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ABSTRACT 

The purpose of this study is to examine and describe teacher empowerment at 

McCluer High School where whole-faculty study groups are being used for sustained 

professional development. Whole-faculty study groups were introduced to the McCluer 

faculty as a means for ongoing professional development within the structure of early 

release days. Teachers were asked to submit topics of interest to study during each school 

year. Group size ranged from 4 to 12 members. Groups were composed of members 

within the same academic discipline or from different academic disciplines. Teacher 

empowerment was measured by the School Participant Empowerment Scale (SPES), 

which considers six dimensions of empowerment: decision-making, professional growth, 

status, self-efficacy, autonomy, and impact. Teachers rated their overall sense of 

empowerment at the "agree" point of the 5-point rating scale. Four dimensions on which 

the teachers rated their empowerment between "agree" and "strongly agree" were status 

(4.35), impact (4.35), self-efficacy (4.32), and professional growth (4.28). The other two 

dimensions, decision-making (3.16) and autonomy (3.55), fell between the "neutral" and 

"agree" points. The baseline data suggests that, overall, teachers perceive the following: 

they have status within their school; their school provides opportunities for them to grow 

professionally; they possess the skills and abilities needed to help students learn; and, 

they have a positive effect and meaningful influence on school life. For classroom 

teachers to have higher scores on the SPES, the amount of time designated for teacher 

collaboration needs to be increased and facilitation training needs to be provided. 

Vll 



CHAPTER I 

INTRODUCTION 

Title of Thesis 

Teacher Empowerment 1 

Professional Development: A Study of Teacher Empowerment in a School Using 

Whole-Faculty Study Groups 

Introduction 

In typical school settings, teachers tend to work in isolation during their school 

day. Their work-planning lessons, creating assessments, scoring exams, and teaching­

is rarely collegial. Teaching is one of the fe~ professional areas in which the professional 

works "alone." Surgeons perform operations with other doctors, lawyers work closely 

with other attorneys when trying cases, and advertisement campaign developers work 

with a team to develop slogans and promotions. 

In the mid-1980s, teacher empowerment became a focus for educational reform 

(Short & Johnson, 1994). Business organizations found that empowered workers 

contribute more to the profit of the company at a lesser price. Educational leaders dealing 

with similar output concerns and financial restraints are also delving into empowerment 

strategies for their personnel (Short & Johnson, 1994). 
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The absence of teacher empowerment as a vital component of school 

organizations has compelled quality teachers to leave teaching and potential teachers to 

choose other professions (Empey, 1984, as cited in Erlandson & Bifano, 1987). The 

failure of schools to provide a true professional environment has an adverse impact on 

current and potential teachers. McLaughlin, Pfeifer, Swanson-Owens, and Yee (1986, as 

cited in Erlandson & Bifano, 1987), discovered several conditions of the work 

environment that contribute to teacher frustration and disillusionment. Two factors are 

"lack of teacher input for decisions that directly affect their work and the absence of the 

opportunity for collegial exchange to examine new and alternative practices" (1987, p. 

32). 

One way to promote collegial exchange is through the purposeful establishment 

of professional development time. Unless schools have monthly professional 

development time built into their schedules, when would teachers have time for collegial 

interaction? Many teachers complain about professional development opportunities 

during school time because they have little or no voice with regard to the topics chosen. 

Typically, professional development consists of "one-shot" coverage of a subject, and 

that topic is selected administratively. Teachers should be involved in meaningfu~ 

teacher-centered professional development that contributes to their empowerment and 

collegial interaction. 
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Statement of the Problem 

The purpose of this study is to examine and describe teacher empowerment in a 

school where whole-faculty study groups are being used for sustained professional 

development. School settings that empower teachers dramatically contrast with those that 

fail to recognize, respect, and involve teachers. Since teachers work in isolation most of 

the school day, time needs to be scheduled for collegial interaction and teacher voice. In 

addition, teachers need to be engaged in meaningful, teacher-centered professional 

development. Many school districts provide for professional development time in the 

school calendar. In contrast, whole-faculty study groups create student-based/teacher­

centered professional development for teachers that is designed by them to meet their 

individual and professional needs. 

Rationale for the Study 

The ultimate goal of education is student achievement. Teacher empowerment 

might assist in laying the foundation for achieving that goal. Benefits of teacher 

empowerment include an added sense of teacher ownership, increased job satisfaction, 

improved teacher motivation and commitment, better communication, more efficient 

decision-making, and improved quality of teaching. Empower the teachers; release their 

untapped talents. 

One way to cultivate teacher empowerment is through whole-faculty study groups 

for professional development. Study groups are one component of a school-wide 

professional development design. The structure of study groups gives teachers the 
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responsibility for designing their own professional development. No one tells a study 

group exactly what to do. Each study group selects a student need that members want to 

address, and the members decide how they will address that need. 

Independent Variable 

The independent variable is a variable that affects--or is presumed to affect-the 

dependent variable under study and is included in the research design so that its effect 

can be determined. In this case study the independent variable is whole-faculty study 

groups. 

Dependent Variable 

The dependent variable is a variable affected--or expected to be affected-by the 

independent variable. In this case study, the dependent variable is the score on the teacher 

empowerment scale. 

Hypothesis 

Teachers at McClu~r High School who are active members of a whole-faculty 

study group will have a high (at or above "agree" on a Likert scale) teacher 

empowerment score. 
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Limitations of Study 

I. The number ofMcCluer High School teachers who were given a survey and 

consequently returned the survey. 

2. Of those surveys returned, some may not be completed and, consequently, results 

might be somewhat skewed. 

3. The study did not consider which study groups teachers participated in during the 

2001 - 2002 school year. Some study groups may have accomplished more than 

other groups. 

4. Teachers at McCluer High School were only involved in whole-faculty study 

groups for one school year (2001 - 2002 school year). This data reflects their 

perceptions at the end of their second year of whole-faculty study groups. 

5. Other factors beside whole-faculty groups may have contributed to teacher 

empowerment. 

6. The sample of teachers was delimited to only those teachers who taught at 

McCluer High School during the 2001 -2002 school year and have returned to 

teach for the 2002 - 2003 school year. 

7. The study was delimited to one particular high school, McCluer High School. 

8. Teachers completing the survey were representative of the faculty at McCluer 

High School. 

9. The interpretations of the survey caused some varying responses and estimates. 

1 O. Measurement of teacher empowerment was delimited to one survey for this 

research. 



Teacher Empowerment 6 

Definition of Terms 

Teacher Empowerment-A late 1980s catchphrase that describes the enhanced control 

teachers have over decisions that affect the school workplace generally and the 

classroom in particular (Lichtenstein, 1991 ). Empowerment is the "process 

whereby school participants develop the competence to take charge of their own 

growth and resolve their own problems" (Short, 1992, p. 6). 

Whole-Faculty Study Groups---A type of teacher-centered professional development 

where teachers join together in small groups with a topic of their choice to 

increase their capacity through new learning opportunities for the benefit of 

students, themselves, and the school (Lick, 2000). 

Summary 

The purpose of this study is to examine and describe teacher empowerment in a school 

where whole-faculty study groups are being used for on-going professional development. 

Therefore, it is necessary to continue with this research so that professional development 

opportunities are designed to empower teachers and with the intention that future studies 

may benefit from this research. 



CHAPTER II 

REVIEW OF LITERATURE 

Introduction 
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Teacher empowerment has been a key element in education reform since the late 

1980s. It has its roots in the literature on teacher dissatisfaction, autonomy, 

professionalism, and shared decision-making (Erlandson & Bifano, 1987). Teacher 

isolation has been a common problem in schools, resulting in little collegial interaction 

between teachers and those in authority. As a result, individual teachers relied on their 

abilities to detect problems and find solutions (Short, 1992). 

Empowerment has been defined as a process whereby school participants develop 

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

(Short, 1992, p. 6). Moreover, according to Short, empowered schools are organizations 

that created opportunities for competence to be developed and displayed ( 1992, p. 6). 

In schools that have made meaningful change, teachers were given significant 

input into what happens in the classrooms and schools (Morris & Nunnery, 1992). 

Attention was given to roles in decision-making and increased opportunities for 

meaningful, collaborative dialogue between teachers. 
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Teacher study groups are based on the premise that teachers themselves are the 

best resource for professional growth and support as they engage in changing and 

improving classroom practices (Keedy, Winter, Gordon, & Newton, 2000). Teacher study 

groups, also called whole-faculty study groups or teacher collegial groups, are designed 

to maintain a tight focus on individual teacher improvement. 

Teacher Empowerment Models 

Various authors have provided their own ideas of teacher empowerment. In the 

model described by Romanish (1991, as cited in Morris et al. 1992), an empowered 

teacher incorporates a teacher's belief in his or her ability to act, and it includes a 

dimension of professionalism. This dimension reflected a belief that empowered teachers 

participate in control of the profession and in the settings in which educators function. 

Yonemura ( 1987, as cited in Morris et al.) identified three means to teacher 

empowerment: the invention of curriculum, the fostering of peer relationships, and the 

promotion of collegial study that encourages a paradigm shift in perspectives about 

children. 

According to Goyne, Padgett, Rowicki, and Triplitt (1999), empowerment is a 

process rather than a product. It is a journey rather than a destination. They also identified 

some difficulties with empowerment. The school leader can't just announce the 

philosophy of teacher empowerment and then sit back and wait for it to happen. Teachers 

can't be involved in areas of decision-making where they have a don't have a real stake. 

It is pointless to give teachers decisions to make with no power behind it (Goyne et al.). 
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For example, it is pointless to involve teachers in the decision about the type of 

commercial stove to buy when renovating the school cafeteria' s kitchen. 

Goyne et al. ( 1999) also described three keys to empowerment: share information 

with everyone, replace the old hierarchy with self-directed teams, and create autonomy 

through boundaries. Information sharing builds trust. Teachers must have performance 

information about their school and their students. Self-directed teams must learn the skills 

of team-building and conflict resolution to be successful collaborators. Clarifying the 

vision, mission, and goals of the school by its members should create those necessary 

boundaries. Empowerment can be an excellent way for building-level administration to 

build strong, effective teams within a school (Goyne et al.). Remember the old adage: 

"Two heads are better than one." 

Lichtenstein ( 1991) studied secondary school teachers who participated in a 

program designed to implement changes in a school curriculum and/or pedagogy. One of 

those programs, the Urban Math Collaborative, empowered teachers to extend themselves 

professionally. The safety, support, and stimulation provided by the group validated the 

teachers' risk-taking. Those teachers became less intimidated about experimenting in the 

classroom because they could now gauge whether the educational choices they made 

could be considered sound within their respectful, tolerant, yet critical professional 

community (Lichtenstein et al.). 

One on-going case study of how a group of teachers became classroom 

researchers has implications in teacher empowerment. Doing classroom research changes 

teachers inside and out, and therein lies the power. Nihlen' s (1992) study asked two 
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questions: What does the classroom research mean for the teachers' classrooms and what 

does the classroom research mean for the teachers ' professional development? Teachers 

had to learn how to become classroom researchers. The empowerment drawn from this 

new learning and new sense of professionalism enables them to have a voice in the 

administration of the school (Nihlen). 

Teachers in Louisville, Kentucky, have a renewed sense of empowerment 

generated through their involvement in a professional development experience called the 

High5 Project. Short-term inservice had failed previously in the district. Now, teachers, 

not district office personnel, designed the High5 professional development. Instead of 

focusing on organizational processes and structures, High5 professional development 

focused on student achievement and teaching skills that extended beyond knowledge and 

comprehension. The professional development was long-term, instead of just offering 

short-term workshops. As a result, a new climate of professionalism and empowerment 

took hold in the district, as revealed by the following indicators: teacher involvement in 

decision-making, professional development for student achievement, teachers as 

instructional leaders, sharing new knowledge in professional settings, and improved 

professional climate within schools (Wheelock, 1995). 

According to Keedy et al. (2000), professional development was an effective 

empowerment strategy when the following factors converged at the school: "An 

atmosphere of support and trust; teachers assuming leadership roles through administrator 

encouragement; voluntary participation combined with professional norms fostering 

teacher involvement; diverse, active learning and self-directed learning experiences 
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connected to teacher work context and expertise; integration of efforts to improve 

classroom teaching and learning with school-level improvement; and, professional 

development as a way of life" (p. 2). Empowered teachers use their professional 

autonomy to make school-wide pedagogical decisions and to relate collegially with their 

peers. 

Since 1991 , George Mason University (GMU) has prepared teachers through a 

professional development school (PDS) model that empowers teachers to assume 

leadership roles as clinical faculty and site coordinators (Lecos, Cassella, Evans, Leahy, 

Leiss, and Lucas, 2000). A key feature of GMU' s PDS model has classroom teachers 

serving as clinical faculty who share responsibility for support and supervision of school­

based interns. Teachers are trained for these responsibilities in a graduate-level course, 

which includes practice in clinical supervision and mentoring and a review of knowledge 

bases for adult learning and teacher development (Lecos et al.). The reflection of the 

teachers in the PDS indicated that the PDS partnership with GMU created learning 

communities for research and practice as a result of teacher empowerment in a variety of 

leadership roles. These classroom teachers were provided opportunities for leadership as 

teacher educators and change agents-without leaving teaching. 

According to the data collected by Morris and Nunnery (1993), teachers involved 

in a PDS with Memphis State University felt that their participation in the program 

enhanced their empowerment along the dimensions of mentoring self-efficacy, teaching 

self-efficacy, collegiality, and professional knowledge. In Arizona, research from a PDS 

collaborative with Arizona State University also showed attributes of teacher 
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empowerment emerging in the professional development schools. PDS teachers typically 

develop strong feelings of autonomy, have more opportunities to collaborate with other 

PDS teachers, and take part in the "great conversation" of education as they engage in 

dialogue about all aspects of educational processes with their peers (Neufeld and 

McGowan, 1993). 

Collaboration and teamwork with peers were dimensions of teacher 

empowerment noted by Fay ( 1992, as cited in Morris et al.). Maerhoff ( 1988, as cited in 

Morris et al. found) believes that teachers must achieve professional status, knowledge, 

and access to decision-making to be empowered. Short (1992) believed that 

empowerment is generally associated with site-based management and shared decision­

making. Through her research, Short (1992) identified six dimensions of teacher 

empowerment: (1) decision-making, (2) teacher impact, (3) teacher status, (4) autonomy, 

(5) professional development, and (6) self-efficacy. 

Decision-Making 

"This dimension of empowerment relates to the participation of teachers in 

critical decisions that directly affect their work. Providing teachers with a significant role 

in school decision-making is a key element in empowerment in which teachers gain the 

opportunity to increase control over their work environment" (Short, 1992, p. 9). 

Teacher Impact 

"Impact refers to teachers' perceptions that they have an effect and influence on 

school life. Teachers, as with all adults, require challenges and support in order to grow 
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personally and professionally. Feedback from colleagues is important to teachers' sense 

that they are having an impact" (Short, 1992, p. 13). 

Teacher Status 

"The status on the empowerment scale refers to the teacher's sense of esteem 

ascribed by students, parents, community members, colleagues, and superiors to the 

position of teacher. Recognition ofthis esteem can be found in comments and attitudes 

from the various constituents of the school environment, response to the teacher's 

instructions, and the respect afforded to the teaching profession" (Short & Johnson, 1994, 

p. 5). 

Autonomy 

"Autonomy, as a dimension of empowerment, refers to the teachers' beliefs that 

they can control certain aspects of their work life. This may be control over scheduling, 

curriculum, textbooks, and instructional planning. The hallmark of autonomy is the sense 

of freedom to make certain decisions" (Short, 1992, p. 13 ). 

Professional Growth 

"As a dimension of empowerment, professional growth refers to teachers' 

perceptions that the school in which they work provides them with opportunities to grow 

and develop professionally, to learn continuously, and to expand one's own skills through 

the work life ofthe school" (Short, 1992, p. 11). 

Self-Efficacy 

"Self-efficacy refers to teachers' perceptions that they have the skills and ability 

to help students learn, are competent in building effective programs for students, and can 
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effect changes in student learning. Self-efficacy develops as an individual acquires self­

knowledge and the belief that he or she is personally competent and has mastered skills 

necessary to effect desired outcomes" (Short, 1992, p. 12). 

These dimensions of teacher empowerment advanced the discussion of teacher 

empowerment beyond mere rhetoric and provided a framework for developing strategies 

to help teachers become more empowered in their work experiences. 

Whole-Faculty Study Groups (Teacher Study Groups) 

Teacher study groups provide an important structure for gaining autonomy and 

serve as a primary vehicle for growing professionally while concurrently building 

communities oflearning and providing avenues for self-actualization (Cramer, 1996). In 

these groups, teachers remain in charge of their own independent learning and seek to 

reach personal goals through interaction with their peers. 

Many schools already have various teacher groups in operation, such as building 

or district committees, task forces, or similar groups. The difference is that these groups 

are generally appointed by administrators who provide the group focus. The control of 

the group is determined by someone outside of the group. Teachers involved in such a 

group see themselves as completing an agenda determined by someone else, even though 

that agenda might be an important one (Cramer, 1996). 

In contrast, teacher study groups are originated by teachers choosing to 

collaborate in learning about a topic of common interest. The control of the group lies 

with the group itself. According to Cramer (1996), the control manifests itself in two 
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distinct but intertwined areas: "Members individually control their personal inquiries and 

explorations; and, the group members together control the cooperative direction of their 

study" (p. 8). 

Teacher study groups may produce some sort ofreport or project, but a tangible 

outcome might be secondary to the environment that the study group produces. Teacher 

participants are learners empowered to take ownership of their own learning (Cramer, 

1996). They bring to the table their own understandings and experiences, and in the group 

setting, the teacher participants attempt to explore new understandings and discover new 

ideas. Therefore, Cramer insists that the "interpersonal infrastructure" of the study group 

is essential to the both the group's and each member's successes. Each participant should 

feel a sense of fairness and responsibility. Commitment to the group is voluntary and 

generally sustained through intrinsic rewards (Cramer). 

Cramer ( 1996) also noted two additional results of teacher study groups besides 

teacher empowerment: "First, most groups ac!Jieve a kind of synergy, wherein the group 

achieves more than any individual might by working alone. Second, groups that continue 

to work together find that individual goals often become indistinguishable from group 

goals" (p. 10). Teacher study groups are a natural and effective means for teachers to 

have control in strengthening and directing their professional learning (Cramer). 

According to data collected by Keedy et al., under certain conditions, teacher 

study groups can empower teachers through the group nonns of experimentation and 

dialogue and through professional support to reconceptualize their teaching. Group 

facilitators might also be a key element to empowering study groups. Keedy et al. 
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suggests that teachers who value teacher experimentation and inquiry about their practice 

should serve as group facilitators. Empowered teachers transform the traditional norms of 

teacher classroom isolation into those of collaborative activity and shared responsibility 

for learning through teacher study groups. 

Teacher study groups support independent thinking and alter teachers' 

relationship to knowledge. Since teachers design both the content and the process of the 

study group, they have a stake of ownership in the group. Taking responsibility for one's 

own learning, thinking independently, and exercising choice are all elements of an 

effective classroom. If this is what teachers desire for students in their classrooms, then 

teachers should experience those processes as well (Clair, 1998). 

Ted Sizer found that schools will not get "significant, long-term reform" 

without "collaboration among teachers" (Cramer, 1996, p.16). Teacher study groups can 

be the sought-after link to meaningful staff development and consequently impact school 

improvement by making a connection with sharing information to classroom applications 

at the hands of empowered teachers (Cramer). In study groups, one ends up with a group 

of teachers joining together to increase their capacity through new learning opportunities 

for the benefit of students, themselves, and the school. 

Powell, Berliner, & Casanova (1992) conducted a study about teacher study 

groups. Their study began as an attempt to reconnect the world of practice with the world 

ofresearch, therefore returning to teachers the decision-making power of professional 

growth. The study group was called Readings in Educational Research (RER). Powell, 
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Berliner, & Casanova found that the teachers gained professional knowledge and a sense 

of self-efficacy by participating in such study groups. 

Without meaningful professional development to support teachers, they soon 

burn out. Without meaningful professional development to guide teachers, they might try 

and then abandon an important topic of school reform. Whole-faculty study groups 

provide a vehicle for sustained, job-embedded staff development and create a school 

culture that helps principals support their teachers (Mahon, 2003). 

According to Mahon (2003), principals empower teachers when they provide 

professional development that is directly related to what the teachers are doing in their 

classrooms. Whole-faculty study groups are driven by student and teacher needs and 

interests. 

Cramer (1996) lists the following benefits of whole-faculty study groups: 

1. "Study groups embody a whole-person philosophy of professional 

development as opposed to traditional, isolated inservice approaches" (p. 

35). 

2. "Study groups increase teacher motivation and generate excitement about 

personal learning" (p. 36). 

3. "Study groups reduce teachers' feelings of isolation and build professional 

networks" (p. 36). 

4. "Study groups support change and facilitate the application of new 

knowledge to classroom practice" (p. 36). 
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In short, whole-faculty study groups provide an opportunity for teachers to think 

through their own beliefs, share ideas, challenge current instructional practices, blend 

theory and practice, identify professional and personal needs, and become empowered. 

For this to happen, group members need to have autonomy over their learning, and 

groups need to be formed voluntarily (Cramer, 1996). Teachers in study groups must 

make a commitment to the study-group process. Goals should be set by each group and 

revisited to reaffirm or adjust the goals at each meeting. Successful study groups are 

grounded in the principles of collaboration. 

Summary 

According to Cramer ( 1996), teacher study groups are an effective means for 

professional development. Teachers are at the forefront of change and growth in the 

classroom; it is vital that they be actively involved in the change process by developing 

their own staff development programs. Few inservices are aimed at teachers attaining 

personal goals through collaboration. Many staff development opportunities are short, do 

not involve teachers engaging in dialogue, focus on one topic for the entire staff, and 

have little or no follow-up. Teachers are then limited to being passive consumers rather 

than active participants (Cramer). Control of that kind of staff development does not lie 

within individual teachers and does not empower teachers. 
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METHOD 

Introduction 
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This study was a descriptive research study using survey questionnaires. This 

study investigated the relationship between whole-faculty study groups and teacher 

empowerment. Teacher empowerment was measured by the School Participant 

Empowerment Scale (SPES). The SPES described the degree to which conditions in the 

school fostered teacher empowerment. 

Subjects 

The subjects were 97 classroom teachers at McCluer High School of the 

Ferguson-Florissant School District in Florissant, Missouri. Classroom teachers in this 

study participated in whole-faculty study groups during the 2001 - 2002 and 2002 - 2003 

school years. The backgrounds and years of experience of the subjects vary. Eighty-one 

of the 97 subjects returned the surveys. 
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Table 1 
Demo~ra(!hic Data 

Variable N % 
Gender 

Males 32 39.5% 
Females 49 60.5% 
Total 81 100.0% 

Academic Degrees 
Bachelor's Degree 30 37.0% 
Master's Degree 51 63.0% 

Average Age 43.1 
Average Years of Teaching Experience 15.5 
Average Years in Current Position 9.3 

Sampling Procedure 

Based on the specific purpose of the research and the knowledge about the 

population, a purposive sample was used as the sampling procedure. In a purposive 

sample, the researcher does not simply study whoever is available, but uses her judgment 

to select the sample for a specific purpose. Not all of the current classroom teachers at 

McCluer High School who were available for the study could be used. Only the teachers 

who were active members of whole-faculty study groups for the 2001 - 2002 and 2002 -

2003 school years participated in the study. 
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Research Setting 

McCluer High School is a suburban high school with approximately 1700 

students and 129 certified staff members. Of those 129 certified staff members, 114 are 

classroom teachers. There are eight administrators, six guidance counselors, and one 

library media specialist. The SPES was given to 99 of the 114 classroom teachers. The 

other 17 classroom teachers were not involved in Inquiry Groups for both the 2001 -

2002 and the 2002 - 2003 school years. Eighty-one of the 97 teachers returned the 

surveys. 

Three school years ago, the Ferguson-Florissant School District established early 

release days for students in order for teachers to engage in ongoing, monthly professional 

development. Whole-faculty study groups were introduced to the McCluer faculty for the · 

2001 - 2002 school year as a means for ongoing professional development within the 

structure of early release days. Teachers were asked to submit topics of interest to study 

during the school year. Nine final topics were chosen for the study groups: 

1. Exploring Small Schools 
2. Bridges against Racial Polarization 
3. Educational Book Readings 
4. Closing the Achievement Gap 
5. Developing MAP-like Assessments 
6. Increasing Student Literacy 
7. Increasing Parental Involvement 
8. Technology in the Classroom 
9. New Colleagues 

Study groups met six times per school year for 1 ½ hours each time. For the 

2002 - 2003 school year, teachers were allowed to stay with the same group or chose a 

new study group. 
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Statistical Treatment of the Data 

Demographic characteristics were compiled and placed into subgroups. Table 3 

displays this information. 

Table 3 
Demogranhic Characteristics 

Variable N % 
Gender 

Males 32 39.5% 
Females 49 60.5% 

Age 
22-29 9 11.1% 
30-39 22 27.2% 
40-49 19 23.5% 
50-59 29 35.8% 
60 & Over 2 2.5% 

Academic Degrees 
Bachelor's Degrees 30 37.0% 
Masters's Degrees 51 63.0% 

Years of Teaching Experience 
5 years & under 19 23.5% 
6-10 years 15 18.5% 
11-15 years 7 8.6% 
16-20 years 10 12.3% 
21-25 years 12 14.8% 
Beyond 26 years 18 22.2% 

Years in Current Position 
5 years & under 33 40.7% 
6-10 years 25 30.9% 
11-15 years 5 6.2% 
16-20 years 7 8.6% 
21-25 years 6 7.4% 
Beyond 26 years 5 6.2% 
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Data from the SPES was compiled and analyzed using descriptive statistics tool 

on Microsoft Excel. Most importantly the means and standard deviations (SD) were 

calculated for each subscale and the total scale. Table 4 displays this information. 

Table 4 
Means and Standard Deviations of Classroom Teachers' Res~onses to the SPES 

Decision Professional Self- Total 
Subjects Making Growth Status Efficacy Autonomy Impact Scale 

N 10 Items 6 Items 6 Items 6 Items 4 Items 6 Items 38 Items 
81 3.16 4.28 4.35 4.32 3.55 4.35 4.00 

0.59 0.29 0.23 0.15 0.41 0.16 0.52 
Note: Scale Range= 1-5 1 = strongly disagree 5 = strongly agree 
Top number in cell = mean Bottom number in cell = standard deviation 

Rationale for Selected Statistical Treatment of Data 

Descriptive statistics were used to describe the basic features of the data in this 

study. They provided simple summaries about the sample and the measures. Descriptive 

statistics were used to present quantitative descriptions in a manageable form. Each 

descriptive statistic reduced large amounts of data into a simpler summary. 

The central tendency of a distribution is an estimate of the "center" of distribution 

of values. The mean or average is the most-commonly used method of describing the 

central tendency. The standard deviation is a more accurate and detailed estimate of 

dispersion because an outlier can greatly exaggerate the range. Standard deviation shows 

the relation that a set of scores has to the mean of the sample. 
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Of the number ofrespondents, 60.5% of the teachers were female, and 39.5% 

were males (Table 3). Gender proportions were less divergent than national proportions. 

According to the 1996 data of all teachers in the United States reported in the Digest of 

Educational Statistics (2001), 74.4% of teachers were female, and 25.6% were male. 

Information on the age of the teachers was collected as a "fill-in" response. 

Respondents ages ranged from 25 to 60 years old (Table 3), and the mean age was 43.1 

years old (Table 1 ). The mean age is compar~ble to the national mean age for teachers, 

which is 44 years old (Digest of Educational Statistics, 2001). Age categories in Table 3 

were created to provide a more complete picture of the ages of the teachers in the study. 

The modal age of the teachers in this study was 50 to 59 years old (35.8%). 

Of the number ofrespondents, 63% of teachers have Master's Degrees, and 37% 

have Bachelor's Degrees (Table 3). Nationally, 54.5% of teachers had Master' s Degrees, 

and 43.6% had Bachelor's Degrees (Digest ofNational Educational Statistics, 2001). 

Subjects have a variety of years of teaching experience. Table 3 shows that the 

modal "years of teaching experience" of teachers was five years and under (23.5%), 
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followed closely by more than 26 years (22.2%). The rest of the distribution was under 

twenty percent each: 18.5% had between 6 and 10 years of experience; 8.6% had taught 

11 to 15 years; 12.3 % had 16 to 20 years of teaching experience; and, 14.8% had taught 

for 21 to 25 years. The mean for "years of teaching experience" was 15.5 years (Table 1). 

More than 70% of teachers surveyed had been in their current positions fewer 

than 10 years; specifically, five years and under (40.7%) and 6 to 10 years (30.9%). 

Approximately 2/3 of the 114 classroom teachers at McCluer High School have been 

hired in the past 6 years. Some of these teachers had prior teaching experience before 

joining the staff of McCluer High School. 

Teacher Empowerment Scale 

The scale midpoint for the Likert-type five-point scale was 3.00, identified as 

"neutral." Mean responses for each of the six subscales and the total subscale score were 

all above the scale midpoint (Table 4). As a result, each subscale had a positive rating. 

Two subscales had the highest means: Status ( 4.35) and Impact ( 4.35). The lowest mean 

was Decision Making (3.16). The mean for Decision Making was slightly above the 

"neutral" point of the scale. The means for Self-Efficacy (4.32) and Professional Growth 

(4.28) both fell above the scale point 4 "agree." The mean for Autonomy (3.55) fell 

directly between the "neutral" midpoint of the scale and the scale point 4 "agree." The 

Total Scale score had a mean of 4.00 at the scale point 4 "agree." 

Responses to the Decision Making subscale had the largest variance (SD 0.59), 

which had 10 items in the subscale. Responses to the Self-Efficacy subscale had the 
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smallest variance (SD 0.15), which had six items in the subscale. The Total Scale score 

had a standard deviation of 0.52. The means and the standard deviations appear to reflect 

reasonable values of central tendency and variability. 

The Total Scale score measured the total construct of teacher empowerment. 

Short (1992) defined empowerment as" ... the process whereby school participants 

develop the competence to take charge of their own growth and resolve their own 

problems" (p. 6). The result of the Total Scale score (4.00) suggests that teachers who 

participated in this study agree that they are empowered. 

However, teachers did not agree they are equally empowered in all six subscales. 

Two subscales were between the "neutral" point and "agree" point. The Decision Making 

(3 .16) subscale " ... relates to the participation of teachers in critical decisions that directly 

affect their work ... ," (Short, 1992, p. 9). In many cases, decision-making refers to 

participation in decisions involving budgets, teacher selection, scheduling, curriculum 

design, and other programmatic areas. The Decision Making mean suggests that teachers 

are not totally empowered in all decisions affecting both the school and themselves. Item 

19 (Table 2), "I am involved in school budget decisions," had the lowest mean (2.30) of 

the 10 items in the subscale. The building principal works with the department chairs ( 17 

teachers of the 114 classroom teachers in the school) to establish the needed textbook and 

supply budgets each year. The item within this subscale with the highest mean (3.90) was 

Item 1 "I am given the responsibility to monitor programs." Teachers give input through 

department chairs and surveys about the effectiveness of various programs throughout the 

school. 
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Autonomy was the other subscale between the "neutral" point and the scale point 

4.00 "agree." The Autonomy (3.55) subscale " ... refers to teachers' beliefs that they can 

control certain aspects for work life. This may be control over scheduling, curriculum, 

textbooks, and instructional planning" (Short, 1992, p. 13). The Autonomy mean of 3.55 

suggests that teachers do not have autonomy witlr regard to schedules, curriculum design, 

or textbook choices, but they may have input. Item 11 (Table 2), "I am able to teach as I 

choose," had the highest mean (4.00) of the four items in the subscale. This result 

suggests that regardless of the level of autonomy teachers have with regard to curriculum, 

they agree that they have flexibility with regard to how to teach those objectives. The 

item with in this subscale with the lowest mean (3.00) was Item 5 "I have control over 

daily schedules." This result suggests that teachers do not decide the bell schedule or 

daily rotation calendar for block scheduling. 

Four of the six subscales have a score above the "agree" scale. Teachers perceive 

that they are empowered in Professional Growth ( 4.28), Self-Efficacy ( 4.32), Status 

(4.35), and Impact (4.35). The Professional Growth subscale " ... refers to teachers ' 

perceptions that the school in which they work provides them with opportunities to grow 

and develop professionally, to learn continuously, and to expand one's own skills through 

the work life of the school" (Short, 1992, p. 11). Five of the six items in the Professional 

Growth subscale were above the 4.00 "agree" point. Item 2, "I function in a professional 

environment," had the highest mean (4.6). The lowest mean (3.9) of this subscale was 

Item 31 "I have the opportunity to collaborate with other teachers in my school." This 

result raises questions regarding teachers' perceptions about study groups. Perhaps 
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teachers who ranked this item lower were not active participants in their study groups or 

would rather collaborate with teachers in their academic disciplines about that issues 

specific to their content areas. 

In this study, ongoing professional development was provided to the teachers 

through whole-faculty study groups. Perchance whole-faculty study groups have made a 

positive impact on the Total Scale score. 

The Self-Efficacy subscale " .. . refers to teachers ' perceptions that they have the 

skills and ability to help students learn, are competent in building effective programs for 

students, and can effect changes in student learning. Self-efficacy develops as an 

individual acquires self-knowledge and the belief that they are personally competent and 

has mastered skills necessary to effect desired outcomes" (Short, 1992, p. 12). Whole­

faculty study groups embody self-efficacy with their structure and purpose. Study groups 

increase teacher motivation and create excitement about professional and personal 

learning. Two of the six items in this subscale had the highest means (4.50): Item 4 

(Table 2) "I believe that I am helping kids become independent learners," and Item 16 "I 

feel that I am involved in an important program for children." Perhaps whole-faculty 

study groups, such as the Increasing Student Literacy group, contributed to the mean of 

Item 4. Three of the six items in this subscale had the lowest mean (4.20): Item 10 "I 

believe I am empowering students," Item 28 "I believe that I have the opportunity to 

grow by working daily with students," and Item 32 "I perceive that I am making a 

difference." The means of all six items in this subscale were above the "agree" point. 



Teacher Empowerment 37 

The Sia/us subscale " . . . refers to the teachers ' sense of esteem ascribed by 

students, parents, community members, colleagues, and superiors to the position of 

teacher. Recognition ofthis esteem can be found in comments and attitudes from the 

various constituents of the school environment, response to the teacher' s instruction, and 

the respect afforded to the teaching profession" (Short & Johnson, 1994, p. 5). Whole­

faculty study groups reduce teachers' feelings of being isolated and build professional 

networks with other colleagues. Five of the six items in this subscale were above the 

scale point 4.00 "agree." Item 27 (Table 2), "I have a strong knowledge base in the areas 

in which I teach," had the highest mean (4.70). The lowest mean (4.00) for this subscale 

was Item 21 "I have the support ofmy colleagues." Overall, these results suggest that 

teachers perceive they have status within their school. 

The lmpacl subscale " ... refers to teachers' perceptions that they have an effect 

and influence on school life. Teachers, as with all adults, require challenges and support 

in order to grow personally and professionally. Feedback from colleagues is important to 

teachers ' sense that they are having an impact" (Short, 1992. p. 13). Study groups provide 

time for collegial interaction. And, consequently, they help teachers learn more than they 

might learn if they studied in isolation. Whole-faculty study groups support and facilitate 

changes that impact classrooms. All six items of this subscale were above the "agree" 

point. Item 6 "I believe that I have the ability to get things done" and Item 12 "I 

participate in staff development" had the highest mean ( 4.50) for this subscale. 

Obviously, teacher study groups were the primary vehicle for staff development at 

McCluer High School. The lowest mean ( 4.10) within this subscale was Item 36 "I 
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perceive that I have an impact on other teachers and students." Even though this item had 

the lowest mean, it is still clearly above the "agree" point. 

Surmilary 

The purpose of this study was to examine and describe teacher empowerment in a 

school where whole-faculty study groups are being used for sustained professional 

development. The hypothesis was that teachers at McCluer High School who are active 

members of a whole-faculty study group will have a high (at or above "agree" on a Likert 

scale) teacher empowerment score. As stated previously, the total scale score was 4.00, 

which is at the "agree" point on the Likert scale. The teachers who participated in this 

study had a strong sense of overall "teacher empowerment." 
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DISCUSSION 

Introduction 
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The purpose ofthis study was to examine and describe teacher empowerment in a 

school where whole-faculty study groups are being used for sustained professional 

development. The correlation between teacher empowerment and sustained professional 

development, such as whole faculty groups, is an important one. Although the research 

has been unable to establish a direct connection between teacher empowerment and 

whole-faculty study groups, it has uncovered some possible links between the two 

variables. 

The structure of whole-faculty study groups embodies the six dimensions of 

teacher empowerment. As stated previously, teacher study groups provide an important 

structure for gaining autonomy and serve as a primary vehicle for growing professionally 

while concurrently building communities of learning and providing avenues for self­

actualization (Cramer, 1996). Within each study group, teachers chose the topic to study 

for their sustained professional development. Therefore, professional development is 

focused at what the teachers are doing in their classrooms. Teachers in study groups are 

active rather than passive participants in professional development. 
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Implications for Effective Schools 

The overarching goal of any school is student learning. Consequently, the 

fundamental result of any new professional development strategy, such as study groups, 

is teacher empowerment that promotes enhanced student learning. It is important to have 

sustained professional development that empowers teachers. Teachers who are actively 

involved in meaningful, teacher-centered professional development that contributes to 

their empowerment and collegial interaction are perhaps better able to enhance student 

learning. Whole-faculty study groups bring individual needs and school needs together in 

a collaborative setting. The purpose of schools is to create the conditions where young 

people can learn to their fullest capacity and potential. As study groups are created and 

implemented, individual members and the group find that for their efforts to be 

successful, not only must the students change, but they, too, must change. Change in 

teachers ' behaviors is an immediate target of study groups. As teachers work together to 

become more skillful in their practices and in the materials they use, the focus shifts to 

students as targets and the students becoming more skillful. 

Recommendations 

Based on the results of the study, there is no evidence that the use of whole­

faculty study groups should be discontinued as a means for sustained professional 

development. The study groups must be well-structured and be effectively facilitated. It 

would be valuable to revisit the purpose of whole-faculty study groups at the start of each 
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school year and conduct end-of-the year professional development evaluations to seek 

teacher insights regarding group efficacy. Providing the group leaders with facilitator 

training would be beneficial to the effectiveness of the study groups. The amount oftime 

devoted to the early release days for the study groups could be increased to provide more 

time for sustained collaboration. The frequency of the study group meetings could also be 

increased from once a month to twice a month. 

The study would have been more complete if the School Participant 

Empowerment Survey (SPES) had also been given as a pre-test prior to the 

implementation of the whole-faculty study groups. 

Summary 

The baseline data collected in this study suggests that, overall, teachers perceive 

the following: they have status within their school; their school provides opportunities 

for them to grow professionally; they possess the skills and abilities needed to help 

students learn; and, they have a positive effect and meaningful influence on school life. 

For classroom teachers to have higher scores on the School Participant Empowerment 

Scales' Professional Growth subscale (Table 2), the amount oftime designated for 

teacher collaboration needs to be increased and facilitation training needs to be provided. 
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APPENDIX A 

School Participant Empowerment Scale (Copyright Paula M. Short and James S. Rinehart) 

Please rate the following statements in terms of how well they describe how you feel. 
Rate each statement on the following scale: 

1) I am given the responsibility to monitor programs. 
2) I function in a professional environment. 
3) I believe that I have earned respect. 
4) I believe that I am helping kids become independent learners. 
5) I have control over daily schedules. 
6) I believe that I have the ability to get things done. 
7) I make decisions about the implementation of new programs in the school. 
8) I am treated as a professional. 
9) I believe that I am very effective. 
10) I believe that I am empowering students. 
11) I am able to teach as I choose. 
12) I participate in staff development. 
13) I make decisions about the selection of other teachers for my school. 
14) I have the opportunity for professional growth. 
15) I have the respect of my colleagues. 
16) I feel that I am involved in an important program for children. 
17) I have the freedom to make decisions on what is taught. 
18) I believe that I am having an impact. 
19) I am involved in school budget decisions. 
20) I work at a school where kids come first. 
21) I have the support of my colleagues. 
22) I see students learn. 
23) I make decisions about curriculum. 
24) I am a decision maker. 
25) I am given the opportunity to teach other teachers. 
26) I am given the opportunity to continue learning. 
27) I have a strong knowledge base in the areas in which I teach. 
28) I believe that I have the opportunity to grow by working daily with students. 
29) I perceive that I have the opportunity to influence others. 
30) I can determine my own schedule. 
31) I have the opportunity to collaborate with other teachers in my school. 
32) I perceive that I am making a difference. 
33) Principals, other teachers, and school personnel solicit my advice. 
34) I believe that I am good at what I do. 
35) I can plan my own schedule. 
36) I perceive that I have an impact on other teachers and students. 
3 7) My advice is solicited by others. 
38) I have the opportunity to teach other teachers about innovative ideas. 

1 2 3 4 5 
1 2 3 4 5 
12345 
12345 
1 2 3 4 5 
12345 
1 2 3 4 5 
12345 
12345 
12345 
12345 
1 2 3 4 5 
12345 
12345 
1 2 3 4 5 
12345 
1 2 3 4 5 
1 2 3 4 5 
12345 
1 2 3 4 5 
1 2 3 4 5 
12345 
12345 
1 2 3 4 5 
12345 
1 2 3 4 5 
12345 
12345 
1 2 3 4 5 
12345 
12345 
1 2 3 4 5 
1 2 3 4 5 
12345 
12345 
1 2 3 4 5 
1 2 3 4 5 
12345 



Demographic Survey 

ID#: _________ _ 

Please respond to the following: 

1. Gender (Please Check): 

Female 

Male 
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APPENDIX B 

2. Total Years of Teaching/Educational Experience _____ _ 

3. Total Years in Current Position 

4. Age 

5. Educational Level (Please Check): 

Bachelor's 

Master's 

Specialist 

Doctorate 

6. 2001 - 2002 Inquiry Group 

7. 2002-2003 Inquiry Group 


