Phase Tw o: Professional development during this phase should assist teachers i 

becoming more effectiv c in designing and delivering instmction that meets the needs of 

tiieir particular student population. This study indicated that this is the time when 

teachers are especially attuned to self-efficacy related to sttident achievement, and 

professional development should capitalize on that teacher focus. Many ofthe teachers 

in diis study found areas of sttong interest during diis time that later became the 

professional focus for their collegial connections beyond their campuses. Teachers 

should be encouraged to sample a variety of professional development offerings. They 

should also be offered opportunities to become involved in leadership roles, both at the 

campus and district level. 

Phase Three: During this phase teachers should be encouraged to self-select those 

professional opportunities that support their new interpretation of self-efficacy. The 

teachers in this smdy emphasized lifelong leaming and a sttong need for collaboration 

with other professionals who were functioning at theft level of competence. School 

districts should be flexible in allowing these Phase 3 teachers to forego some ofthe 

standard offerings and attend, instead, workshops and conferences that meet theft 

individual interests and needs. 

176 



Future Research: Implications and Onestinns 

A review ofthe phases of empowerment left me with questions related to each 

phase. First. I w ondered about the mental models that these teachers had when they came 

to teaching and how those had changed. Second, I was curious whether tt^ly empowered 

teachers negotiate power w ith administrators differently than less experienced or less 

empowered teachers. And finally, how can we keep experienced, empowered teachers in 

the classroom? 

Mental Models 

What mental models did these teachers have when they entered the 

classroom and how and why did they change? David had originally thought 

teaching would be boring. Here is his recollection ofa collaboration that was 

effective for him: 

I thought a high school teacher in biology was going to be like a professor 
and lecture, and ft probably would have been pretty dry except for one 
person that first year. It happened that he modeled teaching and he had so 
much fim. He told jokes. Imagine that! I liked that. We watched each 
other teach and we shared classes and I leamed a whole lot from tiiat 
experience. Ironically he quit teaching the next year and started his own 
business, but it opened my eyes to how much fim teaching could be, how 
inspftational it could be. 

How can we identify the mental models that new teachers bring with them to the 

school setting and alter those mental models for the better? 
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Highly Empowered Icachers and Principal Leadership 

Crum (1995), in a study ofthe relationship of principal leadership styles and theft 

influence on the level of empowennenl felt by teachers, surveyed 292 teacher leaders on 

45 campuses. Using the LEAD instmment that measures (principal) leadership styles and 

the SPES to address the six dimensions of empowerment, she found the following: 

The analysis indicated a high statistically significant relationship between 
the teachers' empowerment scores and their perceptions ofthe principal's 
leadership style adaptability. The results indicate that there are no 
statisticall)' significant differences among teachers in the levels of perceived 
empowerment for two ofthe subscales—Status and Impact ofthe SPES in 
relation to teachers' perception of principals' style as determined by the 
LEAD, teacher gender, and school level. However, there were statistically 
significant differences found on the subscales Professional Growth, 
Decision-making, Self-efficacy, and Autonomy. 

Is there a pattem to how highly empowered teachers respond to different 

leadership st\ les? Have they acquired an immunity that negates the impact of 

dysftmctional leadership styles as suggested by David's comment that follows? 

David described the followftig: 

There have been tunes in here when adminisfrators would do thftigs that 
would imtate me and make me fiaisfrated but ft never changed how 
confident I was in my teaching—in how I was going to influence how I 
perforaied. It wouldn't have mattered what they had said. 

Beth expressed the same: 

I work real hard with parents and my focus is on die sttidents and ft 
just, you know, I'm not there to please the principal, I'm there to do 
whatever I can for those kids. 
So, acmaUy, if I did something for the bettemient of f^^tudent and the 
principal didn't like ft, I wouldn't care 'cause m my heart I would know 
tiiat I did the right thftig. 
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Does the relationship that principal leaders have with their most 

experienced ;md empow ered teachers differ from that with the majority of 

teachers'' 

Retention of Experienced Teachers 

Ingersoll and Smidi (2003, pp. 31-32), reporting on cumulative attrition of 

beginning teachers in their first several years of teaching, estimated that after just five 

years between 40 Md 50 percent of all beginning teachers have left the profession. They 

fiirther state tiiat the data suggested that die roots ofthe teacher shortage largely reside in 

the w orking conditions w ithin schools and districts. They specifically cfted student 

disciplftie problems, lack of support from school administtation, poor smdent motivation, 

and a lack of teacher influence over school wide and classroom decision making as being 

the four school working conditions that these teachers reported as causing them to quit. 

As a school adminisfrator I am concemed about the large numbers of new 

teachers who are leaving the profession. But I also have a growing concem for the 

significant numbers of experienced teachers who are also choosing themselves out ofthe 

classroom, either to enter another profession or to function in some other aspect ofthe 

education. "Who are those teachers and can we really afford to lose them? Knowing that 

teachers reach a critical point fti their careers around theft nftith year, what professional 

development and decision-making opportunfties could be afforded to them so that they 

can find the personal and professional fiilfilhnent they need to stay in tiie classroom? 

What can school distticts and universfties and grant fiinded programs and other 
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organizations do lo contribute to their sense of professionalism? As we gain a better 

understanding ofthe types of support we need to provide to new teachers, we cannot be 

satisfied to stop there. We must also consider the needs of those teachers who are in 

Phase 2 and Phase 3. 

Concluding Statement 

I recenll) sal next to a colleague who was a former science teacher and who now 

w orks with a major university in developing curriculum and providing associated 

professional development to teachers. 1 described my research and told her about the 

teachers' experiences. She listened attentively and then said, "I could tell that same 

story." Maybe most of us could. 

In 1987,1 was a new teacher. I barely knew the content I had been assigned to 

teach. The help 1 received in completing the necessary paperwork associated with 

teachftig came from fellow teachers. For the most part I was on my own. By the end of 

die tiiird year 1 had leamed how to navigate the system and was ready for leadership 

roles. When my principal was assigned to a new school and asked me to ttansfer widi 

hftn and I did. On the new campus I became both a department chaft and a team leader. I 

was an empowered teacher. My professional life was very good. 

At tiie end of my seventh year of teachmg I moved away from that community to 

pursue a doctoral degree in another city. I applied for a teaching position at what I 

thought would be the ideal school sefting for me, but things were very different diere and 

withfti a matter of weeks I no longer feft empowered. I had always beheved that I would 
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forcv er be a classroom teacher, but after eight and a half years of teaching, I left the 

classroom with no regrets. How could that have happened? 

Since that lime I have served in various roles working with classroom teachers, 

and I have heard too many stories like mine. Knowing that an overwhelming number of 

teachers leav e the classroom every year, 1 believe it is imperative that we look closely at 

teacher empowerment and the role ft plays in teacher retention. These are teachers we 

cannot afford to lose. 
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APPENDIX 

Cochnji Samples and Procedure-; 

Procedure for Coding 1 eacher Quotesl^jfted from Transcripts 

Step 1: I read through each teacher's iranscripl for the Empowerment portion and 
listened for the contexts of the stories he she was telling. As I heard a context I wrote the 
categorv down and noted the name ofthe teacher. 
1 originally listed nine c.itcgones, but after reviewing the contexts I collapsed those into 
six. 

Example: One ofthe contexts lo emerge was Preparation for Instmction. 

Notes (interim texts) were recorded in italics to summarize relevant data: 
Given the instruction to graph feelings of empowerment and relate the experiences that 
caused those feelings nearly all the teachers made an initial comment about being 
pedagogicallv unprepared for what they faced when they entered the classroom for the 
first time. Their resulting feelings of low empowerment lingered for up to three years. 

Teacher quotes were copied and pasted into the categories of contexts. 
Two samples follow: 

Cher> 1-Okay, that's (indicating the 0, 0 point on the graph) coming out of 
college there at the beginning. You thuik you know everything but you 
really don t. 

Janet-OK. Right here when 1 came out of college, I thought I knew what 
I was doing, and there should probably be a liftle dip when I realized about 
the end ofthe first six weeks they didn't get what I was doing and I did 
not feel confident in what I was doing, but I slowly overcame with help of 
otiier teachers, grew in confidence, and if you micro-scaled tiiis you could 
see dips, daily dips or highs there a parent (complains) or I get a 
compliment from somebody so that would vary, but in the big picttire I 
feel that I grew in confidence. 

1 followed a similar procedure for the teacher quotes associated with the individual 

dimensions, although this time the coding was predetennined-by dimension^ 

OccasionaUy a teacher made a comment out of context. Those were moved to a more 

appropriate category. 
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A sample of those quotes follows: 

Proiessional C]rowth^ defined as opportunities for teachers to develop and expand theft 
perspectives and skills. ^ 

Interim Text .Again, nearly all the teachers commented on their lack of awareness of 
profc.s.sional growth opportunities early on in their careers. Where they have gone from 
there varies widely hut most are mvolycd in .some aspect of professional growth and some 
to the extent that it is a vety important part of their .sense of professionalism. 

Janet-At the beginning, of course, I didn't know what was offered out 
diere. I w as. not forced, but at the lime 1 was leaching earth science with a 
biology degree, so I had lo go back and get more certification, and I went 
to the univ ersit) and began w orking on my Masters on theft Assist 
program, and I went there for 11 ve years, and really grew a lot 
protessionally there, really, 1 leamed a ton in those five summers I went 
there 

.\my~rm a member ofthe Area Association of Physics Teachers, AAPT, 
and we have meetings throughout the year and those are very good and I 
feel better about m) teaching after 1 go to those because I get a chance to 
talk to other ph) sics teachers and get ideas from them and find out I'm not 
alone in my experiences. I'm the only physics teacher on this campus so 
it's hard for me to bounce off ideas for my class. I have no one to 
compare to. So that is the best for me for physics AAPT. But I'm not 
putting it as high because I've been busy and I've not gone to as many 
meetings as I should. 

Xote the connection between professional growth and group involvement later in Amy's 
career. 

Step 3: Lists were prepared of teachers who made comments about each category. 

Sample: Preparation for Instraction 
Cheryl 
Janet 
David 
Sara 
Nancy 
Donna 
John 
Betii 
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Working with the Graphg 

Pmredure for Interpreting Graphs in the Context ofthe Ountfts 

Step 4: Graphs were examined in context with teacher quotes to determine which 
dimension graphs most closely mirrored the empowemient graphs. Decision-making 
appeared in first or second place for most teachers. 

Ofien, in order to fully understand the graphs, it was necessary to take into account the 
whole ofthe individual teacher's comments. 

According to Clandinin and Connelly. "Provided the total volume of field texts is not 
overwhelmingly huge, it is possible that the role of memory for those who code using 
computers and those who code without computers might be similar in their construction 
of their dissertation research texts " (2000, p. 144). Having read and reread the teacher 
transcripts over the past few months certainly memory played a role in summarizing 
these teachers' accounts of their empowerment histories. 
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