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Introduction 
A school where teacher leadership flourishes is a school in which all adults have an 
opportunity to use their minds well. That opportunity, in turn, increases the likelihood 
that school will be a place where students learn to use their minds well.1 

The purpose of this tool is to offer guidance around what teacher leadership could look 
like in a school and to propose the conditions that allow leadership to occur. The 
audience for this tool includes teachers, administrators and others who are interested in 
participating in a school structure where all voices can, potentially, be heard. 

The tool is titled, Growing Teacher Leaders: Building a Community of Leaders Through 
Distributed Leadership. We begin, therefore, by emphasizing that the terms “teacher 
leadership” and “distributed leadership” will not be used interchangeably. Practitioners 
need to appreciate the core ideas each term represents.  

The Teacher Leader Model Standards define teacher leadership as, “The process by 
which teachers, individually or collectively, influence their colleagues, principals, and 
other members of the school community to improve teaching and learning practices with 
the aim of increased student learning and achievement.”2 Teacher leadership, therefore, 
can be formal or informal and can be implemented by any one teacher at any given 
moment in any situation. 

Distributed leadership, on the other hand, refers to how leadership is fostered and 
practiced throughout the school. Spillane describes distributed leadership as follows: 
“Distributed leadership is first and foremost about leadership practice rather than leaders 
or their roles, functions, routines, and structures. Though they are important 
considerations, leadership practice is still the starting point. A distributed perspective 
frames leadership practice in a particular way; leadership practice is viewed as a product 
of the interactions of school leaders, followers, and their situation.”3  

This tool is not a step-by-step manual that you can use to organize and prepare for 
distributed leadership, but a compilation of ideas, scenarios, and graphic organizers to 

                                                

1 Naso, Paul. (2013, November 12) Growing Teacher Leaders [Webinar]. 
2 Teacher Leadership Exploratory Consortium. 2013. Teacher Leader Model Standards, 11. 
3 Spillane, J. “Distributed Leadership.” The Educational Forum, 69 (Winter 2005): 144. 
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begin to conceptualize what distributed leadership in a school might look like. We first 
present an overview of the research and the principles that guided the development of this 
resource. We then provide a scenario and examples to help contextualize the research. 
Finally, we provide a graphic organizer to help you think through how you might put 
these ideas into practice at your school. We end with helpful links and resources to 
encourage further exploration of this topic.
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Overview and Guiding Principles 

Distributed leadership and teacher leadership have gained prominence in recent years at 
the policy level, the district level, and school level, as well as in teacher preparation 
programs. Proponents regard distributed leadership as a way to create a culture in a 
school where students can succeed. Of course, the more attention it receives, the greater 
the number of interpretations we have of what it means. The recommendations to 
increase distributed leadership and teacher leadership in schools do not all carry the same 
meaning, and not all are aimed at the same results.  

The purpose of developing this resource is to support school-based efforts to establish a 
shared responsibility for improving teaching and learning. No set of tools will by itself 
establish a culture of distributed leadership. Our goal, therefore, is to introduce ideas that 
will help educators begin to create an environment within which a community of leaders 
can emerge.  

Based on this purpose, our guiding principles are as follows:  

1. We do not consider leadership as an individual quality or trait, or as an 
exclusively administrative responsibility. Instead, think of it as a capacity of the 
school community.  

2. We propose that being a leader is integral to the work of all teachers. It does not 
need to be an added-on duty or an opportunity for an elite group. A designation of 
teacher leader is not simply a reward for seniority. 

3. We believe teacher leadership needs to be concerned with consequential matters. 
Teacher leaders need to participate in the major issues their schools and 
profession are facing. 

4. We do not assume teacher leadership will happen spontaneously. Schools need 
conditions within which teacher leaders can emerge and those conditions must 
include deliberate efforts to foster teacher leadership.4 

Distributed leadership is well suited for schools because schools need ongoing 
adaptations to meet the varied needs of students and the changing expectations of society. 
According to Zoltners-Sherer, “Schools are made up of a variety of individuals who act 

                                                

4 Naso, Paul. (2013, November 12) Growing Teacher Leaders [Webinar]. 
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out different roles within organizational routines. These roles are sometimes formally 
defined (principal, coach) and also informally defined (a lead math teacher...). Regardless 
of whether defined by formal title or informal authority, all individuals in schools have 
agency.” Later, she states, “This work has implications for all levels of the school 
organization. Principals can think about how they build and support structures to 
empower teachers. Teacher leaders can think about how they lead, and how they invite 
others to lead. And all teachers can participate actively, knowing that their participation 
matters for both the community of learners and for their own learning.”5 

It is also important to recognize that positional leaders who invite teachers and others to 
take ownership in the school do not negate their own leadership. As the Wallace 
Foundation pointed out in the introduction of their report Principal as Leader: Guiding 
Schools to Better Teaching and Learning, “Principals may be relieved to find out, 
moreover, that their authority does not wane as others’ waxes. Clearly, school leadership 
is not a zero-sum game. ‘Principals and district leaders have the most influence on 
decisions in all schools; however, they do not lose influence as others gain influence’ the 
authors write. Indeed, although higher-performing schools awarded greater influence to 
most stakeholders… little changed in these schools’ overall hierarchical structure.”6 

In order for a community of leaders to emerge, certain conditions or orientations have to 
be in place. These conditions and orientations include:  

1. All parts and people within a school are understood as being interdependent.  

2. Good teaching needs to become and remain an ambition of the entire faculty and 
staff. 

3. Understanding of context is important. 

4. Schools need room for teachers to doubt, disagree, and ask “what if?” 

5. Schools need a high regard for teacher judgment and ongoing efforts to develop 
teacher judgment. 

6. Leadership needs to be cultivated. 

                                                

5 Zoltners-Sherer, J. “Power in Distributed Leadership: How Teacher Agency Influences Instructional 
Leadership Practice.” Paper presented at the AERA conference, Washington, DC, March 27, 2008. 
6 Wallace Foundation. 2011. The School Principal as Leader: Guiding Schools to Better Teaching and 
Learning. New York, NY: The Wallace Foundation, 9. 
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These conditions are constructed through interactions with teaching colleagues, formally 
and informally. These interactions can be encouraged and fostered through common 
planning time, subject matter teams, data teams, and facilitated conversations about 
practice, for example.  

Finally, educators who aspire to distribute 
leadership are wise to recognize that there is a great 
deal of variability across school settings and 
communities. Teacher involvement and activity can 
look different from school to school, depending 
upon the needs of that community. We hope that 
you use this resource to begin to create an 
environment of distributed leadership, or enhance 
the leadership environment currently in place.  

  

Educators who aspire to 
distribute leadership are wise to 
recognize that there is a great 
deal of variability across school 
settings and communities. 
Teacher involvement and activity 
can look different from school to 
school, depending upon the 
needs of that community. 
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Distributed Leadership Illustrated 
The fictitious school highlighted in the scenario below mobilized around a vital issue at 
their school: instruction. The scenario is followed by an analysis that points out how and 
when distributed leadership occurred. 

Public City High School 
Year Established:  2005 Total Enrollment:  386 

Reduced Meals: 216 Asian: 28 

Attendance Rate: 96% African-American: 92 

ELL Students: 97 Hispanic/Latino: 112 

Staff*: 20 Multi-racial: 26 

*Staff includes: principal, assistant 
principal, teachers, counselor, nurse, 
clerks, cafeteria workers, custodians, 
and security guard 

White: 90 

Other*: 38 

*Other includes: Haitian, Middle-eastern and 
Russian 

At Public City High School, a 9-12 school serving 386 students, teams collaborate around 
specific instructional challenges, but that has not always been the case. A few years ago, 
the school was struggling with low student achievement and facing a high dropout rate. 
When senior year students took the college placement exam to enter into the local 
community college, only 1% actually passed the exam. The rest were placed in remedial 
or developmental education courses in the community college that were not credit 
bearing. As a result, almost all of those students dropped out of college.  

The principal had individually instituted many policies and procedures to enforce 
adherence to the district curriculum, but nothing had changed. Now, the school was under 
scrutiny by the district and facing a possible takeover by the state. The principal brought 
the problem to the staff, imploring them to help figure out what they all needed to do to 
change this pattern of failure.  

The principal shared all of the school data and asked teachers to think of ways they could 
address their problems head-on and to bring those ideas to the next all-staff meeting. 
Because teachers seemed reluctant to share sensitive observations, the principal asked 
them to type up ideas and put them in a box before the meeting. As a team, they sifted 
through the ideas and began to categorize them and discuss them in as neutral a way as 
they could, given the differing levels of skepticism and buy-in. 
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What emerged was a critical need to review the curriculum, not simply from the 
standpoint of adhering to the district curriculum, but to specify how the enacted 
curriculum in their subject and in their grade-levels support student achievement and 
success. The teachers posed two key questions to one another: What were the key 
outcomes they needed to teach in order for their students to be college-ready? And how 
would they know students had learned these outcomes?  

Teachers decided to meet in grade-level teams to identify the desired outcomes per 
subject, per grade. Each grade-level team studied state and national standards, the district 
scope and sequence charts, and student achievement data to identify the essential 
knowledge and skills that all students should learn and where students had previously 
struggled. Patterns definitely emerged and the teachers were able to engage in lively 
discussions around what they were seeing. From that discussion, a list of overarching 
outcomes emerged. Each teacher then went back and created class-level outcomes that 
built off of the identified overarching outcomes. Those classroom outcomes were brought 
back to the larger grade-level meeting, vetted and finalized in that group. The grade-level 
teachers then brought the outcomes back to the larger, school-wide group to ensure 
coherence across grades. 

Next, the same grade-level teams turned their attention to developing common formative 
assessments to monitor each student's mastery of the outcomes. Team members discussed 
the authentic and valid ways to assess student mastery. They agreed on the criteria by 
which they would judge the quality of student work, and they practiced applying those 
criteria until they were able to do so consistently.  

Through this process, concerns heightened for students who continued to struggle or who 
were two or more grades below level as well as for teachers who were now confronted 
with enacting a more rigorous curriculum. These concerns were brought back to the 
larger team to discuss and determine appropriate student supports and appropriate 
professional development. The process demonstrates not simply an insistence on the 
academic results, but also a commitment to support the teachers puzzling through these 
pedagogical challenges. 

Teachers taught to these new teacher-driven outcomes and used the formative 
assessments they had designed. They came back together as a whole faculty to reflect 
upon and make changes as needed to the expected outcomes and to their instruction. The 
results have been positive. Their first cohort of students who experienced these changes 
took the college placement exam and 75% of them passed. There is obviously still work 
to do, but the staff at Public City High School is empowered by the fact that they have 
met many of the goals they set out for themselves and are eager to do more.  
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Conditions that foster this type of collaboration, including inquiry and action, must be in 
place at a school in order for teachers to participate in such a powerful process. Time has 
to be given for this type of collaboration to occur and collaboration must be centered on 
student learning and achievement. Teams must focus their efforts on crucial questions 
related to student learning and they must identify actions they can take and create 
products, such as lists of outcomes, formative assessments, and plans for student and 
teacher support.  

This scenario tells a story of transformation at Public City High School. Below you 
will find an analysis of how distributed leadership and teacher leadership played a 
role in helping this school address school-wide issues.  

1. The principal had individually instituted many policies and procedures to enforce 
adherence to the district curriculum, but nothing had changed. 

• One possible reason why nothing had changed could have been the lack of 
teacher involvement in creating and instituting policies and procedures 
affecting their practice and work. 

2. The principal asked teachers to type up ideas and put them in a box before the all-
staff meeting. 

• By asking her staff to anonymously share observations and ideas, the principal 
created a safe environment where teachers could share openly allowing for 
more freedom of thought. 

3. The teachers posed two key questions to one another: What were the key outcomes 
they needed to teach in order for their students to be college ready? And how would 
they know students had learned these outcomes? 

• This implies that teachers would be able to determine for themselves how they 
were going to address this situation and the questions they had to ask 
themselves. 

4. Teachers decided to meet in grade-level teams to identify the desired outcomes per 
subject, per grade. 

• Teachers were allowed the opportunity to determine how they were going to 
address these school-wide issues and were allowed the autonomy to address 
them per subject area groups. 
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5. Each teacher then went back and created class-level outcomes that built off of the 
identified overarching outcomes. Those classroom outcomes were brought back to the 
larger grade-level meeting, vetted, and finalized in that group. 

• Because all teachers were involved, teachers who may be struggling with this 
approach get support from other teachers who are further along. 

• Because the objectives and assessments came from teachers, they will most 
likely implement them, versus using a district curriculum that may or may not 
address teachers’ (and students’) specific needs. 

6. These issues were brought back to the larger team to discuss and determine 
appropriate student supports and appropriate professional development. 

• Again, teachers were allowed to determine what specifically needed to be 
addressed in order to meet their own identified goals. They were allowed the 
opportunity to identify their priorities and develop programs and professional 
development based on those priorities. 
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Conditions and Orientations that Foster 
Teacher Leadership 
Introduction 

The following exercise allows you to analyze the current conditions at your school and 
the extent to which those conditions foster teacher leadership. First, you will see a list of 
conditions that were mentioned in the introduction. With each condition, we offer 
prompts to help you reflect upon the condition individually and/or discuss as a large 
group. The goal is to help you determine which conditions are most in need of 
improvement. 

Condition 1: Acknowledgement that all parts and people are interdependent  

Questions to consider: 

1. Are there opportunities in place for teachers to collaborate? 

2. Is everyone able to share his or her successes and challenges in a safe way? 

3. Who comprises the instructional leadership team? 

4. Do all adults in the school, regardless of role, perceive themselves and each other 
as educators? 

5. Do all programs, services, facilities, and people present in the school reinforce 
important messages about the academic vision of the school community? 

Condition 2: Focus on good teaching as an ambition of the school 

Questions to consider: 

1. Are there exemplars or pedagogical models that teachers point to when discussing 
their images of good teaching? 

2. In what ways do teachers work on the improvement of their teaching? 

3. How are teachers supported to be high-quality, reflective teachers? 

4. Are there opportunities to share lesson plans, co-teach, and collaboratively design 
instruction? 
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5. What professional development opportunities are in place? How are those 
opportunities designed? Are teachers included in the process of identifying needs? 
Is data used to determine professional development opportunities?  

Condition 3: Appreciation of the importance of context 

Questions to consider: 

1. What processes are used for the school community to understand better the 
students they serve and the home communities of their students? 

2. What steps are taken to understand the expectations and perceptions of members 
of the school community? 

3. What is the driving principle of our school? 

4. How is that principle upheld? 

5. What is the mission and vision of our school? 

6. Is the community involved in school planning and important discussions around 
data? 

7. Are students involved in decision-making at our school? If yes, how?  

Condition 4: Room for teachers to doubt, disagree, and ask “what if?” 

Questions to consider: 

1. What mechanisms are in place to foster discussion, inquiry, and planning? 

2. How are decisions made? 

3. Who comprises the instructional leadership team? Does everyone have an 
opportunity to participate during meetings? 

Condition 5: High regard for teacher judgment 

Questions to consider: 

1. How does the school develop the capacity of teachers to make decisions important 
for their practice? 

2. Is decision-making delegated to teachers? 

3. What processes are used for framing problems and deliberating about actions? 

4. What structures are in place in order for teachers to learn from their practice? 
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Condition 6: Cultivation of leadership 

Questions to consider: 

1. How are teachers invited to assume leadership? 

2. How is data shared? How is data used to inform school goals? 

3. How does the school develop the capacity of teachers to make decisions important 
for school-wide initiatives? 

4. Is decision-making delegated to teachers? 
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Use the graphic organizer to keep track of the areas of concern and how your school 
might address them. This organizer can be completed as a group or individually then 
brought to the larger group. In italics in the highlighted section, we have added an 
example of how you might fill out this organizer. 

Condition Areas of 
concern 

Perspectives 
needed 

Next steps to 
address 
concern 

Timeline 

All parts and 
people in this 
school are 
interdependent 

There is currently 
no time in the 
schedule for 
teachers to 
collaborate or 
even discuss 
areas of concern 

Teachers, 
administrators 

Look at the 
current schedule 
for opportunities 
to build in time to 
collaborate  

A new schedule 
will be presented 
at the next all 
staff meeting 
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Examples from Practice: Teacher 
Leadership in Action 
Refer to the conditions noted on pages 10-12 as you work through these examples. 

Following are two examples of teacher leadership in action. These scenarios provide 
concrete examples of teacher leadership at different schools in order to show the power of 
teachers having agency and problem-solving together. At the end of the examples, we 
provide questions to consider. These questions can be used as discussion starters during 
team meetings or in any other context that allows staff in a school to discuss the 
possibilities for teacher leadership.  

Teacher Leadership Example One: Instructional Rounds 

Jessica’s school is an urban public high school with enrollment of about 250 students. 
When the first class of students entered the school in 1997, the instruction was focused on 
helping students become high achievers with strong critical thinking skills. The founders 
of the school, who included teachers, understood that teachers will never know 
everything there is to know about instruction and can always improve the classroom 
experience. Consistent with Conditions #1, #2, and #4, members of the school 
community wanted regular opportunities to work jointly to reflect on what is working and 
what could be improved. The school’s founders honored that need by instituting the 
practice of instructional rounds. 

In the instructional rounds model, a teacher invites other teachers in the school to observe 
a lesson. Prior to the lesson, usually right before class begins, the host teacher meets with 
the observing teachers to give a copy of the lesson plan and discuss areas and questions 
that should be focused on during the lesson. Areas of focus have included such topics as 
how a particular group of students in the class engage with the work, how students 
respond when faced with a challenge, and what patterns of classroom discourse were 
noticed during the lesson.  

The host teacher teaches the lesson to the class with the observers present, then the host 
and observers discuss their observations using a protocol at the end of the class. The point 
is not to evaluate the skill of the teacher, but instead to focus on what the students are 
doing and what they are getting out of the lesson.  



Growing Teacher Leaders 
15 

Instructional rounds are hosted many times per year by nearly all members of the 
teaching staff. Participation by the host teacher and observing teachers in this process is 
completely optional, and it is not included in any part of the teacher evaluation process.  

The instructional rounds model allows teachers to 
receive input from colleagues on a particular lesson 
and learn from their fellow colleagues. Jessica 
reports that often these experiences are as powerful 
for the observing teachers as they are for the host 
teacher. The host teacher welcomes the additional 
input. By receiving the observations of several 
different adults, and hearing about exchanges 
among students she missed due to her attention being elsewhere, the host teacher has the 
gift of having extra “eyes and ears” in her classroom. On a broader level, instructional 
rounds foster teacher leadership through inquiry and reflection on good practice. It also 
builds a culture of mutual and constructive accountability at the level of practice. 

When Jessica first learned about instructional rounds while student teaching at the school, 
she was incredibly intimidated by the idea of having other people observe her class, but it 
has given her the chance to learn so much more about how to effectively meet the needs 
of her students. The feedback and ideas that she’s received from her fellow educators 
have helped her both reflect on what is and is not working, and also to be a better teacher 
in the classroom.  

The use of instructional rounds has also helped to build community within the school. 
Through sharing in a teaching experience the participating teachers are able to build a 
sense of camaraderie and know that they can trust the other teachers within the building 
to provide valuable input and resources. These teachers are all learning how to be better 
at what they do, and all have valuable feedback to give to each other. This community 
atmosphere allows teachers to continue to focus on their ultimate goal: educating the 
students of this urban community.  

Guiding Questions 

1. In the context of Jessica’s school, what conditions make instructional rounds a 
tool for growing teacher leaders rather than a tool for tightening administrative 
control? 

2. Based on Jessica’s description, what kind of peer support, teacher expertise, or 
other forms of teacher leadership might result from her school’s use of 
instructional rounds? 

On a broader level, instructional 
rounds foster teacher leadership 
through inquiry and reflection on 
good practice. It also builds a 
culture of mutual and constructive 
accountability at the level of 
practice. 



Growing Teacher Leaders 
16 

3. What school support and structure needs to be in place to institute instructional 
rounds? 

Teacher Leadership Example Two: Teacher Inquiry in Action 

Cynthia is an English teacher at a large suburban high school. When Cynthia first started 
teaching at the high school nine years ago, one of the courses she was assigned to teach 
was honors sophomore English. She was stunned on the first day to see that out of 24 
students in the class that morning, there was only one boy. Thinking that this might be a 
result of scheduling conflicts, she asked a colleague who taught other sections of the 
same course what his class compositions were and discovered that, similarly, there were 
very few boys enrolled in his courses. 

Upon further discussion with her English colleagues, Cynthia discovered that there was 
general agreement that very few boys, and sometimes not even one boy, would elect to 
take one of the high rigor core English courses that were offered. Because she was new in 
the school and didn’t want to appear critical, she merely mentioned it to the principal and 
went on her way. 

A few years later, after teaching dozens of high-level English classes to essentially only 
girls and teaching lower-level classes comprised almost entirely of boys, Cynthia 
connected with a math teacher who had moved into the room next to hers and started the 
conversation anew. This time there was a deeper discussion because he also believed they 
had a problem. His high-level math courses were overwhelmingly female and 
correspondingly his lower-level math courses were overwhelmingly male. 

Consistent with Condition #1, #2, #3, and #4, Cynthia felt more confident in her voice at 
the school and empowered to ask the “What if” and “Why” questions. Understanding that 
she was not alone in this venture, she consulted with a colleague and, together they 
determined there was, potentially, a larger issue, or, at the very least, an issue they felt 
compelled to question. 

At that point they both met with the principal, articulated their concerns, and asked 
permission to request from the guidance department the numbers of boys and girls 
enrolled in each major course, by level, in all four core subjects for the past five years. 
The math teacher—who had the expertise to collate the data, graph it, and analyze it—
confirmed their suspicions that, indeed, girls largely populated all of their high-level core 
courses, and boys mostly populated all of their lower-level core courses. 

With the data in hand, they wrote a narrative to report what they had learned. They 
contextualized the problem, included roughly ten pages of graph data, and sent it off to 
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their principal and superintendent, both of whom responded immediately. It never really 
occurred to their administrative leadership that they might have a gender-based problem 
at their high school, so it was a welcome report. 

The teachers who had worked on the report, the superintendent, the curriculum 
coordinator, and the building principal met to talk about what might be going on. Cynthia 
and her math colleague left the meeting to share the troubling findings with their 
departments. The reception was decidedly mixed. Many teachers, to their surprise, were 
defensive, skeptical, and even dismissive. Those, however, who were receptive, really did 
join the dialogue. 

Cynthia felt strongly that they needed to get a better sense of what the boys were thinking 
and feeling around their academic experiences and choices. They proposed a new elective 
for the upcoming year for twelfth grade boys called, “English for Guys.” Cynthia 
designed it, and it was listed in the course selection catalogue as a trimester long course 
for boys who typically hated English.  

That got the boys’ attention, and 48 boys elected the course, which was a much higher 
number than they had anticipated. They ended up offering two sections of the course with 
24 students each. In an effort to be balanced, they similarly offered a course called, 
“English for Girls,” which they hoped would satisfy any worries about the legality of 
exclusively single-sex classes in a public high school. 

The goal of this course, which was scheduled for the third trimester of the year, was less 
to provide the boys a transformative English experience on their way out the door, but 
rather to get them to open up about their school experiences as boys, students, and young 
men as well as to provide some information that would inform the teachers’ next step in 
trying to achieve a better gender balance in their courses. 

Since then, the teachers have made concerted efforts in the English department to achieve 
a 50/50 composition in their courses. That has meant that they walk the hallways to track 
down students, encouraging them to take higher-level courses. They make phone calls 
home when they think boys are inappropriately enrolled in classes unlikely to challenge 
them, and they work actively and collaboratively with students’ guidance counselors to 
ensure proper placement. 

At the school-wide level, administrators began to see a change in teachers’ attitudes 
around rigor. Since students elected higher-level courses, most teachers assumed that 
those who did not select higher-level courses avoided them because they could not do the 
work. Now they understood that was not the case. Instead, boys didn’t seem to feel as 
though they belonged in the higher-level courses even though they could do the work. 
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There was a shift toward seeing higher rigor courses 
as options for all students now that teachers and 
counselors had moved toward inclusive practices. 
Since this had not previously been the culture, teacher 
“leaders” had initiated an important shift in culture 
and in academic outcomes for guys as well as girls. 

Over the past few years the teachers have mainly been 
successful in their endeavors at gender balance in 
rigorous courses. Despite greater balance in honors 
levels courses, consistency across subject areas 
remained a concern. Teachers, with the principal’s 
support, eliminated the lower-level courses they offered, which had the tangential and 
noted effect of redistributing those boys who would have been consigned to the lower 
rigor courses into higher rigor sections.  

Guiding Questions 

1. Are there issues in your school or patterns you have noticed that could be 
addressed in a similar way? 

2. How is this scenario an illustration of teacher leadership? 

3. What conditions would have allowed Cynthia to take leadership on her concerns 
sooner? 

 

  

There was a shift toward seeing 
higher rigor courses as options 
for all students now that teachers 
and counselors had moved 
toward inclusive practices. Since 
this has not previously been the 
culture, teacher “leaders” had 
initiated an important shift in 
culture and in academic 
outcomes for guys as well as 
girls. 
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Conclusion 
With this tool, our goal was not to provide you with a recipe for how to implement 
distributed leadership in order to grow teacher leaders at your school. Our goal was to 
provide a compilation of ideas, scenarios, and graphic organizers to begin to 
conceptualize what distributed leadership in a school might look like. Incorporate what 
makes sense for your school and your context; maintain high academic achievement for 
all students as your ultimate goal for developing teacher leadership in your school.  

We urge you to look into available research, tools, and diagnostic instruments on the 
topics of distributed leadership and teacher leadership. We have compiled a list of helpful 
resources to support your continued exploration of these topics. 
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Helpful Links 
Growing Teacher Leaders: Strategies for Collective Leadership 
Link to Dr. Paul Naso Webinar: 
http://s3.amazonaws.com/102TTDHRY9XCSMB9HV02-0-
Jobs_for_the_Future/wview.html 

Improving School Leadership: The Toolkit 
http://www.oecd.org/edu/school/44339174.pdf 

Northwestern University: Distributed Leadership Study 
http://www.distributedleadership.org/DLS/Home.html 
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