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pisrUPting the Patriarchal Binary
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for the last 14 years, we have developed teacher leaders for formal graduat

graims, state endorsements added to certifications, and a large professional zeri/r;-
opment research grant for science teacher leaders. As we promote our variou;
teacher leadership programs, we are continually asked what we mean by teacher
Jeadership and what would being a teacher leader involve in concrete practicali-
ies. Our response 1 usually: teacher leadership provides teachers with opportuni-
fies to take on informal and formal leadership roles through distributed, school,
and district-wide leadership. They work individually and collaboratively within
and beyond the classroom ““to reason, reflect, and critically analyze professional
ke well-informed instructional decisions in collaborative con-

al., 2019, p. 13). Teacher leadership positively affects job satis-
and leads to

practice, and to m
texts” (Trabona et
faction and teacher retention, increases one’s professional trajectory,
t. After sharing our definitions of teacher leadership,

higher student achievemen
be able to do as a teacher leader? Will

we are often asked: “What will I really
2 Will I have a new title?” To which we often reply nebulously,

school, district, administrators, community,
acher leadership plagues both research-

[ get a pay increas
“Well it depends on your personality,
colleagues, etc.” The slippery nature of te
ers and practitioners.

Our perception that teacher leadership is hard to define is not simply ours
(Katzenmeyer & Moller, 2009; Wenner & Campbell, 2017). How We define
::acher leadership depends on who is asking, their positionality as the classroom
thacher, the team leader, the principal, the superintendent, or the professor. Bcsx;ies
le:dlens.of the definer, there has been a 20-year debate about whc?t}:; ;ea;eir
shy ership should be conceptualized as formal or informal. Educatio ealead
on]p ?Cholars tend to favor the formal version, believing that saaciy Cgil trict

Y f they are appointed to a recognized position at the grade, school, or distrt
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of the hierarchy of a school as quasi-administratoy,
other hand, tend toward the informal and believe tha;
that informal teacher leaders often deriy,

e

level and function as part
Teacher educators, on the
- and they recogmze
their authority or expertisc through the PI'()ﬂ‘\‘Si()H;I]';I]ld personal re]atiorlships
they have with colleagues, rather than because of assigned formal roles or tif]e
(F.n:rnmn & Mackenzie, 2015; Gordon et al., 2017; Taylor et al., 2011), The
ary formal/informal debate is that the conversation inevyit,_

to teach is to lead

challenge of this bin
at one of two extremes w
Jlent and formal teacher leadership too structureq

administration. Binaries limit us, oy,
i ]

ble. In this chapter, we explore the

bly ends up ith informal teacher leadership seeming t,
be too ambiguous and ambiv
and reliant on the determination of the

and the creation of what is possi

1magination,
and how we might reframe teacher leadership through

inadequacy of the binary

1 feminist lens.

Disrupting the Patriarchal Binary of Teacher Leadership

We have never been satisfied with these simplistic and static conceptualizations of
teacher leadership. Why should we consider teacher leaders through a dichoto-
mous lens when we know that being an effective teacher leader is much more

complex and centers around a multiplicity of roles, responsibilities, and skills?

Defining teacher leaders as either/or exemplifies the patriarchal static notions of
power that perpetuate inequitable power hierarchy in schools. It is not surprising
that these binary constructs of teacher leadership exist. Teaching has historically
been feminized or positioned as women’s work in Western patriarchal societies
(Maher, 2012), both because most teachers are women but also because the kind
of work involved in teaching is considered by others to be the caring and nur-
turing work of women (Noddings, 2012). This feminization extends to notions
of teacher leaders, frequently making their agency reliant on admuinistration,
positions that gain their power through title rather than expertise, wisdom, and
respect. Traditional constructs of leadership, built from patriarchal, hegemonic
knowledge, perpetuate binaries that position administrators and teacher leaders
in ways that are neither neutral nor fluid. These constructs are viewed through a
lens that privileges white, Western, masculine ways of being so that often teachers
find it difficult to have a voice or to be in an empowered position (Klein et al.,
201.8; Maher, 2012). While we recognize that many administrators also may feel
their power is limited, in fact much of their status and respect from others come
&9m their position. These binaries are problematic and become more problem-
atlF .When “authority,” through a patriarchal model of educational leadership, 18
prlvﬂt*tged with more power than “nurturing” or “care.”

It is not fildsommon for teachers, and especially women teachers, to feel
::s‘li?:f;?}t’::c“sil:;ug?\;itZ;l"cr:;O}gih(;;;t our own resear‘ch abou.t teacher lelade;
as teacher leaders (Taylor et al., 201 1)a T‘?h;eachers gis vs.mh PR themS§ Val

" i s can be attributed to deep societ

e |
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.o that encourages women to shy away from the notions of authority
‘ rity, as

ng .ty somehow detrac
, ority somchow detracts from one’s sc ,
s authority ones sense of acting as 4 “zood

g O - .
e 1994; Luke, 1996). Our notion of authority more closely
’ resem-

at /\}vplcbaum (1999) described as an authority that “is derived f; h
‘ rom the

1 ~e , o » 1
of Fespect concern, and trust” (p. 315) between people Building frc
S ~ 7 1 ' m
be, bl aunt (1999); Taylor and Coia (20006) furthered, “caring and authorit :
): . . . are
. complimentary but also need to be seen . . . in relation with each ozlhe "
Lner

limited conception of teacher leaders does not reflect the com

¥ This narrow

] ﬁtieq of the work and how teacher leaders shape-shift to advocate for students
(@, i . 3 . - i . q " . : y

P ninistrative hierarchies, navigate institutional obstacles, and act as

families and communities. Unlike that of administrators, much of the
ork of teacher leaders comes without formal title, traditional power, or status

W ) . ; . , ’

er prenused in relationships. The authority of teacher leaders among

but 18 rath
tors, and parents develops through relationships because “leader-

peets, administra

ship is not an individ
leaders themselves and with members of their schools to influence curricular and

pedagogical change” (Klein et al., 2018, p. 93). For teacher leaders to fully reach
the potential of their spheres of influence, they must be comfortable embracing
their own authority of expertise and continually pushing the institutional bound-
aries separating them from administration. They cannot wait for administration
to empower them to take action; rather they need to own their authority, build
networks of teacher collaborators both within their schools and districts as well as
beyond, and work with the administration to invent and reinvent their roles and
responsibilities (Taylor et al., 2011). Only when feminist teacher leaders fluidly

uthority and shape-shift, working from a multiplicity

take up notions of caring a
of perspectives, are they successful in influencing and collaborating with their
This is an incredibly daunting, and

peers and administrators and making change.
at times exhausting, task that involves wearing multiple hats and moving fluidly
in and out of different spaces. We suggest, however, that there is no other way to

do this work well.

. To illustrate what a reimagined feminist teacher
hk?’ we describe Melissa (pseudonym), 2 teacher leader who participated in the
Wipro Science Education Fellowship (SEF) Program. To develop this exemplar,
e drfew from our research with teacher leaders from the Wipro SEF Program
*Panning approximately a decade (Klein et al., 2018; Rahman et al., 2018; Taylor

etr o 2018 Trabona, 2020; Trabona et al., 2019). We begin by describing. the
e followed by the case study of Melissa, a teacher Jeader from the \lero
ht what 1t looks like

Wheiﬁfr;m'. We selected Melissa as an exemplar to hi.t.:hhg S eacher lead-
ershin aditional patriarchal binaries in schools are disruptec “‘”f‘ eveloped
Ompfls reenvisioned through a feminist lens. Throughout tl.w L‘aae,' develc 5) X
- Ve years of written reflections, interviews, and observations, W€ provt eal
Stanalysis to point out what happens when reacher leaders reject tradition

ual action; rather, it requires a relationship among the teacher

leadership framework looks
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- in which they e :
yower and authority constructs that limit the \yays lfl hid y flact the.lr lead-
} hin. We do want to acknowledge that Melissa did not necessarily self-ideny;
ership. v ‘ , o
s a feminist teacher leader, but her experiences clearly offer concrete eXample
. i e like.
of what feminist teacher leadership could look

Wipro Science Education Fellowship Program

The Wipro SEF Program was a professional development progra-m .desigr.led -
develop experienced K—12 science teachers as teacher 1eade?s Wthm their dj;_
tricts. For our program, we worked with teachers of varying disciplines ang grade
levels from five high-need school districts. The five-year progr'am was funded
by Wipro Limited, a global information tec.hnology an.d consulting cprporation
with a vested interest in public education, in both India and the United States,
The program was developed by the Unjversity.o.f Massachusetts Boston and wjg
implemented in similar ways across four universities. For this chapter, we focys on
the program at Montclair State University. '

Fellows applied to the program and were accepted in a two-year cohort mode]
that provided them opportunities to grow into teacher leaders, improve their
instruction, give feedback to other fellows, and complete a project that aligned
with district priorities. Through these means, our goal was to create sustainable
teacher-driven change in the school districts. We completed the initial five
Wipro SEF Program in June 2017 with 60 fellows. We then offered an exte
(Phase 2) to foster implementation of teacher leadership within these di
by trained fellows working collaboratively with principals and/or adminis

-year
nsion
stricts
trators.

Melissa

Melissa entered the Wipro SEF Program as a Cohort Two fellow in the summer of
2014 with a total of six years of experience teaching a variety of science subjects
that ranged from life science to forensics and biology in middle and high school
settings. She completed the Wipro SEF Program and continued during Phase Two

as a fellow. She was selected as a fellow because of her deep pedagogical content
knowledge of science, evidenced in her appli

in biomedical science, as well as her analy
application, Melissa demonstrated her s
her daily Journaling as 3 way to reflect
lessons. She valued collaboration with
based teaching strategies and knowle

sis of a unit on cellular organelles. In her
tance as a reflective practitioner, detailing

other teachers and recognized the research-
dge she had to offer them.

Defining Teacher Leadership as Fluiq

Melissa understood that to be

. an effective teacher leader, she would need to
move outside of her relatively s

iloed position as a teacher and build relationships
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keholders in her school, districe, 5,
s l(_-\ sta
ultt

d cfmn'mmity,
.1 her application: “A.t(v‘,n(‘hcr ]C.nd(_‘r Makes the effore ¢, build
“,vithl telﬂent 11 hips with many individualg withip the school 4
¢his S,[ﬂ relationi 1‘111 with several resources to el
[ [‘Oslnv rovide

P overcome g, Aware
fer works fluidly between teachers apg administratms, she
o8 / *
-0 - leade
ﬂlfy rcacl](‘l
a
at © 4.
fl ntiﬂuu '
0

3 shown by

nd CoOmmuy-
acleg

hat it is especially important for 5 te
jeve tha IR ake change

[ believe ith administrators to make g
1ps W

onship

t101

acher leader 1o form rel,-
10t fear administration
er does not
lC‘ﬂdCl

within 3 school successfy].

, but ALEMPLs to blur the Jine
A teacher istrators and teachers 5o that trye progress within education
1 l-l
dminis

otW ible.
e ¢ made possib

can b

uld need to

rogram aware that to make changcel, jle'w'otrator bl
- progre is » Chal-

entered our IP in-between spaces of teacher an ha min e

ssa k in the 1in- . 1p that so many

Melble to "V‘?‘l\ ln.hjcal patriarchal binary oflezlde.rs};l.phél 1986/1987). Simi-
et g the hlerar? d out of different roles (Min )
JengiNg ving 1n an
| nd mo
fear. &

i aces between her own
ited that a teacher leader works moilpe gesies, ihetosemmiing
ly Meliss? P dents, the dassrooms. thermcmunities both within and
Jar )S;Oonl with her stud “professional learning col e vo;ce their opinions
1 e
CI;SOOI Comnluth, aré'stl’ict where they can fee kretowal'd improvement and
% 1 )
s side of their OWr}ll ther teacher leaders to wor
borate W leadership as being
and colla alized, teacher e o¢
. tualize L. ci ].e
rowth.” inning, Melissa concep is a significant feminist princip
g From the beginning, ming, an idea that 1s hat teacher leaders act and
O ] . Py
dynamic process of bec 1989). She recognized t her leadership cannot
a dynart 5. Ellsworth, he actions of teac e
(Britzman, 1995; hat define them. T 2006, p. 1); rather, they req
that their actions are W d predictable” (Lather, ’
« 111 d Stables an
be “routinized,

lissa wrote:
movement and change. As Me

i xample,
2 tions. For €
or her ac N
leader is defined by s leader will use her comm
| beleve 2 teaCher' N roadblock, a teacher lea their ideas. Even when
when presented w1thha e hors and listen to. i s B then
e . ol 1natio
nication skills to. reac .+« atitude and determin
discouraged, their posi o]
1 eecaea.
to give up until they have succ

if the scope of

) are stuck in one E0lioE m and oppor-

Teefcher leafiefs cannot effec.t Cr};;:f: :ﬁ:?;Zr; they need_])e n’(;l;—‘ SZ;’Z::)t change’ntie:
tu::;nyZl;k“IS hn?;edatg};:}tl’?leillh—ha, 1986/ 198.(7ji p;nd.embracing ?;Ill;[eyurather
MUt work zr(())\;s riles and positions, moving ﬂulh z’ they open POSSI 1 ency, and
biny, llnpredictabﬂity and unknowabilil’}’,. so t }?jxlg collaboration, ag
thy static in h (;W thCY interpret their teac s

en Taylo 2013).
1 femajp 95: Coia & 14 lor, )
) T their stud ts (Britzman, 1995; y.

OCacy fo

N
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Finding One’s Authority of Expertise

Within her second year in the Wipro SEF program, as part of her growth plan,
Melissa volunteered to lead a one-hour profCSSlonal. deyel()pn?ent workshop fo,
20 of her science colleagues at the high school. Movm.g into th1.s new role of prq.
fessional development facilitator, Melissa first met with her-dlstrlct Coordinatgy
to negotiate the content of the workshop. T()gether they decided to foFus on the
use of Google Sites. Having found Google Sites useful for her teaching for the
five years prior to the workshop, she knew tbat she would be able to.talk about it
passionately and that passion is often contagious. She constructed a list of reasong
why she thought Google Sites would be helpful, and she developed a process for
demonstrating the service, as well as a mini lesson.

The session was a success because Melissa not only demonstrated how to ye
Google Sites, but she also invited teachers to create their_ own websites during
the session while she could provide one-on-one help with any problems they

encountered. Melissa reflected:

I was surprised how comfortable I was delivering this presentation:
I expected to be more nervous. It was very empowering to be able to
stand up in front of other teachers, most of whom have many more years
of teaching experience than I do, and be able to teach them something
that I knew would help them. I received a lot of positive feedback and the
teachers seemed really engaged throughout the session.

In the act of acknowledging that she had expertise in a certain area, and preparing

and running the professional development effectively, despite being nervous, she

found her authority as a teacher leader, not because she was given a title or status.

Her authority was derived from her growing expertise and her recognition of her
newly forming identity as a feminist teacher leader.

Melissa’s understanding of teacher leadership reflected a feminist lens and
therefore she saw herself as a teacher leader always under construction. The week
after her workshop, she met with Emily, one of the authors of this chapter and
her university mentor, to discuss both the progress she had made on her profes-
sional growth plan and the hurdles she had encountered. In particular, she was
feeling limited in her expertise in instructional technology. Acknowledging that
in her role as a feminist teacher leader she had to move beyond teaching in her
classroom, they brainstormed the best ways for her to continue to cultivate her
expertise, draw from professional resources outside of her school community, and
further develop ways to share what she learned. Hoping to model what she had
learned and was continuing to learn herself, she opted to create a website where
she co.ul'd organuze and share digital resources,

It is mportant to note, too, that she planned to do all this while she was on
maternity leave. Her to-do list for her maternity was: “I will find and join online
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communities, I will yse social me
CatOl
edu

dia to help with
11 develop the website that T wi
] w1

and

my research process,
his program.” Like many wome a
. t11S *

with

€ to share my lessop and CXperiences

nd R‘mmists, Melissa diq not sharply
« her work as a teacher leader from her work as 5 Parent, Ty, months [ater.

.at ’
separ

rted that she had begun work o the webs;e on Google Sites, She shared:
epo
she re}

t up the basic template for the websjte and be
s¢ " .

: edia” page of the website. Currently [

med : :

Twitter, Facebook, and p

nterest, and | pl Over time. For
ch of the social media outlets, [ am including ; i
ea

how it can be used by biology teachers, an

Enacting Feminist Teacher Leqq

ership With
Authority and Care

created a Google Site for the group

i iences with these
Melissa began the first session by sharing her own experienc
reflective practices and—as she wr

ote— “how much it has helped me as an e}:iu—
- ‘ erability of shar-

i~ A ccognizing the emotional stress mociaed lW 1t}}11 th:l \:Jilzlso shot\ied them

: ; ared,

: . ) : i compassionately s ¢ stresses

g videos of one’s teaching, Melissa . sie of thele s

a fortion of one of my video-taped lessons to help auewa‘:eiobeinz Very nervous

: : em g ver) )

: . deo (which I rem I
egarding watchin themselves on vi xample of w s
ab%)ut tg oY) Hergdecision to share of herself was a I'CCY ei:hesr;t from patriarchal

’ o) . . u .
looks like jp feminist teacher leadership and “,’hat d15t1“§ vulnerable is an impor-
notj £ auth ity (Noddings, 2013). Making onese

ons of aut or1 '

and Cota
i . As Taylor and
rant f building a caring collaboration with others
(2006) wrote:

her,
isten to one anot
ther, listen
: for each o ngth, not a
i ch we care . ing as a streng
We found the ways in uvl\]h:rability and for risk-taking

: -
Provide a space for
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at fora collaboration, as with good teaching’ ther

criticisn. . . - It scems th

has to be risk and trust.

(- 63)

Melissa’s caring stance continued when Dcnise- (pseudonym), the first teache,
scheduled to share her video, approached her wx(;h CO}TC(;IbnS about her leson
Denise “was feeling rushed becaufe sno‘\:v days hle:i pus ; b ac:,( Her Tessons, o
quarterly exams were conung up, an(,i’ She- cou " not dt ink of a lesson to e
otape and was beginning to freak out.” Melissa reflected:

After allowing her to vent for a little bit, I told her that this process doe

not have to be disruptive, wWe just need to figure out a way to incorporste

problem-based learning into one of the lessons she would be teaching.

She immediately recognized that Denise needed emotional support to allow
herself to be vulnerable and some scaffolded brainstorming to push through
her anxiety. Melissa suggested that Denise incorporate a problem-based learn-
ing lesson while teaching carbon-dating. Denise welcomed the suggestion
and as Melisa described “seemed to feel much better” after their conversation.
Acknowledging that her responsibility as a feminist teacher leader involved both
drawing from her own lived experience, offering compassion, and stll pushing
Denise to grow and gain confidence through her authority as a teacher leader,
Melissa reflected:

It felt really good to help Denise through her frustration. . . . My experi-
ence with this process allowed me to help Denise, because I remember
feeling exactly like she did during my first year with Wipro. However, after

completing the process, I was able [to] provide a different perspective that
seemed to help.

Her caring as a feminist teacher leader involved what Noddings (2013) described
as “stepping out of one’s personal frame of reference into the other’s. . . . When
we care, we consider the other's point of view, his objective needs, and what he
expects of us” (p. 23). The following month, Melissa reported that Demse had
successfully video recorded her lesson and had uploaded it onto Google Class-
room. After the feedback session following Denise’s lesson, Melissa shared how
p051t1Ye Denise felt about the feedback she received. She reflected, “She W&
surprised by. all the warm comments, saying they made her feel more confident
n he;lte“hlllg skills,” and “She also said that she found the cool comments © b.e
;,:S?; etpful and .. . can help her to improve her lesson design, not only for thus
\xl;, ut for all of her lessons in the future”

felt u(c)::jdl_)fen,l,se have l?een as open to the warm and cool feedback if she had ‘_“)t

or” by Melissa? Allowing for a combination of thought and fechné
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i ity to include Wj
extended this professional collaborative community t e Wipro fellows at

sites across the United States.

Becoming a Feminist Teacher Leader

In exploring the portrait of a feminist teacher leader, \lzre a'tt;:'mpt - F)ﬁ-er 2 vision
that disrupts binary notions of how teachers can work within a Var.l.et.‘y of stryc.
tures and ways of leading within classrooms, schools, and' communities. [ do;,
so, we highlight four features of feminist teacher leadership that emer'g? from oy,
analysis. We note that this is not a .ﬂeshenfl-out framework for ferrgmst teacher
leadership but constitutes foundational ideas emergmg from this Particulay
portrait—an opening into the nonbinary space that we believe teacher leadershyp
authentically occupies.

Responsive Authority Through Care

A feminist teacher leader moves to and through authority by the nature of te
leadership act—responding to the context of needs and in_dividuals involved,
Key to Melissa’s ability to engage in leadership was her seeming rejection of the
notion that she needed approval from above, as she shifted away from being “fer,-
inine” and asking for permission, and instead acted as a feminist. Her authority
came through her relationships, expertise, and “responding” to moments where
that authority and leadership might be needed. Although she collaborated with
administration, she did not require them to give “permission” in moving forward
but was driven by the context of the leadership act. Feminist teacher leadership
and authority occupy and emerge from a particular momentary space rather than
from a set of fixed roles and titles. Even within those spaces, the teacher leader

may move in and out of authority as Melissa did, dependent on the needs of both
contextual and individual role demands.

Negotiating Fluidity in Roles, Responsibilities,
and Relationships

In her leadership, Melissa fluidly moved through various roles, relationships, and
responsibilities with a variety of stakeholders, taking risks, modeling vulnerability,

and acting with courage. For example, in one of her final Wipro-related projects,
she led a team of teachers in develo

(science, technology, engineering,
students as a means of enthusiastic

ping and implementing a summer STEM
and mathematics) program for middle school

ally introducing them to the high school and
orienting them to science. The team wrote new curricula for four courses, and

in engaging with this work, she met with a variety of district administrators from
principals to assistant superintendents and even the superintendent. We do not
suggest that Melissa did not “see” the roles and the hierarchies around her (in fact
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_her teacher leaders in her district struggled with ¢

arollﬂd the complex needs of teachers, students sCehSC), but in fram; g her v
Jble to S€€ those r01.es as fluid, as resources for the,wor](: ols, and districts ork
stekeepers: Thus, in any moment she could be 3 tey hrath
ructing curriculum), learner (asking questions l: er (sharing her work ang
Jeader (initiating work to support others), a'r]d.arxnng from others around
rnering resources). administrator (

, she w
» as
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than as obstacles or

Co]’lSt

her),
meetings, 84

Organizing

re for Self and Others

Ca

Throughout her reflections, Melissa was able to enact leadership wi

herself and others, using empathy and compassion as linchpins c:t? h";’lth core o
have noted in our own work that teaching is an act of vulnerability; ar:d“;ork. e
reachers, sharing this deeply personal and vulnerable space with oth’ers wh(:)r m'ar}:Y
judge one’s teaching can be emotionally taxing to such a degree that it inr}rul'llitt
their own professional growth (Taylor & Klein, in press). One of the most power-S
ful ways to combat this inhibition is having a leader share their vulnerability in
the classroom. We note that in her description of her work with Denise, Melissa
acknowledged the emotional work of engaging in transparent teaching and learn-
ing and was able to work toward the curricular and pedagogical. Too often in
ucation, we miss this crucial step, forgetting that feeling
In exposing her own vulnerability, Melissa
worried they would not be able to

ark of feminist teacher leadership.

teaching and teacher ed
safe is key to being able to take risks.
preemptively combatted shame for teachers
“get it right.” This seems to us to be a hallm

Engaging With a Professional Community to Foster

Collective Responsibility
Jeader and learner.
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dialogue, an attempt to push beyond the bmafz’_tli?ng;:g; v;:hxr:N thl Cf}rl leadmhip
is us{m]ly discussed. We urge scholars and F]’fac.l " and “fi gg_l ; al.ne things
beyond ideas such as “individual versus collective” an orrTi vers'us Inform,| »
Even as we have attempted to locate teacher leadf':rS ona contmugm 1n these Cate-
gories, the very nature of identifying two end points along a continuum limits oy,

imagination and understanding of how teacher leadership may actually be enacteq,
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Doctoral Dissertation,

study Questions

1. How would you describe the relationship between authority and care in the
work of teacher leaders?

9. What metaphor might you use to describe the authority of teacher
leaders?

3. How does defining teacher leadership in a more fluid way change the way
we think about the work of a teacher leader? »

4 How does a feminist teacher leadership framework influence the ways in
which we perceive teacher leaders?

5. How do you see your relationships with others as part of your leadership, and
in particular with administrators? What does Melissa’s story suggest to you
about how you might rethink some of those relationships?
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