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~hin g: Abstract 

chers" Self-study of teacher ed ucation practices includes self-study of administra­
If,lIll<' ­

tive pract ices in teacher education. Practi tioners become adm inist rato rs and 
wisil to continue their self-study: practitioners who are not form ally desig­f.:slIng 

1",11<'1"., 	 na ted as administ rCl tors may recognize the importance of administra ti ve 
practices in the institutions of which they are a part. T hese studies incl ude 

l1OoL. those by administrators (deans, school superintendents. head It:acher<;, 
chool principa ls) who ma intain their practice of self-study even though .." , it )' 

they have moved to an administrati ve role. by practi tioners who ha\"e 
,gr'lill conducted sel f-studies with an administrative focu s at the p rogram level , 

and by practitioners writing self-studies with an administ ra tive focus on 
I II I lie teacher education reform. Key themes in ad ministn lt ive sel f-studies include 
f·IIing. 

issues of power (its source, purpose and use) , issues of commu ni ty (its 
develo pment and purpose), efforts to incorporate social justice in teacherIn th" 
educa tion. and the impact of teacher education reform. The chaptcr surveys 

, ~ th e a broad ra nge of studies, primarily fro m authors within the Self-Study of 
Teacher Ed ucation Practices Special Interest G roup. Because studies of 

)ther:; 
ed uca tional admini stratio n are typically qua nt ita ti ve or, if qualita ti ve, a re 
done from a n ex terior perspective. these self-studies are unusual in the fie ldInde r­

ng {)f of ed ucational admin istration. T hey have considerable poten tial for revea l­
ing the impact of loday's educational changes in the world of practice. 

n the 
I. 
~ar (( A narrow co ncept ion of self-study of teacher education practices wo uld focus 

1m only on tbe work tha t is done in programs, schools, classes, and fiel d experiences 
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with preservice and practicing teachers . Two forces, however, have broadened 
the fiel d of se lr-study to include studies of admi nistration in teacher education 
and in school '. ne force acknowledgl:s the reality that the programs, schools, 
classe and field experiences where teacher education takes place exist within 
institutions - departmen ts, colleges, universities and their subdi ision , and 
schools and school districts. These institutions are organized to requi re admin­
istration, and the nature of that administration has a crucial in nuence on the 
teacher education practices tha t occur within an institution. A second force 
acknowledges that the line between teaching and administration is never clear 
and distinct. Faculty members leave their cla ;. ,:rooffi:; to become program direc­
tors, accreditat ion coordinators, chairs and deans. School administrators leave 
their offices to become teacher educators, whether in schools or in universities. 
Researchers who have been drawn to se lf-study, who have acqu ired its habits of 
reflection and of focus on one's own work or the role of self in one's own work. 
wish to continue to focu s in this way on their work as administrators. Thus it 
has been possib le to sort out from Lh c: larger bo((y of self-study of teacher 
education practices a considerable group of studies that offer an administra­
ti ve focu s. 

Research in administration, whether in higher education or in schools. is 
typically quantitative in methodology (or, if qualitative, based in the more rulc­
bound arcas of qualitative research) and pragmatic in focus. Thus this group of 
research st udies provides an unusual perspective on iss ues of leadl:rship, styles 
or interaction, and the ways that the demands of admi nis tration affect individuals. 
T here is, of course, a tradition of autobiographies by higher education admin­
istrators (e.g .. Kolodny'S [1998J memoir of her tenure as dean a t the niversity 
of Arizona) and , in a few cases, by school administrators (e.g. , Cuban's [1970J 
early study of his work as a teacher and then as superintendent of schools in 
Arlington, Vi rgin ia). Thesl: works, often much focused on self-study, may provide 
a model for la rger works yet to be written in the field of se lf-study of teacher 
education practices. Yet they do not provide the attention to the rela tionship 
betwecn administration and teacher education that characteriz s the work 
reviewed in this chapter. 

Self-Oi closure 

In the tradi tion of self-study, 1 begin with self-disclosure of my own histo ry as 
an administrator in teacher education a nd of the role of self-study in my work. 
After teaching for a number of years, I entered the Ph.D. program in Social 

oundations of Education at the University of Virginia at the age of 43. As a 
graduate student and single parent supporting my children, 1 spent much of my 
time working on research projects for a variety of professors, often poking my 
head into a professor's office to ask whether there was any work for me to do. 
SOlne of this work involved pract ice in administrative tasks , including: organizing 
projec t ; and persuading others to carry out activities needed to complete the 
research. This admini ' trative work, while carried out br from the Dean's office, 
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was valuable prepara tion for future work in administration. I developed skills 
in performing administrative tasks and values for how I wanted to interact with 
others in an administrative role. 

My experiences as a graduate student served me well in my first faculty 
position. The academic coordinator of the university center where I was to teach 
soon let me know that he want ed to pass his respo nsibilities on to me, and he 
offered significant mentoring as I learned the role. In this position T recruited, 
supervised, and provided professional development for the lDany adjunct faculty 
who taught in the program. I also solved student problcms. kept track of a 
budget, and organized a series of large professional development events for the 
teachers who were participants in the program. While the program involved 
practicing teachers, rather than teacher education candidates, it had enough 
students to feel like a college of its own. 

When I moved to another university, I began to take on some administrative 
responsibilities in my second year of teaching; by the end of my third year I was 
teaching only one course. I administered a grant, organized an action research 
collective involving 20 teachers from a nearby district, and carried out some of 
the responsibilities of an accreditat ion coordinator. As a result, T recognized that 
my interes t in administration and my competence in administrative ta sks were 
signals that this was a path I wanted to foUow. 

y next move was into my current administrative position as associate dean 
in a college of education and professi onal studies. My work has included admin­
istration of graduate studies at the uni\ ' ~ rs ity , program improvement work in 
teacher education, grant administration, and service as accreditation coordinator, 
communications officer, and di ve rsity coordinator for the college. I also perform 
a range of tasks in support of the dea n. It is in this role that I have carried out 
some self-study of teacher education administration practices and of the power 
rel at ions that underlie my own practices (Manke, 2000). M y self-study ha 
focused primarily on naming and understanding the values th at und erlie the 
administrative practices that I prefer and choose. T hrough that analysis 1 have 
identified relationships between my teaching practices and my administrative 
practices. These include the way I model as an administrator the same kinds of 
values that underlie my mod eling of teaching practices in educating future 
teachers, as well as the understanding of power relations that defines my work 
as teacher and administrator. 

In reviewing the self-study of admini stra tive practices in teacher education, I 
have found only a few papers wri tten from the dean's office, where I find myself. 
However, there are many studies that illustrate the self-study practitioner writing 
from some other administrative per~.pective, such as chair, program director or 
coordinator, accreditation coordinator, principal or head of school, or school 
superintendent. Thus defined , there is a rich literature on which to draw in 
considering administrative approaches to the self-study of teacher ed ucation 
practices. 
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A Definition of Self-Study of Teacher Education Practices 

Pract itioners of self-stud of teacher educat ion practices have engag d in a 
con tinuing dialogue focu sed on the definition and value of this work . Th i. sues 
raised in this dialogue are by no means resolved as thi handbo k i prepared. 
Years of dialogue have led to rich development of the iss ues, but I suspect (and 
ind ed ho pe) that single a ns ers to our quest ions may never be proposed and 
accepted. cverth less, agreement has becn reached on certain key concepts, 
whi le the nature of dilTcring points of view on others has been established . 

Fundamental to self-stuuy is the pract ice of reflection on COlllext and pracrice. 
Self-. tud. does not simply desc ri be the context in which teacher ed ucation 
practic s take place or the practices themselves. The self-st udy pra titi one r is 
one who s ek s, through reflection, deeper unde rstanding of eont xl. practice, 
and th ir in teraction. This key element of self-study rescues it from at I ast two 
po tenti al pitfalls - the fcar that self-study will be reduced to the r tailing of raw 
anecdote. of practice, and the concern that self-stud will bee om some soli psistic 
ritual of self-reflection, of inter st or value to no one but the 'elf-study practi­
tioner (sec Wcber, 2002). The sel f-study practitioner mus t re./lecl on practice. no t 
simply describe it. T he se lf-study practitioncr must al. 0 reflect on the context of 
practicl', a con te t of which the pra titioner's self is a part, but not the whole. 

Self-study is enr iched when the practit ioner engag s in looking hack CI t past 
practices and past contexts to assist reflection on current rOlllexts a/ld prartices. 
Th i elem nt of " If-study allows for linkage with the published allll pr cllted 
work of other practitioners, thus a lleviating the concern that a field that focu, e 
on selhludy wi ll be fragmented into as many parts as there are praet iti nc rs. 
ThiS handbook is an important element in a process that unites the fi eld: futu re 
pract iti ()l1crs will be able to refer to a useful com pendi um of past practices and 
contexts in fell cting on their CUIT'n t study. In addi tion, this arne element of 
sel f- stud practice leads to the practice of re-analysis, in which the practition r 
rcturns to the a rtifacts of her or hi own previous sel f- study and cngages anew 
in reflect ion on the practi s and context that are conta incd in th a rtifact.s. In 
this way the ever-changing self of the practitioner can be und r to d and 
reprcscnted. not just as a se rie!> of snapshots. but as a richly interconnectcd 
developmental process. 

Also imrortan t to self-study. somewhat surprisingl ,is its foc lI s on collahara­
tion. At first gla nce. it se ms improbable that a field of study that focus n lh 
s'lf would include collaboration as a vital element. Certa inly, collaborativc 
practices work against the concerns about soli psi III and fragmentation already 
no ted. Collaborative practices may be selected by practitioners who ha ve th s 
concerns. but they also arise naturally in the conte ts in wh ich individuals work 
toge ther in similar roles (as teacher educators and as admini tratol'S, for example) 
and in which ind ividuals lea rn of others who are engaged in the self-study of 
similar practices o r contex t.. ollaborative self-stud su pports the credibility of 
the work. providing simple triangu lation and also a context for mUlual cri tique 
that becom s part of the self-study. This crit ique fU llction like til di crepant 
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case analysis (Lincoln & Guba, 1985) of qualitative research, disrlaying for the 
reader the commitment of the practitioner to a critical approach to the work. 
In addition, practitioners of self-study know that it is rigorous, demanding work, 
and that collaboration provides support and commitment when other demands 
call more loudly. 

I have used the three elements of reflection on context and practice, looking 
back at past contexts and practices, and collaboration as criteria in the selection 
of studies reviewed in this chapter. Studies lacking these elements have not been 
included. 

Origins of Self-Studies of Administrative Practices in Teacher Education 

The reviewed studies fall naturally into three major categories: self-study by 
practitioners who become administrators and proceed to apply self-st udy meth­
odology to their work, self studies at the program level that include reflection 
on administrative practices, and self-studies that focus on teacher education 
reform. Inevitably, there is some overlap among these categories, but [ use them 
to introduce the range of studies included in the chapter. 

Self-Study Practitioners Who Ha ve Become Administrators 

Hamilton, wri ting as part of the Arizona G roup (1996, 2000) as well ~l; indepen­
dently (2000, 2001), is a teacher educator who served as head of a division of 

Table 36.1. Origins of self-studies of administratIve practices in teacher education 

Studies by self-study 
practitioners who have 
become administrators 

Hamilton (Arizona Gro up, 
1996, 2000) 
Hamilton (2000, 2001) 

Senese (2000) 

Au st in (2001) 
Griffiths & Windle (2002) 
Mill s (2002) 
Upitis (1996) 

Upitis & Ru ssell (1998) 
Deer (1999) 
Ma nke (2000) 

Stud ies by selr-study 
practitioners reflecting on 
administrative practices at 

the program level 

Vavrus (Vavrus and 
Archibald, 1998) 
Hamilton (Arizona Group, 
2000) 
Hamilton (2000, 2001) 

Delong ( 1996) 
Kosnik (1998) 
Upiti s & Russell (1998) 
Johnston with The 
Educators for 
Collaborative Change 
( 1997) 
Evans (1995) 

Studies by se lf-study 
practitionel·s engaged in 
fo stering teacher ed uca tion 
reforms 

Vavrus (Va vrus and 
Archibald, 1998) 
Holley (1997) 

Hamilton (Arizona G roup, 
2000) 
H amilton (2000, 2001) 
Squire (1998) 
Loftus (1999) 
Delong (2002) 
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teacher education at a major American research university. She describes both 
her efforts to use a review process as a tool for reform centered on social justice 
and the frustration she experienced when colleagues resisted the reforms. 

Senese (2000) is assistant principal of a high school in Illinois, with n:sponsibili­
ties fo r professional development of the staff. His study focuses on how he 
applied to his work in professional development the insights he gained through 
self-study of his own teaching practices in the high school classroom, including 
his st udents' response to innovative practices. 

Austin (2001) , a head teacher at a school in Alaska, led a professional develop­
ment effort that brought together student teachers and experienced teachers to 
reflect on their work individually and collectively. She looked explicitly at the 
ways her work with this group pa ralleled her teaching practices in an upper 
elementary school classroom. 

Griffiths and Windle (2002), respectively Professor of Educational Research 
(an administrative position) and Research Administrator at a university in 
England, inquired in to the ad ministra tive practices that can create su pport for 
facult y members' interest in and practice of research. They also explored ways 
to support the development of research in an era of financial constraints and 
erratic government decisions. 

Mills (2002), dean of a graduate program preparing teachers at a university 
in Oregon, wrote about the way his intentions were frustrated by conflicting 
faculty agendas. 

pitis (1996) carried out a self-study early in her deanship at a university in 
O ntario, looking at how she was able to establish time to allow her to continue 
importan l aspects of her personal and professional life while se rving effectively 
as dean. Later (1998), she collaborated with Russell, a colleague, to explore how 
she had developed imp roved communications and stronger community in the 
faculty. 

Decr (1999), an admin istrator of a teacher cducation program in Australia, 
foc use on her role of leading major structural reform as well as a move from a 
teaching to a rescarch culture in her unit. 

My own study (Manke, 2000) returns to the question of the nature of power 
relations that I had explored in previous self-studies (Manke, 1995, 1998) and 
also in ethnographic research (Manke, 1997). The study considers whether the 
theoretical frarrkw<")rk 1 had previously developed for the classroom is applicable 
in the administrator's office. 

Self-Studies at the Program Level 

A second group of se lf-studies includes those in which the unit of study is the 
program rather than the individual course or field experience. Studies focused 
on courses and experiences may note the roles or effects of admi nistrative 
practices, but they do not make them central to the analysis. Program-level 
studies can hardly ignore the role of administra tion in the functioning of the 
program, and in some studies the role of administration is a central element. 
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Vavrus (Vavrus & Archibald, 1998) studied his experiences as an administrator 
seeking to institute reform in two contexts, first in a small private college ( Iowa, 

S) and then in a state college with a strong tradition of faculty self-determina­
tion (Washington, US). 

Hami lton, again as part of the Arizona G roup (2000), experienced similar 
difficulties in dealing with issues of admin istrative versus faculty control of 
programs. She also writes of her work in trying to advance a social justice 
agenda in her program (2000, 2001). 

Delong (1996) explored the values and attri butes she brought to the work of 
school superintendent in the province of O ntario as she sought to promote 
reform through self-study. 

Kosnik (1998) wrote about her work as d irector and fac ulty member in an 
elementary teacher education program at a university in O ntario. She focu sed 
on the collaborative work with both students and faculty that led to changes in 
the mean ing of teaching. 

Upitis, dean ofa teacher education program at a university in Ontario, worked 
with a faculty member to study the methods she used to create a positive 
environment for change and reform in the program (Upitis & Russell, J998 ). 
T his collaboration led to their collaborati ve conclusion that "good pedagogy 
leads seamlessly into good deaning." 

Johnston (Johnston with The Educators for Collaborative Change, 1997) , a 
professor at a university in O hio, directed a professional development school 
collaboration ,Lld wrote with many of the teacher participants.. She offered her 
reflections on the kind of leader;lJip position she tried to assume. 

Self-Studies of Teacher E ducation Reform 

Teacher education practices today exist in an era of reform, a time of political 
forces as well as internal intent ions to improve the preparation and professional 
development of teachers. T hese forces exert intense and often contradictory 
pressures in both teacher education and the schools where teachers work. Thus 
many se lf-stud ies are set in a context of reform, and often are written by those 
leading or intending to lead reform processes. Th is k ind of leadership is usually 
closely tied to administrative roles within the hierarchical settings of schools 
and universities. P re viously mentioned stud ies by Vavrus & Archibald (1998) 
and Hamilton (2000, 2001, and also in her role in the Arizona G roup, 2000) 
must be incl uded in this category. This category also includes a study by Sq uire 
(1998), who went from a teaching posi tion to a bureaucratic job creating stan­
dards of practice fo r teachers through a professi onal regulatory body in Ontario. 
Squi re's study focuses on how her work in the On tario College of Teachers, 
especially in the area of action research, helped her make sense of her own 
teaching life, sorting out its multiple strands as she work ed through the tasks 
assigned to her. 

The third category also includes research by a number of individuals who 
wrote sel f- study dissertations in educatio nal administration at the University of 
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Bath. Studies by members of the group supervised by Whitehead consisten tly 
focus on discerning how tile living valu (;s of the administrato r/ researcher are 
exp t" t" ~sed in the context of their wo rk . Beca use of the rich a nd multiple focal 
points of these studies, I have sckcted a single po rtion of each thes is to rev iew 
for this chapter. Austin (2001), a lready mentioned, is part of th is group. 

Loftus (1999), head of a primary school in l ~ n gland, examined how th e cu lture 
of the English school wher(; he was head teacher was developed, within the 
co ntext of bringing ;1 markct in g app roach to the school. 

Delon g (2002), a superintendent of schools in Ontario, brought a penetrating 
lens to her work in developing Action Resea rch as a focus fo r professional 
development in her district. 

Holle I (1997), head teacher of a secondary school in England , explo red the 
frus tra tion she ex perienced in a setting where both monitoring of teacher compli ­
ance wit h reform initiatives and a more personal and interactive form of profes­
sional development we re expected of her in wo rking with the same set of teachers. 

Topical Threads in Self-Studies of Admini trative Practices in 
Teacher Education 

In the remai nder of this chapte r. I review in some deta il the papers described 
above, o rga nized this time by major topica l threads foun d in the litera ture. These 
include pap ' rs that focus on issues of po wer (Up itis, 1996; pitis & Russell , 
1998; anke, 2000; Mills, 2002; Delong, 1996, 2002; Senese. 2000; Kos nik , 2002; 
Austin, 2001 ; Holley, 1997; Evans, 1995 ; oftus, 1999; Johnsto n with The 
Educators for Collaborative Change, 1997 ); papers tha t rai is ·lI es abmtt com­
munity ( pitis & Russell, 1998; Manke, 2000; Senese, 2000; G riffiths & Wi nd le, 
2002; Austin, 2001; Evans, 1995; Loftus, 1999): papers that raise issues of social 
justice (Hamilton , 2000, 200 1; Griffiths & Windle, 2002; Vavrus & rchibald, 
1998); and papers that consider issues of reform in Leacher education/teacher 
profes sional development from an administrat ive perspect ive (Hami lton, 2000, 
2001 ; Squire, 1998; Arizona G roup, 1996,2000; Vavrus & Archibald , 1998; Deer, 
1999: Delong, 2002; Holley, 1997). Naturally these categories overlap. For exam ­
ple, the nature of community is strongly affected by the ways power is perceivcd 
and used. Both social just ice and teacher education reform are sough t or imposed 
in env ironments of power and commu ni ty. Conversely, the exercise of power 
and the development of community are strong influences on efrorts for social 
justice and teache r education reform. 

Issues of Power 

Having written a di ertation focllsed on issu(;s of power in classrooms (Manke, 
1990), my memories of the literature review do not all ow me to sugg(;s t t hat 
there are on ly a few ways to understand the nature of this elu:; ivc concept. 
However, most of the work reviewed here relies on one or more of the fo llo\vi ng 
ideas about issues of power considered more broadly: 
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Table 36.2. Papers focused on major themes in the study of administration 

Issues of power Issues about Issues of social Issues of reform 
community justice 

Upitis (1996) Upitis & Russell Hamilton (2000, Hamilton (2000, 
(1998) 2001 ) 2001 ) 

Upitis & Russell Manke (2000) Gritl1th s & Windle Hamilton (Arizona 
(1998) (2002) Group, 1996, 2000) 
Manke (2000) Senese (2000) Vavrus (Va vrus & Va vrus (Vavrus & 

A rchi bald, 1998) Archibald , 1998) 
M ills (2002) Griffiths & Windle Deer (1999) 

(2002) 
Delong (1996, 2002) Austin (2001) Delong (2002) 
Senese (2000) Loftus (1999) Holley (1997) 
Kosnik (2002) Evans (1995) 
Johnston and The 
Ed uca tors for 

ollaborative 
Change ( J 997) 
Austin (2001) 
Holley (1997) 
Loftu s (1999) 
' vans (1995) 

• 	 Power can come from several sources, such as that inherent in a position 
such as dean or president, that inherent in acknowledged expertise (of which 
profess ors and medical doctors are often said to be examples), and that 
inherent in the possession of economic, political, or social power (corporate 
leaders, presidents, and high society leaders are examples) (Barnes. 1998). 

• 	 Power can be exercised either opel" others or with others, in autocratic or 
collaborati ve structures (Kreisberg, 1992). 

• 	 Power is most obvious as it is exercised by the strong, but it also available 
to weaker members of a society (Janeway, 1980). 

• 	 Power is evident not only in political documents, weapons, and punish­
ments, but also in administrative and social structures and in the nature of 
the gaze that the powerful cast upon the weak (Foucault, 1980). 

The self-studies in this section do not reflect all tbese ideas about power at the 
same time. These ideas are not mutually exclusive, but authors assume one or 
more of them as an underlying understanding(s) of power. This is appropriate, 
given that administrators and their faculties, employees, or subordinates typically 
accept the idea that power is assigned to them by the nature of their positions. 

pitis ( 1996; Upitis & Russell, 1998) exemplifies an administrator who intends 
to exert "power with" her faculty. If she accepts at all that she has power as a 
dean, she attributes it only to the position to which she has been assigned. Her 
interest is in developing strong communication with faculty and a sense of shared 
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enterprise that will lead everyone to work together for change a nd improvement. 
Sh grasps the existence of the "powers of the weak" (Janeway. 1980) as she 
struggles with some faculty who make it clear tha t her way of being dean is not 
for them and who interfere with her progress toward her goals. Interest ingly, 
the power she ~truggl s against is thl: power of the position to shape her personal 
and profc ional life, a ' she seeks time for research and learns LO do academic 
wri ting "curled up in the economy class of a crowded airplan.;' (Upitis, 1996, 
p, 76) She uses this struggle for her own ends, a :-; she seeks to model for faculty 
a balanced lifestyle that, even in a demanding job, allows time for her to feel in 
control of her o wn life and her own pleasures, 

Tappreciate U pitis' work because my own view of what it means to be a dean 
and my own values are similar to hers (M anke, 2000), Like p iti s. I prefer 
"power with " to "power over." I recognize that there is power of position 
a igned to the dean's office and tha t I am exercising it whether I want to or 
not, even as an associate dean, In my paper, I refl ct on the idea tha t, even 
though I take pleasure in solving stud n t problems and receiving their thanks 
and smiles, I am exercising th power of my office as much as did a predecessor 
who reportedly liked to make students cry, In my earlier studies of cla sroom 
powcr, I was strongly aware of the mutual possession of power by the teacher 
an d the students. and I resist ed any analysis that gives power (and therefore 
responsibility) to the tcucher alone, This awareness, however, was based on the 
intensive and long-lasting interaction tha t occurs in classrooms. Writing the 
paper, I continued to doubt that without such inte raction the "power of the 
weak " (Janeway, J980) could be :t~ significant as those of the strong, After a 
longer perio~ in the dean's office, though, T would suggest that multi-year 
interactions with faclolly allow the powers of the weak to be q ui te well develo ped. 

Mills (2002), the third and last dean in this group. offers a distinctly different 
view of the nature of a dean's power. H e understands his power to come from 
hi s pO 'ition and, m ost specifically, from the resources his posit ion allows him 
to con tro l. I Ie is d ispl aseJ to discove r that his exe rcise of "power over" hanges 
irrevoca bly the rel ationships he has built as a peer of the faculty members in his 
college. T he pm'" rs of the weak include th a bility to refuse social comfort to 
the s tro ng (Jam:way, 1980), and M ills describes himself as losing frie nds \' hen 
he mak s deci sions without taki ng into account their po ints of view, He also 
exercises "power over" when he uses the resources he controls when fac uity 
behave in wa ys he judges to be un professiona l. 

Delong (199 ) defi nes the core of her admi nist ra tive wo rk in a school d ist rict 
in O ntario as on o f bu ild ing trust This places her squarely with pitis and 
Mank as o ne ho pref rs " rower with" to "power over," and who recognizes 
that the powe r o f the weak (J aneway, 1980) are oot only present bu t also able 
to interfere with her fTectivenes as an administrator if the necessary relation­
ships ar~ no t develo ped . M re than any of the authors previously re iew ·d. 
Delo ng places her admi nist rative position in a larger context, one that includ . 
forces tha t limit the success of her eff rts , As she attempts to build an action 
research gro up in her di strict (2002), Delong is fru stra ted by interfe nce from 
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colleagues and university staff. Perhaps she, located in an administra tive power 
structure, is able to place these frustrations in public view because they do not 
come from her superiors in school administration. This frustration also may 
arise from her assumption that, in addition to power of position, she should be 
recognized as having the power of ex pertise. 

Senl;se (2000) understands his power as being based on the skill with which 
he interacts with students (in the cl assroom) and faculty (in the profession al 
development program). Pe rhaps realistically in an American high school, especi­
ally one in a wealth y and progressive community, he is aware that the power of 
his position as assistant principal is severely limited vis-a.-vis the faculty. He 
must use "power With ," developing relationships with the faculty that lead to 
shared work in the improvement of teaching through action research. Thus 
Senese (2000, p. 229) develops three counterintuitive axioms based on his class­
room teaching: 

• Go slow to go fast. 
• Be tight to be loose. 
• Relinquish control in order to gain influence. 

The flrst and third of these are fairly obvious as examples of accommodating 
the weak (J aneway, 1980) or of exercising "power with ." You do not rush people 
faster than they want to go, and you can affect their actions more easily if you 
are not seeking to control their lives. The second axiom, though, reflects Sencsc's 
understanding of what his teacher colJeagues want: they are uncomforta ble when 
he seeks to make them more independent by refusing to provide a clear sense 
of direction or procedure for them. As assistant principal and leader of profes­
sional development, he has the power of expert ise, and the teachers a re un willing 
to allow him to completely abrogate that power. (See also the discu ss ion of 
Evans, 1995, below.) 

Kosnik (2002) describes her work as director of a teacher education program 
focused on intensive field experiences for the students. As a faculty mcmber in 
one program cohort, she has bccn able to engage in systematic research on a 
variety of aspects of the program ovcr a five-year period. She indicate~ that is 
through this research that she has been able to influence others in making needed 
change ," in the program. Although she makes some use of the power of posi tion, 
her primary source of power, she suggests, is the power of expertise. As a 
researcher, she brings her n:sults to bear as powerful change motiva tors, affecting 
action research, student workloads, communication between students and teach­
ers, and arrangements for practicum supervision. 

Johnston (Johnston with The Educators for Colla borative Change, 1997) is a 
univcl'sity professor who writes thoughtfully about the ways she used the power 
of her position in her work in a professional development site where she was 
designated as co-coordinator. Her thinking has strong connections for me 
because she makes an effort, as 1 have in the past, to deny her own power. She 
positions herself not as weak, but as neutral with respect to power. She seeks to 
be out of the arena of power. She refu ses, on most occasions, to offer the group 
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of teachers she works with either the power of her position as university represen­
tative and co-coordinator or the power of her expertise as experienced teacher 
and educated professor. She goes beyond not wishing to exercise "power over" 
to seeking not to exercise "power with": "In retrospect, I think I overdid the 
attempt to position myself in nonhierarchical ways" (p. 28). Interestingly, she 
finds that this attempt on her part made her role and the relationship with the 
university central to the discussion , which she thought was valuable. Yet she 
found that it also worked against possible learning for the teachers in the group. 
Later she defines her role in the group in three ways taken from the world of 
the newspaper: as an advertiser, a reporter, and an editor - but not a managing 
editor. She assigns herself roles that are vital to a paper's functioning, but are 
not directive. She continues to look for ways to position herself away from the 
location where power is used. 

Four members of what I term the Whitehead Group (all masters and PhD. 
students of Jack Whitehead at the University of Bath) also reflect on issues of 
power. Evans (1995) is a deputy head teacher of a comprehensive school in 
England, responsible for professional development and deeply committed to a 
constructivist approach to this work. The relationship between teacher and 
learner in a constructivist philosophy of education has one of its roots in "power 
with," and Evans sees her role as one of working with the teachers as they work 
out changes they can make in their classrooms that will lead to better student 
learning. To her dismay, some of the teachers would prefer that she tell them 
what to do or, if she is unable to tell them what to do, that she send them to 
be taught by someone who can. She is asked to appear as a confident leader, 
but she is left in confusion as to whether it is sufficient to be confident that 
constructivist methods are best. 

Austin (200]) writes as leader of a professional development group at a school 
in Alaska (US) that brings together student teachers and teachers in a course 
setting that allows them to reflect on and discuss their practice each week. 
Austin, who has considerable expertise in teacher reflection , attempts to assume 
neither the power of expertise nor the power of position, but focuscs on exercising 
power with the teachers in developing their process. She tries to conceal the 
power she does exercise, by arranging the room, the music, and the process of 
sharing floor time in the discus ion. At the same time, she is acutely aware of 
the power that t ;le teacher members of the group have in deciding whether or 
not to participate in this activity and how it wilJ proceed. She writes from a 
perspective of unease that reflects her understanding of her power. Will anyone 
sign up for the class? Will anyone come to the first meeting? WilJ this afternoon's 
session go well? W ill anyone sign up for the second semester of the class? 

H olley (1997) . head teacher of an English secondary school , parallels Delong 
in her frustration with the ways that the power conferred on her by position 
and expertise are limited by the larger social context in which she must work . 
She is called on to carry out, simultaneously, roles that she sees as antithetical 
to one another, especially becausc they involve relationships with the same 
teacher colleagues. On the one hand, she must serve as a monitor who checks 
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to see whether and how well they are carrying out the prescribed actions and 
process of their teaching. On the other hand , she is expected to engage the 
teachers in a selr-directed appraisal process of professional development in which 
they reflect on their own teaching with regard to their understanding or them­
selves as teachers. Eager to exercise power within the latter process, she is 
required to assume the power of position and the power of expertise while she 
exercises "power over" in monitoring the teachers. The power or administrative 
structures, the power of her gaze as she engages in monitoring the teachers, is 
controlling not only the teachers but also herself as she carries out her work. 
She and the teachers, co-located as "the weak" (Janeway, 1980) in this structure, 
seem unaware of any power they can use. 

Finally, Loftus (1999) writes as an English head teacher who works to bring 
an "industrial marketing perspective" to his primary school, but who learns in 
the process that maintaining the culture of the school in a marketable condition 
requires approaches to power other than those implied by that phrase. The 
portion of his work reviewed here is more relevant to the ensuing discu ssion 
about community than to this section about power, but it is useful to note here 
that his data indicate that members or staff felt that the culture they viewed as 
highly positive was actually created by the senior management of the school. 
One staff member said that it would be unfair not to support the management 
group because or the effort put into their work. Loftus himselr indicates that, 
despite many external pressures and internal changes, the culture of the school 
continued to be a positive one. This remark and those of the staff members 
seems to indicate that power was used collaboratively in a "power with" environ­
ment, even though Loftus apparently saw his power coming both rrom his 
position as head teacher and from his expertise in marketing approaches. 

Power and its many racets emerge as a significant theme in these 13 studies 
by 1] administrators rrom three English-speaking countries. A majority or the 
administrators prefer "power with" approaches, recognizing the powers of the 
weak (Janeway, 1980) while acknowledging the sources or their own power in 
their positions and their expertise. 

Issues of Community 

The idea that developing community is important in administration derives 
directly rrom concepts discussed in the preceding section on issues or power. 
Developing community is important if power-with (Kreisberg, 1992) is to be 
used and ir the mutuality of power implied in the notion of the powers of the 
weak (Janeway, 1980) is to be recogni7cd. Community, however, is an object of 
analysis with a history far shorter than that of power. Community has existed 
as long as humanity, but for most of those centuries community simply existed, 
unanalyzed, as a sort of artifact or human interaction. Even in the 18th and 19tb 
centuries, when intentional communities, orten utopian in nature, began to be 
developed, their purpose was not simply to create community but to achieve 
some particular goal of religion or socialism or agriculturalism. The complex 
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analysis of power tha t is so well-developed in the literature is no t pre ent in 
literature on community. which typica ll y assum s that comm uni ty is a positive 
and product ive condition and proce ds to ex plore how community can be 
created . T hi is the sta nce of the self-studies focusing on communit tha l are 
discussed here. n example of such literatu re is Sarason's ( 1972) T he Creation 
of Settings and ' uture Societies (cited by Upitis & Russell [ 1998J) which di '­
cusses wha t is needed to crea te strong new communities from the broken materi­
a ls of failed commu ni ties. 

Upi tis and R 1I sell ( 1998), for example, find their faculty of ed ucation in some 
disa rray, with facul ty d i ided into factions and a n overall aura of mistflL t. Upiti 
as dean and Russell as faculty member work to build a functioni ng communi t , 
to tra nsform the ame people who are so divided into a single working un it. 
Th ir paper foc uses on just one of the too ls emplo_'ed to achieve this l!nd, the 
developmcnt of improved communication among mem bers of the community. 
Abo bri fly menti oned are st ructural chang s that imply a reduction of distrib­
uted powe r and a concentra ti on of power in a more democra tical ly focu 'ed 
center. wi th positi ve motivation promoted by, "delivering ca refully worded and 
pass ionate messag s ill large ass mblie."' (p. 78). Among the communication 
ac tivities used are ind ivid ual con er, a tions. larger ua therings at which difficult 
topics are raised and confront d, and electronic messagi ng. This last is the focus 
of the self-stud the two ha ve written. Upiti es tablishes a list serve that he u es 
to communicate not only informat ion but also a vision of her deanship and of 
the community she wants to creak. T his featured i lea of com mun ication fo r 
c(lmmunity-build ing is thematic in a nu mb r of other se lf-studies. 

My own s If-st udy (Manke, 2000 ) includ es refl ections 0 11 the leadership style 
I pI' ~ r, which r ca ll rela tion al leadership. Somewhat like the styl f a teacher 
who channels class room interac tio n th r ugh her elf. so tha t the tuuents all 
interact with her and not with one an oth r. [ pictured mysdfat that time, ho rtly 
aft r a. sum ing my position, as the cent r of a web of r lationshi ps that could 
b described as a community. T his web of rela t ion~h ip ', ·till to some extent a 
feat ure of my work as as 0 'iak dcan, a llows me to move an agenda forward in 
the community while avoiding the co nfrontat ions be tween indi vidual that hall 
ch,lracterized the commu ni ty in to \ hich I came. As] write th is r am qu , til nino 
whether th is kind of comm uni ty interaction i~ healthy, yet r mU$t a Imit that it 
ha. a lloy d 'ome important cilangl!s to begin in an environment that has 
historically bu ri ed needed changes under a mo untain of co nfl icts. I might con­
cl ude that it 11 ,1 not cont ributed to changing the nature f th commu nity, and 
tha t I must wait for time and hange to alte r the balance of in fluence. But r al u 
ackno ledge th at over ~cv ral year the ki nd of interaction xpe rienced aJllong 
facul ty members has become consi tently gentler and more f cused on working 
togeth 1'. 

In hi~ If-st udy of his r lc as assi~ tant principal and professional developm nt 
leader in an American high schooL Senc;:,e (2000) d cribes hi role in creating 
a communi ty b I setting sta nda rds for th behavior of m !TIber , Participation 
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in the Action Research Laboratory is voluntary, and Senese has set clear expecta­
tions for how teachers will function if they choose to join. He indicates tha t this 
fi rmness in settin g expectations (enacting his axiom "be tight to be loose") has 
been effective in developing a community in which the teachers show respect for 
one another by accepting their responsibilities. Deadlines may be negotiated , 
bu t the premise that everyone will do the work and do it well is accepted by all. 
This stra tegy on his part may be related to U pi tis' (U pitis & Russell, 1998) 
provision of messages about the kind of community she is trying to create. 

Austin (2001), who studied her leade rship of professional development in a 
school in Alaska, combines features of Senese's, M anke's, and U pitis' concerns 
in seeking to create a community in which teachers can reflect together on their 
work. She worries that teachers will interact in negative or unproductive ways, 
that certain teachers (especially males), will dominate the discussion, and that 
tea chers will not a ttend the class or will not participate in the activities she 
suggests . Like Senese, she reflects COl1stan tly on the lessons she has lea rned from 
her teaching to understand how to respond to the teachers and wha t to expect 
of them. She gi ves them time to get started writing a bout their classroom 
experiences, knowing how her sixth-grade students often have trouble getting 
started with writing. As she does in her cL3::.sroom, she provides entertaining ice 
breakers and amusing gifts to loosen the tensions of the day. She uses structured 
tools for sharing the floor, tools she has found effective with her ~ tudents. Her 
work to create community has a tone of nurturing, motherin g care (Noddings, 
1986; Rudd ick , 1995), not surpri sing in an elementary school teacher. 

Evans ( 1995) focuses part of her study on her erTort to build community 
among a certain group of teacher-ad ministrators in her comprehensive school 
in England. She is convinced that they will be more elTeeti vc contributo rs to 
school improvement if they have a sense of collaborative community. Though 
they have been working together, they insist that their lack of knowledge about 
one another is an impediment to their work. Evans takes the risk of a~k in g thcm 
each to wri te a list of their own characteristics and then to give words describing 
the personal character istics of the other group members to them. It is hard fo r 
them to agree to do this, but in the end they do, and they find that in general 
their unders tanding of one another is quite similar to their individual self­
understandings. Later, Eva ns shares with the group an edi ted transcript, or 
story, of their meeting. She is clearly convinced tha t self-knowledge and group 
reflection on their interaction will lead them to a stronger sense of community. 

Griffi ths is working to crea te a community for the specific purpose of develop­
ing a research culture in her university, but she is also working to crea te one 
that is in tune with the political and social values that are so important to her. 
She demonstra tes what these values look like by co-authoring and co-presenting 
a paper (Griffiths & W ind le, 2002) with the research ad minis trator of her unit, 
a mem ber of the support stall She descr ibes her "research principles" as, "part­
nership, small-scale relevance, involvement in teacher education, [and being] 
inclusivc of all levels of research experience" (p. 88). These principles requ ire 
only a small amount of translation to be seen as social justice principles of 
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community, local action, goal-centered action, and inclusion of all people. T hus 
riffiths has created a strong link between the purpose of the community and 

the guiding values for its crcalion. The paper suggests that this cohesion gives 
strcngth to the growing community. I nterviews with participants prod uced 
descriptive words like encouragement, welcome, support, ownership, warmth, 
security, and understanding (p. 89). Windle's role in providing prompt, courteous 
support on request is highlighted. Griffitll ~ . indicates that a core value is a ba 'ic 
trust in human beings (p. 90). (Jriffiths and Windle conclude that "peace, laugh­
te r, enjoymen t, and exci temen t" are essential (p. 91). In the world of ocial justice 
that G riffiths envisions, communities maintain precisely these values for all. 

Loftus (1999) pro\idc~ an interesting contrast with riHiths and Windle. He 
enters his research with the intention ofappJy:ng industrial marketing knowledge 
to the English school where he is head, planning to sell the school as a desirable 
product to the parents of children who will attend. But an important focus of 
his work turns out to be the culture of the school community. He marvels at 
the ability of the culture/community to remain whole under the battering of 
personnel changes and increasing demands from the education cstablishment. 
Collec ti ng data from the school staff, he seeks to understand what st rengthens 
the school community and finds that staff support each other without relying 
heavily on senior management. Loftus perceives caring support among col­
leagues, as well. He asks not how he could or did create community but what 
his place was in the community. Based on data from the staff, he concludes that 
his ability to intercept negative interactions and to help reduce the stress of 
work in school was essential to the maintenance, if not the creation, of the 
school community. He also notes the potential for senior management to destroy, 
rather than support, the positi ve culture of the community. 

These self-studies of i s~ ues about community in American, Canadian and 
nglish teaching-learning environments portray self-study researchers who are 

convinced they have an active role in building community. Only Loftu~' (1999) 
study even questions the role or the "senior management," and he fi nds that he 
has an important role in maintaining, if not creating, the community in his 
school. In addition, these researchers have a clear sense of both the ki nd of 
community they want to create and the pragmatic purposes of creating such a 
community. Senese wants to create a community with clear expectations in 
which members take responsibility for their share of the tasks to be completed. 
M;J.nke wants a community in which problem-solving takes place in an orderly 
and civil-rlanner. G riffiths wants a community that exemplifies social justice 
and supports change in the research culture. Austin seeks to create a space in 
which all can participal in an equitable manner in order to encourage reflection 
and improved teaching. pitis seeks to put an end to the divisivenes and lack 
of focus she perceives in the community's past in order to move forward with 
reform. Evans wants a community that can work collaborat ively for change, 
and Loft us wants to maintain a community of mutual support among staff, a 
community that will encourage parents to see the school as a desirable place for 
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. Thus their children. Self-study has helped these eight administrators to clarify their 
ty and intentions in building community. 
1 gives 
)duccd 

Issues ofSocial Justice 
armth, 
lrt eous Only three self~ ·,!udies related to administration look explicitly at concerns about 
1 basic social justice. This may reflect a sense on the part of some self-study practitioners 
laugh­ that social justice and teacher education are not closely linked. For the authors 
justice of these studies, however, that relationship is not only clear but also preeminent. 
all. In the preceding section. I discussed G riffiths' social justice agenda (G riffiths & 
ile. He Windle. 2002), highlight ing the significance of social justice both in the purpose 

wledge of her work and in the kind of community she wants to build in an English 

sirable un iversity. Earlier in this chapter, I could also have examined her preference for 
using "power with" and her recognition of the "power; of the weak" (Janeway, KUS of 
1980). None of this is surprising in view of Griffiths' work as a femin is t philo­vels at 
sopher of education who emphasizes social justice in many publications. It is inring of 
tbis paper, however, that she makes explicit the connection between social justice ihmcnt. 
and her administrative role. Igthcns 

Hamilton (2000) initially titled her paper, "Change, social justice and reliabil­relvin to 
o 

~ 

ity: Reflections of a secret (change) agent," and then revisited the same events in19 col­
a second paper (Hamilton, 2001). As ':h!~ positions herself as a secre l agent, anIt what 
undercover worker in the effort to secure social justice in an American university, les that 
she implies that it is not an agenda pursued by many in the program of which ress of 
she was the director at the time the paper was written. H er self-study shows her of the 
using traditional academic governance activities - preparing position papers, lestroy, 
,ending informative e-mail messages, holding meetings - to promote an agenda 
of social justice for the teacher ed ucation program. Academics know how lengthy 

In and 
and intensive such processes are. Despite the fact that reform at her university 

ho arc 
followec1 a demand from the Board of Regents that the university "meet the 

( 1999) 
needs of America and Kansas ," (Ha milton, 2001, p. 109), a demand of a type

that he that rarely calls for social justice, Hamilton set out to use the reform process to 
in his promote that very end. After two years of work, the committee tabled the issue 

~ind 01' of social justice and had not returned to the topic when the papers were written. 
such a Ham ilton's review of her journals at this time reveals her sense of "horror 

IOns 111 that colleagues could vote against social justice" (p. Ill). In her self-study, she 
lpleted. explores explanations for this event, ranging from racism to person al animosity 

rderly to the effects of a changing and hardening political climate. She concludes her 
justice paper by foregrounding the responsibility of white scholars to raise and pursue 

pace 111 issues of social justice again st all odds. 
fl ection Vavrus, writing in Vavrus & Archibald (1998), also studies his role as an 
d lack administrator in pursuit of a social justice agenda in two American universities. 

rd with Vavrus' central assumption is that a clear conceptual framework, adhered to in 
'hangc. practice and bel ief, is the essence of teacher education reform and of quality 
stafr. a tcacher education. In his first position, he found a raculty with no interest in or 
lace for knowledge of their mission statement and, in addition, with no interest in the 
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social jus tice agenda that for Vavrus equ ates with reform . T hus he spen t years 
struggling to interest, convince, and move the facu lty in the direction he strongly 
bel ie ed was right. His account ind icates tha t hi s only success came because he 
was ab le to hire two new faculty membe rs (in a group of 15) who agreed with 
his agenda . By the end of his tenure in this posi tion, he was able to achieve a 
conceptual framework to which facul ty members were at least superficially 
committed and which met his criteria for reform. 

Moving to another position, Va vrus found anot her set of problems. Faculty 
seemed to share the values that underlay Vavrus' desire for teacher education 
reform wi th a social justice perspective but feared that written articulation of 
those vd ues would inhibit the creativity of their teac hing and curriculum design. 
It would seem tha t at some level they held liberal values of individual frccdom 
more deeply than the democratic and social justice va lues they also espoused. 
Just as in his previous position, Vavrus made use of the demands of state and 
national accrediting bodies fo r a clea rly a rticula ted conceptual framework. He 
employed this tool to push the faculty into creating "a structure and thread of 
their curricular ideology" (p. 154). T his appears to be an instance of "power 
over" operati ng under the guise of "power wi th." 'av rus had a definite ideo logical 
goal, which he promoted by stating that "they" (the accreditation bodies) want 
"us" (facu lty and Vavrus, the direc tor) to do it. 

T his ma ll group of stud ies raises th intercsting ques tion of wha t administra­
tivc paths will ac tually lead to an increase in the social justice oricn tation of 
faculty. In writings 011 the benefits of accred itation, it is often sta ted or hinted 
that accreditati n weaknesses are u efu l to schools of education as a way to get 
funding for improvements from their universities. T he parallel benefit of using 
accredi ta tion weakn s cs as a way to induce faculty to move in a direction 
preferred by leadership is rarely menti oned. T here is a definite contrast in the 
leadership focus of G rifl1ths, who seeks to model social justice in her adm ini stra­
tive work, and of Vavrus, who uscs the tools that come to hand to push faculty 
further into a social justice approach to teacher education. This point recalls 
comments by Juilfoyle (Arizona G roup, 1996), who writes abouL the tendency 
of cri tical teacher educators to em brace a transmissio n sty le of teaching, not 
taki ng responsibility for teaching other how to pursue social justice in the 
clas room. Hamilton is in a so mewha t different position as she describes her 
bel i f that faculty mllst mely support social justice whe n given the opportunity, 
and her distress at learning that they do not. 

Issues of Reform in Teacher Edllcation and Teacher Professional 

DeL'elopment 


A the 21st century begins, we appear to be living in an era of intense effor ts to 
reform teacher education. Som might ay that reforms led by conservative 
pOl ilical fo rces e king to achie e a deprofess ion alized, tate-contro lled curricu­
lum in schools throughout the Engli h-speaking world have now made teacher 
ed lca tion reform the arena for erasing the last vest iges of progressivism in 
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pent years schools. Others might hold up the standards-based reform movement as a road 
Ie strongly on which to realize the twin goals of equality and quality in education for all 
Jecause he children. As self-study practitioners in administrative roles choose one of these 
greed witJ1 views, or take a path between the two, their efforts at or response:; to teacher 
achieve a education reform become quite differen l stories. 

1perfIciall y Vavrus. for example, recognizes the anti-progressive aspects of much cunent 
teacher education reform, but seems to see the movement as having the potential 

IS. Faculty to make a reform agenda oriented to progressivism more effective (Vavrus & 
education rchibald, 1998). The discussion of his work in the previous section highlights 

:ulation of his views on this issuc. He seems to believe that, however reform is enacted, it 
um design. can remain progressive in effect At the end of his portion of the paper, he reflects 
al freedom that he feels confident that even if he were to leave his institution, the facu lty 
espoused. would continue in the direction he has made possible for them. When he speaks 

r state and of the faculty at his first institution and their resista nce to his effo rts, he does 
ework. He not recognize that they are using the "powers of the weak" (Janeway, 1980) to 
I thread of resist his power, the power of the strong. His work is an interesting example of 
of "power an effort to create community around a set of ideas, with the ideas very much 
ideological in the mind of the administrator, especially in his first position. 
,d ies) want Hamilton (2000, 2001), also discussed in the previous section. seems to reason 

much as Vavrus does. She hopes to use the procc:,s of curriculum redesign, 
dmin istra­ stimulated by accreditation pressures, to achieve progressive reform, only to find 
'ntation of her efforts collapsing around her because of faculty resistance to the values she 

or hinted seeks to promote. 
way to get Squire (1998 ) is not so radical a reformer. Precisely because she believes that 
ot of usi~ g standards-based reform will lead to better educational outcomes, she accepts a 
l directio~ position creating the standards for the Province of Ontario that will guide the 
rast in the work of teachers and teacher educators. At the end of a teaching career, she 
dministra­ almost luxuriates in her office job, where she has a phone on her desk and the 
.Ish faculty time and quiet to see a task through. She wonders, "How could she share with 
,int recalls her peers her beliefs about the positive new directions?" and "How can we kcep 
e tendency the teachers' voice as we frame policy')" (p. 13). Answering her questions involves 
~hi llg, not a process of engaging groups of teachers in action research to help develop the 
lice in the new standards. H er role was to analyze the data they created, uncover themes, 
~cribes her and share those themes with the teachers while weaving them into the standards 
pportunity, she was helping to create. It must be noted tha t this is a very power-filled set of 

lasks. Many have noted that one way to control the outcome of a meeting is to 
take one's place at the chalkboard to make notes and outlines of what is said. 
The opportunity to shape the resu lts acco rding to one's views is obvious. Yet 
the tone of Squire's self-study implies that she is genuinely striving to let the 
teachers' voices be heard . Thus, although Squire clearly believes that standards­

~ efforts to based reform is a positive influence, she also believes that such reform will be 
nservative ineJTective without the participation of representatives of the group that will 
td curricu­ teach to the standards. The power of her position allows her to influence the 
de teacher development of standards, but she seeks to share that power ("power with") with 
sivism in teachers. 
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Deer (1999) undertook the position of Head of the ,chool of Teacher 
Education at the niversity of Technology, Sydney, at a time of change and 
r structuring in teacher education, vhe n her institution was req uired to change 
the cul ture of its teacher educat ion 'chool from o ne of teach ing to one of 
research . O nc of h r ar as of professional in t rest was the theor of change, and 
she expected that the chang would not be easy and wou ld require much 
professio nal development fo r the faculty. She planned to "lead by xample" 
(p. 4) and I get feedback fro m the faculty on the effectiveness of her leadership. 
She a lso expec ted to be supp rted in the change process by her su pcriors. (The 
r lat io nship of leaders to their leaders is a topic tha t receives relati vely little 
d iscuss ion in most of the s If- ·tudies reviewed in th is chapter). 

D er doe ' not give a clea r sens of what she means by "lead by example," 
and her knowledge of change theory ~ cet11s to ha ve done little to eu hion her 
aga inst thl.! I.!xpected nega tive r spon e: of some of h r staff and the unexp ctcd 
lack of su pport by sen ior administra tors who met with her as sh proec ded on 
the road to reform. Still , when she retired after five yea rs in her position, he 
had b en able to accomplish the reforms tha t were her goals from the begin ni ng. 
racul t) had learned to be researchers and were includ ing research as wel l as 
teaching in the ir professional li ves. T here had been a larg increase in the number 
of graduat s in her progra m. And she had been able to obta in much of the 
fin anc ial support needed from the univ ri; lty admin istration . The in te rnal suc­
cess she attrib utes to the provision of fo rmal profess ional development oppor­
tuni ties for thl.! staff. In e~ ct, she approached the interna l 'lspec t of her 
adm ini stra tive work as a teaching task. What learn ing experiences could she 
provide that wo uld enable facult y to accept the chang s she had in mind? his 
is a straightforwa rd and systematic approach tha t seems qu ite different fro m the 
st lcs of other administrators incl uded in this chapter. 

D er's ' tudy was prcsen ted under the aegis of the Self-Study of Teacher 
Ed ucatio n Practices Special Intere t Gro up a t AERA. However. she defines sel f­
study as, "working out how to proceed and then r Ilecting on how my chosen 
course of actio n works" (p. 4). O ne reason for including it in this chapter is to 
high ligh t the contra~ t between a study like this and the more r vealing self-st udy 
that actually looks at the self, at one's own beliefs, actions, relat ionshi ps and the 
li ke, in tr ing to unders ta nd event s and processes. Without this aspect of sclf­
study , it i. d iflic ult to know much abo ut the underlying aspects of actions 
d scribed and processes used by the admin is t rato r. 

As a supe rin tend nt of schools in a school d istrict in Ontario, Delong's (2002) 
self-study dis 'cfl a tio n focuses on her efforts to reform teacher proll ssional devel­
opment by int rod ucing act ion resca rch for teachers, in ollaboration \ ith un iv r­
sity faculty . In some ways her task was parallel to tha t set f r DeLl", who was 
asked to ch ange the culture of her School of Education to a research culturv. 
Li ke Deer. Delong provided profcssional devel ,pmen t opportunities to . taff so 
they co uld learn a new way of wo rking and of think ing a bout th l.! W( rk they 
were al ready d ing. Like Deer, Delo ng identified a n a rea of professional expert ise 
for h r elf. For De r, tha t area was "change." and for Delong, it was "systems." 
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In the early years of her project, Delong used her political understanding of 
systems to forward her goals, whether with teachers or with administrators. She 
assumed an active teaching role, working with teachers to increase their under­
standing of action research and brin ging in university-based consultants to teach 
them more. After three years she was able to assume a supporting role that 
allows her the luxury of observing the teachers working out the results of her 
project, while she has time to enjoy observing what the) are doing. Support 
activities include moving the actual administrative work of the program to 
selected participants, assisting teachers in producing written representations of 
their work, and arra nging conferences and publications for dissemi nation of the 
research in environments that would feel sa fe to the teachcrs. 

Ccrtainly Delong's growing expertise in action research was a starting point 
for her power, and in the early years she made use of the power of her position. 
However, if we see her goal not as ensuring that teachers did action research 
but rathcr as ensuring that they became better teache rs through the action 
research process, it is clear that she has chosen a " power with" approach to the 
reform of teacher professional development. Her development of an action 
research network was carried out in collaboration with the teachers, who shared 
her goal of educational improvement. 

Holley (1995) was involved in teacher ed ucation reform from her role as 
deputy head of a comprehensive school. In the preceding section on issues of 
power, I described the conflicts she experienced between dual expectations for 
her rel ationships with teachers. Here I frame those same conflicts as warring 
approaches to ed ucation reform, particularly the reform of faculty professional 
dcvelopment. On the one hand , Holley was asked to "monitor" the teaching of 
a group of faculty, observing them in their classrooms, rating them on a se t of 
predetermined criteria and informing them of what they had done "right" :J. '.ld 
"wrong." This activity embodies a "power over" approach to teacher profess ion ;) l 
development that treats teachers as lack ing in the abilities neces:.ary for good 
tcaching: and capable of impro vement only by being chastised for their failures. 
This is the approach to education reform that ha s been implied in many govern­
ment-sponsored publications and in many publications sponsored by non-prollt 
and political groups in the United States. It is an approach that casts teachers 
in the role of "the weak." and thus invites tbem to use the "powers of the weak" 
(Janeway, 1980) to resist and subvert what is being done to them. 

At the same tim e (and this simultaneity was what frustrated her so deeply), 
Holley was also involved with the teachers in a process of 'appraisa l" that asked 
tl'G teachers to reflect on the strengths and weakness of their teaching and then 
work out what kinds of changes were needed in order to make them more 
effective as teachers. Holley's role was supposed to be one of talking with and 
listening to the teachers as they carried out this process. Such a role is similar 
to the role of "cri tical friend" often held up as a model in self-study research. 
Thi ; process gives teachers responsibility for their own development and for the 
quality of their own work, avoids deskilling them in the improvement process. 
and moves them toward increasing professionalization of their roles. It is a 
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"power wi th" proccs!) that invite ' teachers to co-crea te improved tea hing and 
lea rning in their schools and classrooms. 

The imposition of two oppo "ing processes at the same moment wa not pai nful 
on ly fo r Holley; it was almost guaranteed to fail. lIow could the teachers change 
their responses to Holley dependi ng on whether he came to th m waring her 
"mo nitor' hat or her "apprais r" ha t? How cou ld they as lime d i~ r nt stances 
rel ated to power with the !)umc per 'on, depending on what she sa id her role 
was'] llow could t rust be cult ivatcd? T his situ at io n is analogous to teacher 
ed u at ion r ro rms in the United States that say to teacher candidates, "We will 
work with you, using perfo rmance ass ssmenlS and rubrics, to ensure that ou 
can meet the p\.!claQ.ogy and conten t standards needed for good teach ing" and 
then add, '·S ut. by the way. ou will not be allowed to complete the progra m 
unless you pass co ntent and pedagogy tests over which neit her we nor you have 
any con trol." 

The AriLona G roup, a collaborative of rO llr women facult y in teacher educa­
tion, wrote in I 96 of their journ y throu gh a "maze of contraind ica tions" in 
deali ng with teacher ed uca tion refo rm. For Pinnega r, the role of cand idat s' 
cxperi nc in teacher education was in the foreground. Would they be treated 
a' "blank lates" or as slakS cuve red wi th mi informatio n. or w uld they be 
trea ted as wners of valuable experience that could be incorporated in their new 
learning!>? The parallel wi th Holle 's concerns (above) is obvious. F r Guilfoyle, 
teacher educa tIO n reform must not in volve Ifo rts at " transmission of even th 
most desired valu s. but a fe mi nist, colla borat ive approach to I arning that 
res pe ts the I a rne r. " Placier speaks or the need to r spect the val ue of existing 
pract ic s, to seek cha nge without denigrati ng the worth of what i. being dOl e 
no\ . Hamilton echocs P inn (Jar in seeking to ~ r err li nd the role or experie ce 
and wea e needed theoretical lea rn ing into spaces wi thin and around experience. 

When these four came tog:~ ther fOLir yea rs la ter (Arizona Group, 2000). rhey 
ch Sc not t identify themselves by name as they addressed "myths and legends 
or tea her education rero rm." O ne or them asked how reform ould take pia 
in deeply di ided facu lty group. where ' I de' n was exerci si ng "power 0 er" to 
def1 ne and im pose changes called ro r by outside group. One round that little 
change was taki ng place. de. pite much talk of reform, while ano ther fea r d the 
conser vati ve political power that was manda ting rdorm. How could it be that 
the reform pre ' Ut s that had been working on schools ror years had now 
pendrated th p rceiv d 'afcty or tea her education? 

Dur ing the 1996- 2000 peri d, the Arizona G roup's perception of teacher 
education rerorm seems to have shifted from one that saw it as a problematic 
in ternal process invol ving decisio n-maki ng within . chools of education to one 
that recognized it as impo ed by exterior po litical rorces thut ga ve li ttl e consider­
a tion to the knowledge and expertise or teacher education facul ty, even at major 
research universities. T his shift moves t ' acher educator from th position of 
·' the trong:' \ ho may need to be aware f the "power of the wea k," (Janeway, 
1990) to that of the \V ak, who may be a ble to e rcise their power subversively. 
It cea. es to ask whether they lI ' "power-wit h" or "power-over" (K rci berg. 
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aching and 1992), and positions them as the recipients of power-over, dreaming of the 
possibility of at least having access to power-with. It exposes them to the gaze 

not painful (Foucault, 1980) of politicians and bureaucrats, who claim ,he ability to control 
leI'S change their every move. And it robs them of the power of expertise, of position, and 
vcaring her even of their status as white, middle-class, educated prolc:;~;ionals at high-prestige 
'ent stances institutions (Barnes, 1988). 
id her role I have arranged this section so that these self-studies by administrators can 
to teacher portray what I see as the progress of teacher education reform in my own 
s, "We will country, the United States. What I hear from colleagues in other English­
'c that you speaking countries suggests that the reform proccss is the same in varied contex ts, 
ching" and differing only in how far it has gone. I conclude that self-studies by administrators 
Ie program have the potential to broaden our view of what is transpiring in the name 
l' you have of reform. 

her educa­
Conclusioncations" in 

:andidates' As a participant in the Self-Study of Teacher Education Practices Special Interest 
be treated Group, I have been both faculty member and administra tor and, for the past 
Id they be several years, only an administrator. I typify the self-study practitioner who will 
1 their new not give up the methodology and practice of self-study just because the class room 
Guilfoyle, is left behind or is not the sole focus of her professional life. I began this chapter 

)f evcn the asking myself what might be the special value of sel f-study of administrative 
rning that practices in teacher education. I recognize tha t self-study can lead to deep self­
of cxisting understanding when it involves reflection on context and practice, review of past 
lcing done reflections, and collaboration with fellow self-study researchers or critical friends. 
~x perience I conclude the chapter in the belief that this self-understan ding can rai se and 
p;perience. consider critical questions about the ways people in education work together 
1000). they (issues of power and community) and about the goals they set (social justice and 
~ d legends teacher education reform, for ex ample) that may be unique to self-study by
lake place administrators. I urge self-study practitioners who are administrators to continue 
r over" to this revealing work. I also urge administrators who work with self-study prac ti­
that little tioners to consider self-study as a mode of learning about administration that 
fcared the can make great contributions to educators' understanding or the context and 
it be that practices that surround them. 
had now 
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