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ABSTRACT

This research study, while highly personalized tibuates in various ways to the
literature on public schooling. First, this studgludes a critique of the public schools
and posits that while public schools are the probleotentially public schools may also
be the solution. This allows multiple and noveknpiretations of the critique of public
schools. Second, while reflection and reflectivactice has been emphasized in the
teaching profession for decades, this researcly stifiers a reflection within the context
of a practicing principal, therefore, expanding plossibility of reflection application to
school leaders. Third, this study and my analysth® alignment of theories of action
and theories-in-use will provide a rich descriptretated to the application of the work
of Argyris and Schén to the contemporary principgdsFourth, there is much research
regarding principals as school leaders, howeves ditoethnographic study adds another
perspective to what it means to be a leader irtineent context of public schooling
through an under-utilized, but potentially powerfulethodology. Finally, this research
study may provide a new perspective to how onefeatige can be used to learn and give
voice to the voiceless.

Autoethnography is a qualitative research methaglodmd process. Through this
methodology, | was able to respond to my reseaunelstipns. The primary research
guestion for this autoethnographic study was, whatl, as a leader, really do and also

included were the following sub questions: How ra¢id are my theory of action and
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theory-in-use? What did | do as a leader of a ndwal? What can the narrative teach

me and others?
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PROLOGUE

Welcome to My Story

This is not another “feel-good” story that makes goy in the end. Certainly you
may cry, and it may even be at the “end.” This s$ay of doubt, skepticism, rage,
exhortation, hope and possibility; emotions rarelserved for “scholarly” writing. This
is where | begin my story, a story started yearBezaand finally being told, to be re-
lived, re-experienced, and felt again.

Some may have you believe that schools are free énmotion, free from human
feelings, free from those aspects of humanity astlg defined or measured. How do you
measure hope? How does one measure an individlity to show sympathy and/or
compassion? Are schools only about the three RadiRg, writing, and arithmetic?
Schools are much more than the three Rs. To ratiecsomplexity of the daily
occurrences in schools to these would be wrong.

This story is also about a few daily occurrences gthool and what these
occurrences may mean. Welcome. Bienvenido.

Hiring: No Ready, Set...Just GO

After teaching and then working as an after-sclppoyram director in a small

rural school district, | applied to be a principak new school. Prior to this time, the

school had not existed. | do not recall much frbminterview, other than there was a



conference room full of people who were on theringv committee and a note | later
wrote that stated, “l was me.”

It was June 3Dand principal contracts begin th&df July, so | knew it would
not be long before the committee would have made felection. In fact, it was that
same day, later in the afternoon following theriwiw, that | received a phone call from
the school district's superintendent offering thim@pal position to me. | had already
applied and interviewed. Of course | was goingateetthe position, | thought during that
phone conversation.

There were no long lists of requirements for tleiso®l. The only direction |
received for its opening was to contact the middleool principals for the list of students
who would attend the school and “do a good jobr’ $@me, this might have been a
nightmare; for me, it was a dream come true. lizedllater how much work this task
would require, but this was not a deterrent forgkeitement that | felt. | was given the
task of opening a new school, never having exisdteduld make the school whatever |
wanted. | was thrilled. But where would | start?’\Mget to that...

The School and the Students

At the time | was hired, | knew only a few detailsout the intent for the new
school. It was designed to only enroll ninth gratielents who qualified under the state’s
designation of “at risk.” The state’s AdministraiCode 08.02.03.10 states,

An at-risk youth is any secondary student grademsé¢hrough twelve (7-12) who

meets any (3) of the following criteria: a. Haseafed at least one (1) grade. b.

Has absenteeism that is greater than ten perc@it)(during the preceding

semester. c. Has an overall grade point averagésthess than 1.5 (4.0 scale)

prior to enrolling in an alternative secondary perg. d. Has failed one (1) or
more academic subjects. e. Is two (2) or more semeedits per year behind the

rate required to graduate. f. Is a limited Engpstficient student who has not
been in a program more than three (3) years. gsHlastance abuse behavior. h.



Is pregnant or a parent. i. Is an emancipated yguitha previous dropout. k. Has
serious personal, emotional, or medical problemis.d court or agency referral.
m. Upon recommendation of the school district asrt@ined by locally
developed criteria for disruptive student behayilmtaho State Department of
Education, 2015).

| also knew was there was a list of approximatélybtential students from each
of the two middle schools in the school districtgddhe previously condemned
elementary building was being rebuilt to housertee school.

While there will be much discussion later aboutshelents who would later fill
the hallways of this new school, I'll charactering early perceptions of the students
briefly. The students who fit the “at risk” defilmt are complicated and often lead
complex lives. There are a myriad of reasons whgesits are “at risk,” many of which
are beyond the individual's control. Some of thesssesons will be discussed in Chapter 1.
Nevertheless, the affect frequently played outcimosls, is often described by educators
as students who are disengaged or disinteresthool. These “at risk” students are
also described as disciplinary problems, attendpanzielems, and some educators believe
these students will ultimately drop out of school.

Nothing to Take for Granted

I had never been a principal before taking ontblis. There was much to learn
and even more to do. While | was excited abouettperience and asked myself big
picture questions, there were a multitude of dethiht had to be worked out prior to the
school year starting. What was the school’s misaiwh vision? What was the daily
school schedule? What classes would be offered? Supplies were needed? What
would teachers have and what would they need? &ilum? Assessment? Staff

handbook? Student handbook?



| began a list of the details that | needed tonatt® on a yellow legal-sized
notepad dated July*l There are six single spaced pages filled widiséhdetails. Among
the list are:

Schedule? Bus schedule? Classroom furniture? I8iaks to read? Articles?
Professional development plan? Rtl [response yvention] training? Class
schedule? Electives offered (hire two teacherg)@deit transfer? Assembly to
start year? Sports? Student roster? Summer hoteEv&ummer bbqgs? Budget?
Mission/vision? Mascot? Meet with every student patents? Transitions?
Standardized test scores [students’ scores]? [Btsiflgrades? [Students’]
attendance? [Students’] discipline? Student colleadership? Campus
improvements and public relations? Checklist falski Registrations? Groups for
the counselor? Lockdown and fire drills? Weeklyasodn Friday for Monday
staff meetings? Parent nights’ dates? Forms-eneolinRtl? Library? Grants?
Incentives? Calendar? Parent Newsletters? Musilghirshows? Dances?
Conferences? Ropes course? Yearbook? Class pieteirss week activities?
Talk with teachers about relationships. Calcul&@tudents that leave? Money
for extra curricular- plays/groups/clubs? Breakfasth? Potluck Fridays?
Supplies? Supply room? Whiteboards? Projectorsie€?fWho compiles
attendance? Who calls students’ parents? BookgtcGum? Textbooks?
Teambuilding activities? Monitoring- hall, befor#a school and transitions?
Detention- how/why/when/who? Mentoring projectsedie credit checklist for
students. College info?

Realizing that this new school had not existed avasurce of excitement, but at
the same time, | was not completely naive in myeustéinding of what it would take to
develop a positive school culture. The task wastlag, but | constantly reminded
myself of the “big picture.” (We’ll get to the “bigicture” in much more detail later.) |
noted on the bottom of one of the yellow pagesst$,| “Create opportunities that make
them [students and teachers] want to be there.”

Teachers

While the many details were important, | also krikat the teachers would be the

most important factor in student learning, so dyitime first few days on the job, |

scheduled a meeting with the school district'ssaast superintendent to find out about



the teaching staff. The meeting was brief, andai$ wot terribly informative, although |
did listen to what the assistant superintendenttbaay and | took notes.

There would be eight full-time teachers. In addifia part-time counselor and a
part-time special education teacher who would Wik the new school one day a week
to manage paperwork. Of the eight teachers, theze imvoluntarily transferred to the
school, and | was instructed that they would retirthe next few years. There were also
three teachers who voluntarily transferred to tee school from other schools in the
school district as well as an art teacher who weaently hired, and was not certified, but
had just graduated college and “has lots of enéffgpoted this statement in quotation
marks in my notes.) Finally, one teacher needdzktbired, and | was told the job
vacancy had already been posted to the schoolctistvebsite and the teacher would be
assigned to teach business classes.

The assistant superintendent also provided briedri@ions of the teachers. | was
cautioned to be watchful of the three teachers wé@ involuntarily transferred. Tylar
was assigned to teach a content area for whichdsecertified but had never taught in
his previous thirty-two years of teaching. Tyladtaso recently had some legal troubles
and he only needed to teach another year to bed@bdéire. Shelly had taught a number
of years and would most likely retire in a few sharars. Shelly was a teacher who, as |
was instructed, would only do what was required, bshould not expect any more from
her. Corrine was eligible to retire but was in resion from a bout with cancer. When
describing Corrine, the assistant superintendatgdthat after retirement the next big

event in a person’s life is death and sometimesirmoing to work delays the inevitable.



This information was provided, in my interpretatias “the bad news first.” The
assistant superintendent quickly switched to hisfldescriptions of the three teachers
who had voluntarily transferred to the new schdelo of the three were extremely
experienced and would be primary contributors gédthool, but one would be out on
maternity leave during the first nine weeks of ssthdhe remaining teacher who had
voluntarily transferred, Ashley, had taught two ngeand was becoming a good teacher,
but still may need some direction.

As | write and review my notes, | realize the blgédture this depicts;
nonetheless, | was not deterred. | remember thinkirople do not go into teaching
asking themselves, “How am | going to get by?” ¢iast, my assumption was most
people study and become teachers for a differenpigse, sometimes to “change lives,”
or to “mold the future generations.” My task, asaiv it, was to ignite, or in some cases,
re-kindle, the fire that drove these individual®iteaching.

Final Words...at the Beginning

What follows is what | have come to know. | do nlatim to have answers or to

be an expert in any field. What | have learnedilllgladly share. This journey has

already begun and you are welcome to become a patrt.



CHAPTER 1 - INTRODUCTION

My Background of the Uncovering of a Problem

As an undergraduate student, | was exposed to dhiesvef critical pedagogues
such as Paulo Freire, Donaldo Macedo, Henry GirBexer McClaren, and others. It was
at this time that my growing passion and desirehtange the system was born. | began to
recognize the problems inherent in schools anddéddio make my own practice a model
that would challenge the status quo. | chose tovolWwhat Purpel (1999) described as the
“prophetic voice” in “critique, outrage, exhortatichope, possibility and vision” (p.

117). | decided that | would teach, not in a tiadial sense, but in a way in which all
students would be allowed to learn and grow, ackedging my own biases, and
constantly reflecting upon daily practice. | woulot participate in what Freire (1970)
called “banking education.” This was not an easyrse of action.

Public schools in the United States have long lobamnacterized as unequal and
inequitable (Darling-Hammond, 2007; Gutierrez, 200dzol, 2005; Ladson-Billings,
2006; Lomawaima & McCarty, 1999; Macedo, 1994; Mam 1989; Oakes, 2005;
Spring, 2006). The unequal and inequitable natbiprblic schools have arguably
worsened in the past decade, even to the poinmeeBpown v. Board of Education of
Topeka et al. (Kozol, 2005), when apartheid scimgpolvas common in the United States.
De factoschool segregation is often compounded by theigallinature of school district

boundaries and the way in which public educatidumsled in most states.



An Example of Inequity in Idaho

The “Constitution of the State of Idaho” state$ection 1, “Legislature to
establish system of free schools. The stabilitsg cépublican form of government
depending mainly upon the intelligence of the pepiplshall be the duty of the
legislature of Idaho, to establish and maintaire@aegal, uniform and thorough system of
public, free common schools” (Idaho State Consaitytart 1X,8 1). The legal definition
of the term “uniform” includes the synonyms “equédkntical, invariable, same,
universal” (Burton, 2007). Therefore, Section 1ha Idaho State Constitution
establishes the legal responsibility to maintaneéfschools” that are also “equal” or
“‘invariable.”

In my home state of Idaho, Elementary School Acated in a community where
the income per capita is $15,693 (Sperling’s Bémtés, 2015) and the per pupil
expenditure is $5,286 (Idaho Ed Trends, 2015).ddrmaographics in Elementary School
Aincludes “67.5% Hispanic” and “29.3% White” and% of the students who attend
this school are eligible for the free or reduceghpeogram (Idaho Ed Trends, 2015). In
the school district where Elementary School A mated, the teacher salary schedule
ranges from $31,750 to $47,174 (School District ébgite, 2015). Elementary School B
is located in another Idaho town where the incoerecppita is $39, 980 (Sperling’s Best
Places, 2015). Elementary School B has a per pupiénditure of $16,973 (ID ED
Trends, 2015). The demographics in Elementary Sdhaacludes “63% White” and
“31.6% Hispanic). Only 29% of the students whoradt&lementary School B are

eligible for the free or reduced meal program (W& Trends, 2015). Furthermore, in



the school district where Elementary School B eated, the teacher salary schedule
ranges from $40,918 to $86,239 (School District é&site, 2015).

Elementary School B receives almost three timesitheunt of money to spend
per pupil than Elementary School A. The upper drti@teacher salary schedule in the
district where Elementary School B is located alinttmaibles that of the district where
Elementary School A is located. In Elementary StiByavhere more money is allocated
per student and the teacher salary schedule atinasies that of the other, the school
population is almost two-thirds white, while Elertealy School A, where there is one-
third less spent per pupil, the student populascdmost two-thirds Hispanic. It is likely
students attending the school where more mondlorsased for her/his education may
have access to not only more but also better ressur

Are Schools the Great Equalizer?

Inequities such as those between these two Iddiamkcare not anomalies in
public education in the United States. In fact,ttlead that exists and rarely differs, is
where there is a higher population of Hispanic¢cklar other minority groups, there is
also a higher rate of poverty and a lower per pexgienditure in schools (Kozol, 2005).
Yet, schools are sometimes referred to as the tgpaalizer” (Howard, 2010), where a
student who comes from poverty has the same opptesias any other student,
regardless of background. There is an abundanesseéarch and scholarly articles
indicating public education has not lived up tsthromise.

Another example that illustrates the inequitiepuiblic schools is through a
disaggregated analysis of the high school gradoaétes or drop-out rates. Orfield

(2004) indicates the rate of students who havemdmut of school during the last two
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decades has increased. When data are disaggréyatéthic and racial groups, Latino
and African American students have the lowest gasgltates, with a graduation rate of
56% and 52% respectively, while 76% of White stug@maduated high school (Orfield,
Losen, Wald, & Swanson, 2004).

“Bootstrapping” or “lifting oneself up the sociahé economic ladder through
individual effort, hard work and personal respoilgy (Rooks, 2012) is often given lip
service in public schools. Rooks (2012) continues,

Those born at the bottom-in other words those wbolavtypically be candidates

for bootstrapping-are now more likely to stay thdreis is particularly true for

African Americans who are stuck at the bottom ntbes any other group and
may even fall farther behind from one generatioth®onext.

Public schools are not the great equalizer, bubaesof many systemic social
problems. Schools most often sort students integoates along socioeconomic, racial
and ethnic lines. Schools have even been crediteghfishing students out” (Bahruth,
2004). Teachers have been as equally duped atuttenss, as teachers are typically the
people who unknowingly deliver the bootstrappingmmty their students. Even when a
teacher may recognize the contradictions inheresthools, it is an extremely
complicated matter about which to do somethingtdldy, | have wrestled with these
ideas and how to respond in the classroom.

The Last Hoop

While student teaching, | wrote an essay titledeTlast Hoop.” In this essay, |
described an experience where | witnessed onerstuglgrimanded quite fiercely by my
mentor teacher for being out of his chair whilemtpting to help another student. |

wrote,
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He not only didn’t care why the student was outisfdesk but when the student
told his story, the teacher didn’t stop yelling btiticized the student on a
personal level and told him to get to his deskmotdeave until the bell rang. |
heard the story from the crying distraught childtttold me that he wouldn’t “be
back tomorrow,” because the teacher is “mean.’as aiso told it wasn'’t the first
time he had been yelled at and/or criticized, amdsure that it won’t be the last.

This specific experience was the norm of my stutkemthing experience, which
led me to question myself. In the concluding peaph of that essay | wrote,

Student teaching has definitely taken its toll omand in many ways has affected

the ways | view education. Maybe the most detritalgmart of this experience is

what it is becoming, a list of reasons why | damént to be involved in a system
devoted to the promotion of the status quo. (Skouae01)

A Teacher's Comment and the Response: An Expressiafi Power
My early experiences as a teacher, while diffiemitl certainly negative, incited

more passion and desire to do something about Bogpthan did the hopelessness or
despair. During this time, | continued developing pedagogy, educating myself
through daily reading, and reflection of my ownsslisoom practice and through further
formal education in the form of master degrees.dttogless, | continued to struggle with
those who were my “leaders.” For example, follommgndatory professional
development training in phonics instruction andaladary, we were all given an
anonymous survey to complete. The following weekas teaching in my classroom
when the phone rang. It was my principal. He abyuggked, “What did you do?” and
continued, without waiting for a response, withnilsending someone to watch your
classroom; you need to come to my office immedyatetan Smith [school district
superintendent] and Walter Herman [school distsdistant superintendent] are coming
down here right now!” | could not think of anythim@pad done wrong or what might be

the issue. | hurried to the principal’s office, erhas if | were one of my middle school
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students awaiting punishment. When | arrived aonycipal’s office, | was again asked,
“What did you do?” | responded saying that | did kiwow. My principal instructed me
to stay quiet and agree to what the superinteralghiissistant superintendent were about
to tell me and he would help me. | sat down atpitiecipal’s round conference table in
his office and just moments later the superintehdad assistant superintendent arrived.
As the superintendent approached the table, heddhs document he was holding in his
hand across the table toward me and stated, ‘4sythirs?” | quickly recognized the
document as the anonymous survey | had complegeprévious week following the
professional development. | responded, “Yes.” Tiqgesintendent began telling me that
this sort of insubordination would not be tolerasedl that if | were unhappy and did not
want to do what was asked, he would accept mymasimn immediately. The
superintendent continued with some comments albeuschool district’s direction and
what | would be required to do. When the superidésn finished, the assistant
superintendent stated something about bringingerasdo the appropriate channels.
Then, as quickly as they had arrived, they turmetialked out. After the
superintendent and the assistant superintendentrigfprincipal asked to see the
anonymous survey. He read the survey and said t"sTi'@” as if he were expecting to
see something and it was not there. (At the bottbthe survey | had written that |
viewed literacy as more than just phonics and volzaip and that a more holistic
approach would allow for deeper learning and litgrdevelopment.)
Defining “Leadership”
Leadership, as | had come to know it, was synonymdath a title, such as

principal or superintendent. Leadership was a osit. eadership was about power and
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control. Leadership in schools was about managiifsiand kids. Leadership was about
talking football. | was once told, “Those who caméach. Those who can’t teach, teach
PE. Those who can't teach PE, become adminiss.ator

Realizing that | was not making much progress iangjing the system, | thought
that widening, what some call my “sphere of infloeyi could have more affect. Even
though | was skeptical, it was at this time | apglio enter the educational leadership
master degree program. While | realized that egramadministration degree did not
guarantee an administrative or leadership positioampleted this degree. The
culminating activity of this program was to writéreeory of action paper. In my theory
of action paper, titte@€hanging the Discourse in Public Schqdldiscussed not only my
frustrations with the contradictions found in petdchooling, but also a new definition of

what it means to be a leader. | wrote,

Leadership is not a job, nor a title. Being a leddes everything to do with the
individual. Bennis (2003), in his bodkn Becoming a Leadestated, “...people
begin to become leaders at that moment when thagelér themselves how to
be” (p. 47). However, making the decision “to b&much easier said than done.
“All of the leaders | talked with,” continued Besni‘agreed that no one can teach
you how to become yourself, to take charge, toesgyourself...” (p. 49).
Therefore, while societal and other individualdluences are great, “...other
people are the mirror in which we see ourselvesitfin, 1997), and often
determine who people become, the ability to leadbsarecognized through the
ability of ‘self’ to overcome the world’s power toanipulate. (Skousen, 2007b).

Writing, as described by Richardson (1994), is athod of inquiry, a way of
finding out about yourself and your topic” (p. 518uthoethnography is a research
methodology that is inclusive of a process andodyet (Ellis, Adams, & Bochner,
2011). Therefore, as | write and come to know thhomy own experience, |1 once again

hope to raise consciousness and promote change.
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Stating the Problem and Issuing a Challenge

My dismay of public schooling stemmed from the wredginequitable, racist, and
classist backdrop of public schooling, as well@ssls lacking leaders and reflective
practitioners. Nonetheless, | persisted, earnirgrwaster degrees, one of which was in
educational leadership. As | concluded the degreslucational leadership, | wrote a
theory of action paper. In this paper, | also issaehallenge to myself, to become the
type of leader | had described, one who would be tbbuild a school where equity,
equality, and critical consciousness would be iem

In response to this challenge, | accepted a pasasoprincipal. In this position, |
had the opportunity to open a new school, based aptew concept which had not
existed in the past. Many questions arose in mydragl took on this challenge, but the
most dominant was: Would | be able to live up tocogvictions and lead others in
providing schooling that was responsive to what veadly troubling me? | wondered,
“What the hell can leaders really do?”

As a newly hired principal, | was charged with dperthis new school in a
partially renovated former elementary school thatild serve the most at-risk student
population of 8 grade students in the school district. The stuslesre described as
failures and many had already begun discussingpilnigmut. The teachers who were
sent to teach in this school were considered Yg#rs,” two of the eight had already
begun planning their retirements. It was early &g | had received little direction from
the district office of what the school was to bet the opportunity of creating a school

that would better serve historically marginalizéadents was an answer to the challenge
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I had issued myself. It was this experience thaviples the context and background to
this research study.
Purpose of the Study

Autoethnography is a research method and prodbat $eeks to describe and
systematically analyze personal experience to whaled cultural experience” (Ellis, et
al., 2011). Sparkes (2000) wrote autoethnographieshighly personalized accounts
that draw upon the experience of the author/rebearfor the purposes of extending
sociological meaning” (p. 21). The primary purposethis study are two-fold: First,
systematically investigate my own experiences tetstand, gain, and extend meaning;
second, to provide an account of my own experiefarahe purpose of raising
consciousness and promoting change (Ellis, 2002)ganng voice (Boylorn, 2006) to
my experiences and myself.

Autoethnographic method emerges from the postmoeleriand is grounded
primarily in feminist theory and research. It ise8ponse to the positivist perspective that
“there is only one way to ‘do science’ and anylietdual inquiry must conform to
established research methods” (Wall, 2006). Thesefomight be viewed as an ironic
twist that I, a white male, would choose this melttiogy. Why would | have need of
voice? Wall (2006) states, “I find that the reles8 nudging of autoethnography against
the world of traditional science holds wonderfyiydolic, emancipatory promise. It says
that what | know matters. How much more promisdadihold for people far more
marginalized than 1?” (p. 2). Certainly, there atieers far more marginalized than I;

nevertheless, all deserve the right and opportuaityave a voice and a critique.
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Significance of the Study

This autoethnographic study is important and isleddor multiple reasons. First,
the opening words of Argyris and Schon (1974) eirtbookTheory in Practice:
Increasing Professional Effectivengs®vide insight into why this study is important:
“Integrating thought with action effectively hasagued philosophers, frustrated social
scientists and eluded professional practitioneryéars” (p. 3). This study offers one
case in which “thought” and “action” are questiongescribed and then analyzed, giving
the possibility of answering how thought and actiaety be integrated.

In addition, the implications of this study holdsificance for me as a
practitioner, researcher and scholar. Holman J@@#35) in the chapter titled
“Autoethnography: Making the personal politicalattd autoethnographies “help us
create, interpret and change our social, cultpitical and personal lives” (p. 767).
This study allowed me to question, describe andyaeaany own understandings, which
ultimately changed my life.

Finally, this study is significant to researchesxs)olars and especially
practitioners as they find meaning in my descrigiand analyses and question the
trustworthiness, dependability and warrantabilityny findings. These are key
components in qualitative research and this is@aibetrue in this study.

Research Questions

The central research question in this authoethpbggastudy is: What can |, as a
leader, do? This study also addresses the follovasgarch sub-questions:

1. How aligned are my theory of action and theory-#e2

2. What did | do as a leader of a new school?
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3. What can the narrative teach me and others?

The research questions posed in this study anchéftleodology require a
foundation from which to construct possible resgsnd herefore, in order to create an
understanding, there are four central tenets thiéd this background: critique of public
schooling, reflection, theory of action and theoryuse, and leadership. Through these
four tenets, this autoethnographic study takes form

Dissertation Outline

This dissertation is divided into five chapterseThist chapter provides an
introduction to this study, situating this studyaargt a problem statement, the purpose of
this study, the significance of this study, andliynthe research question. Chapter Two
presents a comprehensive review of literature.thind chapter describes the research
methods, including the rationale for selectingrésearch method, the forms of data
collected, a description of how the data was amalythe strategies used to increase the
validity and reliability of the study, potentiah&tal concerns and my role and
background as the researcher. Chapter Four premathtsighlights a series of vignettes.
Finally, in the fifth chapter, the implications thfe study are discussed, the strengths and
limitations drawn out and the applications of tiisdy presented with discussion about

possible future research studies.



18

CHAPTER 2 — REVIEW OF LITERATURE

Introduction

This chapter is divided into four sections. Thetfgection describes my critique
of schooling in the United States, which highlightg only the structure of schooling,
but also day-to-day occurrences in schools. Beggmiith critique is essential because it
outlines, in part, the underlying problems to baraied in this study. The second
section reviews the idea of reflection, includingodssion of theory and practice. |
include a review of the literature on reflectionaagrofessional practice because it was
through the reflective process that | began toyaainy experiences as a teacher and
principal. The third section details “theory ofiact’ and “theory in use” (Argyris &
Schon, 1974). Having been exposed to the work ois@rgyris and David Schén and
having the experience of working through and wgtan“theory of action” in my
educational leadership degree studies, these dma@sbeen central to my practice and
reflections as a principal. Finally, the fourthts&c is an analysis of leaders and
leadership in schools. Through my experiencesm@maipal, the research questions and
therefore this study, has emerged.

Critique

Kozol (1991), in his seminal woi&avage Inequalitieslescribes various public

schools in differing regions of the United Statesmninating the vast disparities that

exist. He vividly describes “ghetto schools” andrer-city” schools that were literally
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falling apart, “...full of sewer water and the doare locked with chains” (p. 35). Kozol
also notes these “ghetto schools” and “inner-c#tgfiools are comprised of ethnic and
racial minority groups, describing them not as aales, but as the realities of growing
up black, Hispanic or in any other marginalized onity group that is also poor.

Kozol (1991) quotes some of the children in theosth he visited. One student
stated, “It does not take long, for little kidsléarn they are not wanted” (p. 35). Another
student stated,

Now you hear them sayin’ on TV, ‘What’s the mattéth these colored people?

Don't they care about their children’s educatioB@t my mother did the best for

me she know. It was not my mother’s fault that wat accepted by those
people. (p. 35)

Finding “fault” with the oppressed, as the one studo eloquently stated, is also
part of Kozol's findings. Kozol (1991) states,

Children, of course, don’t understand at first tingy are being cheated. They

come to school with a degree of faith and optimiand they often seem to thrive

during the first few years. It is sometimes notiuhe third grade that their

teachers start to see the warning signs of faiByehe fourth grade many
children see it too. (p. 57)

Although Savage Inequalitiewas published over twenty years ago, in 2005,
Kozol published another bookhe Shame of the Nation: The restoration of apadthe
schooling in Americawhere he describes schools as worsening. Ko2852found
schools to be more segregated today than theypvesBrown v. Board of Education of
Topeka, et al. and the discrepancies in schoolifigndave equally worsened.

Kozol is not the only scholar who has establislieddase for inequity in
schooling. The case that widespread inequitieg alosg racial and class lines is well

documented (Anyon, 2005; Bowles & Gintis, 1976; €aK2005; Orfield, 2004).
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Darling-Hammond (2007) contends there is a “legafapequality in U.S. education”
especially when comparing student outcomes aceusal land social class. Ladson-
Billings (2006) not only agrees but goes as fastaing that changing the way schools
are funded to create equity is the “equitable astithing to do” (p. 9).

U.S. schools have a long, complex and contestedriisf disparities among low
income and minority students (Banks, 2009; Spr2@§6). These differences in race and
social class often correlate to poorer academimpeance in school. Scholars contend
this is due, in part, to educational opportunitieS. schools have denied certain groups
of students as a result of race and class segoag@&@utierrez, 2004; Lomawaima &
McCarty, 1999; Min, 2004; Myrdal, 1944; Tyack, 200Burthermore, Howard (2010)
would also argue that non-white and poor studeawe Ibeen and continue to be
marginalized in U.S. schools, as shown in achieveresels, quality of education,
resources, and in overall school experience. I{idv1) in his boolbeschooling Society
argues that schools further disenfranchise the.pdolaren (1989) in his bodkife in
Schoolsstates, “These [immigrants from Mexico, Centrad &outh America and the
Carribean] are the students most clearly devaluecha] continue to be culturally and
linguistically biased in favor of middle-class Aongbaxon students” (p. 13). Howard
(2010) states, “According to NAEP data, persisgams have existed in the educational
outcomes of white and certain Asian American sttselencomparison to their African
American, Latino and Native American counterpad®ss several important indicators
of school success for close to 20 years” (p. 14).

While the discrepancies in achievement and theativsshool experience in U.S.

public schools are consistent and continue tostadents across race and social class,
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another aspect may also contribute to this groynodplem: cultural differences. Howard
(2010) states,
Because the cultural characteristics that studgrtslor possess may be
diametrically at odds with the cultural featuresadérgely, White, middle-class
teaching population and institutional ethos of steosome scholars suggest that

a ‘cultural mismatch’ is a primary factor in thedamachievement of students of
color. (p. 30)

Language is one aspect of culture. In Idaho, whstu@ent enrolls in public
school at the age of five, unless that studenahgsired a certain set of knowledge and
skills in the English language, she/he is consdieeficient. Therefore, a student whose
mother tongue is Spanish, arrives the first dagobiol and is already “behind,”
regardless of what knowledge and skills the studastin her/his mother tongue. Rendon
(1971), in his boolkChicano Manifestogited a Time Magazine article from July 4, 1969
that stated, “One major impediment to the Mexicanefican is his Spanish language
because it holds him back in U.S. schools.” How@f 0) states, “European culture and
way of being, thinking and communicating are coesed ‘normal’™ (p. 29). He
continues, “Teachers...typically seek to ‘rid’ stutkeaof their cultural knowledge and
means of communicating, and to replace their waysowing with more standard forms
of English and mainstream cultural norms” (How&a10, p. 30).

Scholars have also found that the curricula ofeemé in schools is anglo-
centered, limited, and ignores and depreciatesahef knowledge that non-white
students possess (Davis & Sumara, 2000; Giroux3;198ward, 2010; Lipka, Mohatt, &
the Ciulistet Group, 1998; McLaren, 1989; Spring0&). Furthermore, Hollins (2000)

states that not only does school curricula haveratéd inclusion of ethnic minorities”
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(p- 223), but that the European American culturgreserved through the inventing of
historical legends about themselves that is pastbbol curriculum.

The teaching and learning process is also a wasioh students are
marginalized. Freire (1970), in his boBkdagogy of the Oppresseaxditiques the
teaching and learning model that is most commaomimé in schools. Freire calls this
model “banking education” and describes it,

through the following attitudes and practices, \amairror
oppressive society as a whole:

(a) the teacher teaches and the students are taught;

(b) the teacher knows everything and the students kraghing;

(c) the teacher thinks and the students are thoughitabo

(d) the teacher talks and the students listen-meekly;

(e) the teacher disciplines and the students are diseth

() the teacher chooses and enforces his choice, arslutients comply;

(9) the teacher acts and the students have the illagiaating through the
action of the teacher;

(h) the teacher chooses the program content, anduterds (who were
not consulted) adapt to it;

(i) the teacher confuses the authority of knowledgh hig or her own
professional authority, which she and he sets posjpion to the
freedom of the students;

() the teacher is the Subject of the learning proaelsie the pupils are
mere objects. (1970, p. 73)

In a critique of the teaching and learning proéegbe 1930s, John Dewey
(1933) asked,

How many students for example, were rendered calioudeas, and how many

lost the impetus to learn because of the way irclvlearning was experienced by

them? How many acquired special skills by automiit so that their power of

judgment and capacity to act intelligently in natuations was limited? How
many came to associate the learning process withi@md boredom? (p. 26)

Furthermore, Macedo (1994) states that schoolssthetize students’ critical

abilities” (p. 18).
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Minority groups are punished in schools at a higher than their white peers.
Howard (2010) cites data from a 2003 NAEP repoiictvishows “rates of suspension by
race and ethnicity, and reveals that African Aneriand Latino males are more likely
than any other group to fall into this category’ 24). After reading similar reports while
completing my degree in educational leadershigcided to run a disciplinary analysis
in the middle school where | was teaching at theetil found similar results to the NAEP
report. My analysis demonstrated that while onl906& the student population was
Latino, over 80% of the disciplinary actions recmtdn the student data management
system were associated with Latino students (Sko97a).

Some scholars point to the problems the accouitiabild standards movement
create in schools. Kohn (2000) states, “The curmenbuntability and standards
movement has a good claim to being the most prafiyumdemocratic movement in the
history of American education and that is truesiacher education as well as in the
classroom.” Kohn (2000) argues that as “teacheidsstudents are compelled to focus
only on what can be reduced to numbers, the praddbiking has been severely
compromised and the best programs and classesscamive” (p. 35).

Reflection

Reflection has been a long advocated practicehiotdaching profession (Dewey,
1933; Harris, 2010; Schén, 1983). Moon (2004) asgue

It is probably true to say that most writers oreetion begin their articles with a

preamble that refers to one of four writers whosekwor models have influenced

the manner in which the term is viewed. These vgitge John Dewey, Jurgen
Habermas, Donald Schén and David Kolb. (p. 11)

Dewey'’s focus on reflection was primarily on thetuare of reflection and the

how it occurs” (Moon, 2004). In contrast, Habernfasus on reflection rested in the
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underlying drive one has for reflecting and “ideal€mpowerment and political
emancipation” (Morrison, 1995 cited by Moon, 2004hile Dewey’s and Habermas’
work in reflection are theoretical, Schon and Ketbphasized reflection in context and
practice (Moon, 2004).

Contemporary scholars have written much aboutctdle, the process of
reflecting, the ways in which types of reflectiatifer and the definition and purpose of
reflection (Freire, 1998a; Moon, 2004; Schén, 198dchner & Liston, 1996). Among
the definitions of reflection, Bigge and Shermi842) say reflective learning is problem
raising and problem-solving. Fact-gathering is cor@d with deductive processes to
construct, elaborate and test hypotheses. BrubaChse, and Reagan (1994) argue that
reflective thinking is an attempt to comprehend arake sense of the world. Norton
(1994) states that reflective thinking is a discigdl inquiry into the motives, methods,
materials and consequences of educational pra€imeey (1933) contends that
reflective thinking is active, persistent, and éalreonsideration of a belief or supposed
form of knowledge in the light of the grounds teapport it and the further conclusions
to which it tends.

Reflection also refers to the capacity of a teathéink creatively,
imaginatively and at times, self-critically abolagsroom practice ttoughtfully
examine conditions and attitudes that impede oaecd student achievement (Lasley,
1992).Ross (1989) argues that reflective thinking is & withinking about educational
matters that involves the ability to make ratiociaices and to assume responsibility for
those choices. Similarly, Ross and Hannay (19886ik pioat reflective thinking is a

process involving decision-making in a socio-poéticontext, identification of
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problems, a search for satisfactory answers, arebtigation of social problems realized
in living.

Reflection is also viewed as a cycle. Schon (198&gs that the cycle of inquiry
is initiated by the perception of something trooglor promising, and it is determined by
the production of changes one finds on the whdisfaatory or by the discovery of new
features which give the situation new meaning drahge the nature of questions to be
explored.

Grant and Zeichner (2001) state, “openmindednespponsibility, and
wholeheartedness are the characteristics of reféetttinking. Van Manen (1977) argues
that there are three levels of reflection: Techmatonality, practical action and critical
reflection.

“Theories of Action” and “Theories-in-Use”

In their book,Theory in PracticeArgyris and Schon (1974) explored
organizational learning and presented two “thearsfesction” to explain how individuals
construct mental maps upon which all decisionsatibns are based. “Theories of
professional practice,” they concluded, “determiaksleliberate behavior” (p. 7).
Therefore, in order to ensure that an individuastion strategies” lead to desired
“consequences,” one must come to an understandlithgio “theory of action” (p. 7).

Argyris and Schon (1974) argue that all have mentgds that pertain to how to
act in situations. Although most are unaware ofetkistence of their own mental maps or
theories they use, these maps include the wayplans, implements and reviews their
actions (Argyris, 1980).

“Theories-in-use” are not static (Argyris & Schd®74). Argyris and Schon
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(1974) state, “Theories-in-use are vehicles foiegchg and maintaining governing
variables within acceptable ranges” (p. 30). Whemnflect around the “governing
variables” come into question, “taking the formimdfequent, discontinuous eruptions
that are initiated by dilemnas” that one must coaisthe dilemma and then change. This
is what Argyris and Schon (1974) call “theory-builgl or theory-learning” (p. 30).

Argyris and Schon (1974) state “dilemmas consistaniflicts of requirements
that are considered central and therefore intoletdp. 30). There are different types of
“dilemmas” that lead one to “theory-building or ting-learning” (p. 30). These include,
“dilemmas of incongruity,” “dilemmas of inconsis®n” “dilemmas of effectiveness,”
“dilemmas of value,” and “dilemmas of testabilityy. 32).

Central to this study is the “dilemma of incongylifArgyris & Schon, 1974).
Argyris and Schon (1974) state, “dilemmas of ingaoity arise out of the progressively
developing incongruity between espoused theorytla@ory-in-use” (p. 30). Having been
directed to write and describe my theory of acabthe conclusion of the master of
educational leadership, part of this study is talye my experiences as a principal and
guestion the alignment of my theory of action amebty in use.

Leadership

Researchers have found a simple correlation betleaelership and student
achievement (Scheerens, 2012). In fact, when pah@ffectiveness is analyzed, it has
been stated that principals are the second mdsentfal school-related factor in student
achievement (Leithwood, Day, Sammons, Harris, & kiag, 2003; Seashore,
Leithwood, Wahlstrom, & Anderson, 2010). Furthermyahere has been much

discussion regarding the impact a principal careha\public schools. Marzano, Waters,
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and McNulty (2005) and Branch, Hanushek, and RiyRBiL2) found that principals play
a key role in high poverty and high minority screotd raise the bar and close the
achievement gap.

House (2004) defines leadership as, “the abilitgrofndividual to influence,
motivate, and enable others to contribute towaedefifiectiveness and success of the
organizations of which they are members" (p. 54js Tefinition of leadership does not
specify that a leader is someone who has the rulditie of leader, administrator, etc.
For House (2004), leadership can include any, tbgss of job title, to “influence,
motivate and enable others to contribute” (p. 55).

Scholars have found that leaders in successfulbdelpossess certain
characteristics and/or employ certain practicesv&td (2010) says that these
characteristics include “(1) visionary leaderst(f),teachers’ effective practices, (3)
intensive academic intervention, (4) the explickraowledgement of race, and (5)
engagement of parents and community” (p. 134).Wadace Foundation’s (2013)
publication suggests that there are five componaingsiccessful school leadership.
These include:

(1) Shaping a vision of academic success fortalents, one based on high

standards. (2) Creating a climate hospitable t@a&ion in order that safety, a

cooperative spirit and other foundations of frithteraction prevail. (3)

Cultivating leadership in others so that teachadsaher adults assume their

parts in realizing the school vision. (4) Improviimgtruction to enable teachers to

teach at their best and students to learn to thieiost. (5) Managing people, data
and processes to foster school improvement. (p. 6)

Lynch (2012) found that there are 10 componentffettive leadership:

(1) Transformational Leadership: The (Un)Disputdth@pion of Leadership
Strategies; (2) Instructional Leadership: A Catiafgs the Promotion of Teaching
and Learning; (3) Distributed Leadership: A Hum#oiépproach to Shared
Governance; (4) Ethical Leadership: Using Your Ml@ampass to Steer the
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Ship; (5) Emotional Leadership: Using Your Heart &ad; (6) Entrepreneurial
Leadership: How Schools can Learn from Businessiéesa(7) Strategic
Leadership: Those Who Fail to Plan, Plan to F8)l.Sustainable Leadership: The
Race is Won by Those Who Endure; (9) Invitationahdlership: Developing a
School Culture of Trust, Respect, and Hope; (10)dDoctivist Leadership: A
Framework for Building Sustainable School Improveinép. xi)

Leithwood et al. (2003; see also Leithwood & Re#tl03) claim basic school
leadership practices include building vision anéction, understanding and developing
people, designing the organization to bring funtémd structure together and managing
teaching and learning. Still others suggest thailfaand community partnerships are
key to effective school leadership (Auerbach, 20M&L.aughlin & McLeod, 1996).
MacNeil, Prater, and Busch (2009) argue that scboltlire, has a large impact on
student success and substantiate the evidencernorgthe importance of leadership in
creating good schools through school culture.

Creating learning opportunities for educators $® &n important aspect to
leadership (Haynes, 2007; Mosca, 2006). Scholare fraund that effective leaders
include principals who offer ongoing appropriatefpssional development to teachers
and other staff (August & Hakuta, 1998; Caldero@&rreon, 2000; Coady, Hamann,
Harrington, Pho, & Yedlin, 2008; Echevarria, 206@berman, 1999; Lucas, Henze &
Donato, 2004; Reyes, 2006; Stritikus, 2006; WalRef5; Walqui, 2000). Lucas et al.
(2004) suggest that offering professional develagrf@ nonteaching staff is equally
important for schools to be effective.

Scholars also suggest that principals must leathtza to work collaboratively to
meet students’ needs (August & Hakuta, 1998; Letas., 2004; McLaughlin &
McLeod, 1996; Shaw, 2003; Walker, 2005). McLaughlimd McLeod (1996) found that

successful principals may restructure class sclesdnd instructional time for teachers
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and staff to meet and collaborate. Similarly, athdiscovered that effective principals
must find time for staff to engage in a collaborateffort to meet students’ needs
(Echevarria, 2006; Genesee, 2006; Walqui, 2000).

Effective leaders place a high value on and stovensure that families and
communities are connected to the school (Augusta&uta, 1998; Calderon & Carreon,
2000; Coady et al., 2008, Haberman, 1999; Lucak,2004; McLaughlin & McLeod,
1996; Montecel & Cortez, 2002; Stritikus, 2006; W&l 2005: Walqui, 2000). Similarly,
Wengeret al.(2004) found that effective principals facilitagnfilies’ involvement in
school in their home language.

Still, scholars and researchers have found tha¢ thiee other aspects of leadership
that lead to success. August and Hakuta (1998)e€sen(2006), Lucas et al. (2004), and
McLaughlin and McLeod (1996) state that the priatip key to selecting, implementing
and supporting curriculum. A leader’s focus on raiming smooth transitions from one
grade level to the next is also important for arepeffective leadership (Genesee, 2006).
Also, for school to succeed, leaders must havdiefle students’ capacities to meet
rigorous standards and a commitment to studenisthgMcLaughlin & McLeod, 1996:
Shaw, 2003). Effective principals raise equity ecans (Cambron-McCabe & McCarthy,
2005) and seek social justice (Anderson, 2009; Po&edHiermans, 2007; Shields, 2004;
Theoharis, 2007a; Theorharis, 2007b).

Contributions to the Four Tenets

This research study contributes in various waykéditerature on public

schooling. First, this study includes a critiqueted public schools and posits that while

public schools are the problem, potentially pubtbools may be the answer to the
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problem. This allows multiple and novel interpratas of the critique of public schools.
Second, while reflection and reflective practice baen emphasized in the teaching
profession for decades, this research study offeeslection within the context of a
practicing principal, therefore, expanding the [gafty of reflection application to

school leaders. Third, this study and my analystb® alignment of theories of action
and theories-in-use provide a rich descriptiontegldo the application of the work of
Argyris and Schon to the contemporary principalskipurth, there is much research
regarding principals as school leaders, howeves ditoethnographic study adds another
perspective to what it means to be a leader irtineent context of public schooling in
one place through an under-utilized, but potentipdiwerful, methodology. Finally, this
research study may provide a new perspective todr@is narrative can be used to learn

and give voice to the voiceless.
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CHAPTER 3 - RESEARCH METHODOLOGY

A Definition of Autoethnography

Autoethnography, situated among qualitative resgdis both process and
product” (Ellis et al., 2011). Holman Jones (2088%cribes autoethnography as “a
balancing act” (p. 764). Autoethnographers musateg the multi-facets of this research
methodologyAuto, personal experienc&thng understanding of the experience through
a cultural lensGraphy, description and analysis of the experience (Elial., 2011).

Chang (2008) posits that autoethnography is a rdetbgy with six steps. These
steps include: identifying the research topic,aing the researcher in the setting and
among others in that setting, a plan for methodpbkoyd data, deliberate attention to the
ethical treatment of others involved in the reseatady, data collection, analysis and
interpretation, and finally, writing the autoethaghy.

“Autoethnography does have a story,” states Holdaares (2005, p. 765). She
continues describing autoethnography as,

Setting a scene, telling a story, weaving intricenections among life and art,

experience and theory, evocation and explanatiord tlzen letting go, hoping for

readers who will bring the same careful attentmgdur words in the context of
their own lives.

Making a text present. Demanding attention and@pation. Implicating all
involved. Refusing closure or categorization.

Witnessing experience and testifying about powehaevit foreclosure-of
pleasure, of difference, of efficacy.

Believing that words matter and writing toward thement when the point of
creating autoethnographic texts is to change timdw(p. 765).
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Holman Jones (2005) also states that even thesamtemns “[are] not the end of
a story about autoethnography, only a beginning7@b). Therefore, authoethnography,
as Holman Jones (2005), Ellis and Bochner (2008umann (1996), Reed-Danahay
(1997) among others, would suggest that authoetiapbg has yet to be fully realized as
a methodology.

Ellis et al. (2011) wrote, “Gradually scholars &s@ wide spectrum of
disciplines began to consider what social sciemaadd become if they were closer to
literature than to physics, if they proffered starrather than theories, and if they were
self-consciously value-centered rather than pretentd be value free” (p. 2).
Autoethnography is a research methodology thabnlytrecognizes the myriad of ways
experience influences research, but also “acknayde@énd accommodates subjectivity,
emotionality, and the researcher’s influence oeaesh, rather than hiding from these
matters or assuming they don’t exist” (Ellis et 2011).

Why Autoethnography?

Ellis and Bochner (2000) wrote,

Autobiographical genre of writing and research kdigp multiple layers of

consciousness, connecting the personal to theraul@&ack and forth

autoethnographers gaze, first through an ethnograptie-angle lens, focusing
outward on social and cultural aspects of the peaisexperience; then they look

inward, exposing a vulnerable self that is movedibg may move through,
refract and resist cultural interpretations. (®)73

Although | recognize that my experiences are byneans unique or special, they
are how | have come to learn and know. It is thiotigs journey that | turn to
autoethnography as a process and product to fuattedyze my experiences, “assembled
using hindsight” (Bruner, 1993; Denzin, 1989; Freen2004) to respond to my research

guestion, as a leader, what can | do, and my relssaudies’ sub-questions:
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1. How aligned are my theory of action and theory-ga?

2. What did | do as a leader in a new school?

3. What can the narrative teach me and potentiallgrsth

Through this autoethnography, | hope to contriltaténe knowledge and
understanding of leadership, public schools, naeand autoethnography.

My experiences as an undergraduate student andnétiehcher, then as a teacher
and finally as a principal have each contributethjolearning. Through
autoethnography, | hope to re-live specific pagtegiences in order to make further
meanings and gain insight through the narrativés iEhsignificant. As both the
researcher and the person who's lived experiermeeseang closely examined,
autoethnography allows me to acknowledge the emaiial feelings that accompany
those experiences.

Authoethnographic research opens one up to becovningrable. This is
challenging and rewarding. Ngunjiri, Hernandez, @méng (2010) wrote, “Vulnerability
is part of what makes reading autoethnographic svtedkcompelling as researchers
expose their pains, hurt, loss, grief, heartbraak, other emotions experienced as they
travail through events in their lives.” Becomingnerable, | expose selfhood, my
experiences and the interpretations of those expees to the critique of others.
Nevertheless, through the narrative and close aisaby myself and my experiences, |
hope to raise consciousness and give voice todtrative and myself.

Data Sources
After receiving the phone call announcing my nele &s principal, | began

writing, documenting my work through reflective joaling, and my writing continued
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throughout the three years | was principal. Thesengs filled one legal-size note pad
and fourteen college-ruled notebooks, each oneastorgsof 120 pages. In these
notebooks, | also stored notes taken during megtngliscussions with others on other
loose-leaf paper, documents that were shared \aitbings, students and school personnel,
and notes to me from students, parents and scleosbipnel. Other documents that were
used as a data source were the weekly notes Inpepad sent to all staff outlining that
week’s activities, events, staff assignments, ageteans for the weekly staff meeting, a
guote and a paragraph or two of my own thoughsidfs. These documents were
archived weekly and stored in a three-inch thragetl binder. Although I did not
consider my writings and notebooks, and weekly sitdghe staff, as a source for future
research at the time, | documented activities oithvhwas working and experiences |
was having, together with my thoughts and feeliftgs. through these writings the
narrative was created and the stories in this dutography are illustrated.

Bogdan and Biklen (1998) state, “Photography ha&s lmtosely aligned with
gualitative research and it can be used in marigréifit ways” (p. 141). During the three
years, many school-related activities, events,exqeeriences were documented with
photographs and digital video recordings. Thereevegproximately 10,522 photographs
and 9 hours and 47 minutes of digital video reactgsi These photographs and videos are
used “as a means of remembering and studying die&imight be overlooked if
photographic images were not available for reftectiBogdan & Biklen, 1998). Similar
to the notebooks that documented activities, egpegs, thoughts, and feelings, the

photographs were originally taken for use with stud to document activities and
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experiences; nevertheless, the photographs ar@ dtssearcher’s tool” (Bogdan &
Biklen, 1998) for analysis, to gain further undansting.

Although much of the data is free of informatioattbould identify specific
students, school staff and students’ families Mehensured that complete anonymity is
established through the use of pseudonyms. Thefysseudonyms are used to protect
the anonymity of all names and place names. | agazhline “random name generator”
to generate the list of pseudonyms to ensure tidoraization and complete deviations
from using similar names.

Data Analysis

The enormous amount of data that had been colléotedis research study
required that | remain focused on the researchtiqussspecific to this study. Therefore,
the research questions were constant in the protesga review and coding to guide
data analysis. In fact, the research questions weteen in a large font and posted next
to my tables where | analyzed data.

| began my data analysis by first organizing atbdato chronological order by
month and year. The notebooks, documents and a ngeza containing the year
specific events were placed in chronological pileginning with the first year of my
principalship, followed by the notebooks, documeantd digital photographs and videos
on a memory card from the second year and fina#ynotebooks, documents and
memory card containing the digital photographs\addos from the third year.

Another strategy that was used at the prelimintages of data analysis was
through a self-interview, reflecting upon the expece as a principal and writing down

events that | thought might arise during the datysis process and coding of data. In
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order to do this, | asked myself the question, “Wgeriences, events or actions, stand
out as important and meaningful during the thresgyas principal?” | completed a list of
nine experiences and actions | made as principal.

Early in my experience as a principal, | recognitteat | would need help and
support. | also knew that my family would need ¢oumderstanding of the time spent
away from home, not only the nights and weekendsduhe school year spent away
from home working, but also the days spent worklngng the summer and other
vacation times. In order to balance these neesfdjdted the support of my spouse. She
spent countless hours with me going on home visiksng photographs and videos,
preparing meals, setting up parent nights, settmépr new student orientation, and
being a supporter of my work. Acknowledging my speia experience, | interviewed her
and asked her the same question | asked myselfat'\@#periences, events or actions,
stand out as important and meaningful during tiheetlyears | was principal?” | noted her
responses on a single sheet of paper. The respmcigdted nineteen experiences and
actions | made as a principal.

Miles and Huberman (1994) discuss this strategynga“Event
listing...arranges a series of concrete events byndtogical time periods, sorting them
into several categories” (p. 111). This strateqypsuts data analysis to build narratives
in chronological order, showing the sequence ohtssand experiences, noting how
experiences build upon each other and are not fourslation. (See Appendix A.)

Miles and Huberman (1994) state, “Coding is analy§. 56). They continue,
“Codes are tags or labels for assigning units cdmeg to the descriptive or inferential

information compiled during a study” (p. 56). Thatebooks, other documents,
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photographs and digital video were reviewed andcdptowever, | did not limit the
coding to a set of pre-specified codes, which aldwhe possibility of unknown themes
to develop or reveal themselves during the procedata analysis.

Having organized all data sources into chronoldgdas, | began reading,
analyzing and coding, starting with the data soaifoethe first year of my principalship,
continuing through the second and finally the tlyiecr as principal. While the digital
photographs and videos were placed in chronologicir with the notebooks and other
documents, | did not review the digital photographd videos until | had completed
reviewing the notebooks and other documents foutfumthe notebooks.

After coding the notebooks and documents, | andlyze codes and the number
of occurrences of each of those codes in all thebowks and documents. | took those
findings and only coded the photographs and vigdetisthe top ten most used codes
from the coding of the notebooks and documents.

When | had finished coding the notebooks, documeing#tal photographs and
digital video, | constructed a matrix showing tlmess-over of events that were listed
prior to the data analysis in the self-intervievd &ime notes | took from the interview of
my spouse, and the actual occurrences that thes¢sawere coded in the data sources.
(See Appendix B).

Addressing Research: Reliability, Generalizabilityand Validity

Autoethnographers have received many critiquesigadn, 1997; Buzard, 2003;
Gans, 1999; hooks, 1999; Keller, 1995). NevertlslEfis et al. (2011) argue,
“autoethnographers find it futile to debate whethatoethnography is a valid research

process or product” (p. 9). Instead, autoethnogregptalue the methodology and posit
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that while the research does include personal epes that can be emotional and
therapeutic, autoethnography is also rigorous ahdlarly (Ellis et al., 2011).

Ellis (1995) posits that a narrative can be schpkmd is dependent upon the
readers’ belief as to whether the experience isiptes believable and authentic.
Furthermore, “autoethnographers value narrativé toased on what a story of
experience does-how it is used, understood, aqbneed to for and by us and others as
writers, participants, audiences and humans” (Ellial.,2011).

“Validity means that a work seeks verisimilitudeevokes in readers a feeling
that the experience described is lifelike, belidgand possible, a feeling that what has
been represented could be true” (Ellis et al., 20Béldman (2003) lists four criteria
upon which data collection should be based, thraugleh a studies’ validity can be
established. These include:

Provided clear and detailed description of how wiéect data and make explicit
what counts as data in our work. Provide cleardetdiled descriptions of how
we constructed the representation from our dataat\jecifics about the data led
us to make this assumption? Extend triangulatigoibe multiple sources of data
to include explorations of multiple ways to reprasthe same self study. Provide
evidence that the research changed or evolveddingator and summarize its

value to the profession. This can convince readktise study’s significance and
validity. (Feldman, 2003, pp. 27-28)

The “clear and detailed descriptions” are illustchthrough the notebooks of
reflective journals | kept throughout my princigals, the documents created and shared
with school staff, students and their parents,thedohotographs and video archived on
my computer’s hard drive. Through this data, | df@ @40 construct detailed descriptions
and “make explicit what counts as data in our wqAe€ldman, 2003). Furthermore, |
again listed the help of my spouse, who had fiestehexperience and knowledge of the

events that transpired during the three years,nasraber check. Although in other
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gualitative studies the researcher is studyingraeoa, in an authoethnography the
context is oneself; therefore, the member chechaiip the researcher to add
clarification and details to descriptions and addelete comments that may further
improve the researcher’s interpretations.

In writing an autoethnography and using narratixjability refers to the
narrator’s credibility. Could the narrator have hlae experiences described, given
available ‘factual evidence?” (Ellis et al., 201Through rich description, | describe the
experiences thoroughly, using reflective journbl were written at the time of the
experience, together with photographs and othenmeats that illustrate the experience.
Through such triangulation of evidence, | would é&op build credibility and therefore
reliability.

“Generalizability is also important to autoethnggrars, though not in the
traditional, social scientific meaning that stemsi, and applies to, large random
samples of respondents. In autoethnography, thesfotgeneralizability moves from
respondents to readers, and is always being tbgteshders as they determine if a story
speaks to them about their experience or abouiviae of others they know” (Ellis et al.,
2011). My experiences are not unique or specialekperiences are ways in which |
have come to learn and know, understanding thatrdégss of how similar experiences
may be no two are exactly alike. Nevertheless,ugjinahis autoethnography, | hope
readers will think about how their lived experies@ee similar and different to mine.
While the experiences found here are derived freemts and people unfamiliar to the
reader, they may inform the reader and lead ta teaining and ways of coming to

know.
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Limitations

This autoethnographic study does have limitatiéinst, the highly personalized
accounts of the'®Grade Learning Institute are from a single perspecmy own.
Found within this single perspective exist my bsaged assumptions. Albeit the purpose
of this study as authoethnography was to focus piown perspective, as seen and
documented through my own daily accounts througtingy pictures and video and the
documents created and used during the principalabiertheless, this remains a
limitation of this study.

Furthermore, this study incorporated a member ckeeeksure that the research
is trustworthy, the member check was my spouse, ah@a member participant in this

study, has her limited perspective, biases andgssons.
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CHAPTER 4 - VIGNETTES

Introduction and Descriptions

In this chapter, | present vignettes from my ex@eee as principal of thé"9
Grade Learning Institute. These vignettes werectsdebecause they share
commonalities with the list of experiences thatdated shortly before analyzing and
coding my data and the list my spouse created péances she remembered.

To understand the vignettes and their significahfiest provide a description of
the school setting and the students. The idezetatera 9 Grade Learning Institute came
from the superintendent of the small rural schastridt | described in Chapter One. The
community has a per capita income of $15,693 (8yesl Best Places, 2015) and a per
pupil expenditure of $5,286 (ID Ed Trends, 2015).

The school district faced many problems, one ofctwhvas the large number of
dropouts. Most students dropped out betwé®arl 18 grades. Therefore, creating a
school to specifically address the needs of stisdeansitioning to 8 grade, identifying
the most at-risk in the"8grade and assigning those students to that sahaslthe
strategy developed to address the high dropout @teing the last quarter of the school
year, each of the two middle schools in the diswiould be asked to identify 50 students
from approximately 250 eighth-grade students whoewlee most at risk of dropping out.

The groups of students who were identified andcseteto attend the"9Grade

Learning Institute during the three years were lsinfrom year to year. The demographic
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make-up of the student body changed very littleefapercentage points during the three
years | was principal). Approximately 95% of thadsnts lived in poverty. Twelve
percent received special education services andw@&3% identified as English language
learners. Seventy percent were Latino, 29% Whitke1&6 identified themselves as
“other.” Fifty-seven percent were male and 43% wersale. Many of the students who
attended our school also had extensive disciplifiey, attendance issues, failing grades
in many or most of their classes during middle stlamd approximately 25% had
probation officers.

The location of the new"dGrade Learning Institute was an old elementarpstch
site that included two separate buildings and waated in the center of town. The
buildings needed extensive remodeling and consbrydncluding the demolition of a
section of one of the buildings that was literd#lifing apart. The new"®Grade Learning
Institute was located almost completely in oneheflbuildings, and the other building
was extensively remodeled as the new school distfiice.

The 9" Grade Learning Institute’s layout included the miadilding, with the
main office, five classrooms, a gym, a cafeterid arkitchen. The adjacent building,
which housed the school district's administrativiéces, also housed two classrooms and
a computer lab for the school’s use.

The design of the school was purposeful, limiting $chool to approximately 100
students; although, a three-year average showgd6érdtudents. There were eight full-
time certificated teachers, one safe-school pafepsmnal, one secretary, one principal,
a part-time English language teacher and a pag-$ipecial education teacher. Class size

remained relatively consistent, between 12 andddests. The school day was from
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7:55 a.m. until 2:50 p.m. During the first yearth were four 90-minute classes each
day and a thirty-minute lunch period. The secordithird years, there were four eighty-
five minute classes each day, a thirty-minute lupehiod, and a twenty-minute “club”
time.

Home Visits

I had just received the phone call from the supendent and | was anxious to get
started in my new role as the first principal afeav school. “Where do | start?” | asked
myself. | knew that | needed to first get to kndwdents who would fill the hallways in a
few short months. Who were they? Where did thegiWith whom did they live? What
were their schooling experiences like? Dozens ettans like these flooded my mind.

The next day | went into the school district offened made a few phone calls. |
was able to get a list of the students and thelresses and phone numbers. | was also
able to find out some basic information about tielents. That day, Susana, my spouse,
and | poured over the students’ addresses anditali@ut where they lived. We devised
a plan to go to each students’ home. We divideddiva into five sections. Within the
five sections there were three different mobile bgrarks, a migrant farm worker labor
camp and a neighborhood close to the freeway. Wielelé to spend five evenings, from
5:00pm until 9:00pm visiting the five different psof our small rural town.

Prior to going to each students’ home, we madstafithe information parents
needed to know about the school, such as impadltetes, registration, dress code
guidelines, some expectations, a note from thecjath and my contact information. |
spent some time on the computer making a flierwmatld have this information in

English and Spanish.
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The first evening, | was feeling a little anxiousdaunsure of how | would be
received by parents. It was July, rarely do scho@ke phone calls, send letters, or visit
the homes of students. Susana and | dropped ddrexmioff with her parents and headed
to the first home. When we arrived, as | parkedvaur along the street in front of the
first house, Susana reminded me that we had foud#®r houses to visit and | had to be
concise, and at the same time answer any questiaesolve any concerns that may
arise. As we walked to the doorstep with one offliees in hand, | could hear the sound
of a TV and what sounded like children running furdping inside the house. | knocked
and we waited. The house got silent and then tbedas opened. “Bueno,” was the
comment made by an older, short Latina women. Bn&h, | introduced myself as
being the new principal of thd"@Grade Learning Institute and asked if she wasitter
of Javier, who would be going to our new schooAugust. The women laughed, as did
my Susana, and she said that she was Javier'srgodher. She asked what the school
was and | reintroduced myself, asked for her namadetlaen responded to her question. |
stated that it was a new school designed to suppaiidualized instruction with smaller
class sizes and more one-on-one support.

Javier's grandmother explained that Javier hadinae well in school and often
did not behave appropriately. She continued, askimgshe had not heard about the
school before and called for Javier. A smalleraiianding nearby and listening to our
conversation quickly ran into the house. | assuhreetift to get Javier. | began to explain
that this upcoming year would be the first yeathaf school’s existence. Just then Javier
walked to the door. Susana held out her hand addidaJavier!” | immediately stopped

and introduced myself and then | continued to erplzat Javier had been selected to
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attend because the middle school where he haddatieahought that he would benefit
from this new school. Javier said he recalledcbisnselor at his old school saying
something about him going to a different schoolhmritvanted to go to the regular high
school. Javier and his grandmother communicatek &ad forth about where he was
going to go to school. | interjected a few commentts the familial exchange, feeling
like 1 needed to “sell” the school. | remember kg, the school was going to be great!
Why wouldn’t anyone want to go there?

The conversation continued with me reviewing sofrt® information on the
flier and we set a date and time for an individzedi orientation meeting with Javier and
his parents, grandparents or guardians to reviswlhss schedule, tour the school,
review expectations and complete registration paped. At this point, | thought | must
have done a good job with the “sell” as we setta dad time for their individual
orientation meeting. Finally, | asked if Dofia Maaiad Javier had other questions. They
both responded with “no” and | thanked them foirthiene and said that | was looking
forward to meeting with them again in the near fetd explained, if they thought of
other questions or concerns, they could call myptedne number, which was on the
flier.

As Susana and | walked to our van to go to the hewse, she looked at me and
said, “What did | tell you?” Approximately forty miites had passed since pulling up to
the first house. We talked about how to cut dovendbnversation, but we both agreed
that time could not govern the home visits. “laisew school,” Susana stated, “it may
take people some time to get used to the ideayfded and we both admitted that we

needed to acknowledge the cultural backgroundeptople we were visiting. Latinos
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needed a conversation and time to get to knowupaarta would say, “who this white guy
is, why he speaks Spanish and why he’s at my hbuse.

This home visit was definitely not the norm. Altlgbuthere were some
similarities in each home visit, each one was uaidihe time we spent at each house
varied as well. Sometimes we spent fifteen minwesjetimes it was thirty or forty-five
minutes. The longest home visit was more than Bites. Sometimes we were invited
to come into family’s home; sometimes we stood idetgheir door or stood under the
shade of a tree. Sometimes we were offered foodesmes we were told to leave.
Sometimes parents and guardians were pleased idetnef a new school that would
give more attention to their son or daughter; saome= they wanted to know who to call
to get their son or daughter off of the recommeinddist. Nevertheless, after every
home visit, my spouse or | would write down a featas about each student, his or her
family, and something special or unique about hirher that would be remembered
later.

A day later, Susana and | were again out doing hasiks. On this evening, the
plan was to visit the fourteen students who livethe migrant farm laborers housing.
We started at about 6:30pm, knowing that many, b@dtand young, work in the fields
from early in the morning to sometimes late inglrenings. It was during these series of
home visits that | began to really identify the d®eur new school would have to
address.

The first residence we visited was Estephany’saBasnocked on the screen
door of the small residence, and a girl came talthe. Susana said, “Hello. Is this

Estephany’s house?” The girl said that she wasBatgy. | noticed she appeared to be
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pregnant. Susana asked if her parents were honoe thily’re working,” was
Estephany’s short response. Susana introducedlfremgethen | introduced myself and
explained what we were doing. Susana interruptethrttee middle of talking about the
new school and asked, “When are you due?” Estepsaidythat she was due in
September and was not going to go to school.

We, really Susana, spoke with Estephany for adodytminutes and was able to
convince her that she could go to school, thaktines a school that would be able to
accommodate her needs as a teenage parent whalneexenplete high school. Susana
gave Estephany her cell phone number and furth@aieed that it was she who taught
teen parenting classes, early childhood developeiasses to teen parents and
supervised the on-site daycare.

After leaving Estephany’s door step, we walkedh® iext student’s residence,
which looked empty. | had learned from three ye@drsonducting home visits in the
housing camp as a middle school teacher that dtlmgvarm months there are almost
always people walking around outside, little cleldplaying, larger children riding
bicycles and adults standing, walking, and talkidgeing that the residence was empty,
my spouse asked a few kids who were playing ne&twan lived there. The kids said he
had moved to a different house on the other sideeohousing complex.

So as we walked to the other side of the “camp® ’asked others, children,
adults, everyone, if they knew which house was '3uéiie eventually asked Juan,
without knowing that were asking the person whomsaeght. “Juan who?” was Juan’s
response to the question. We responded with Jlest'same and he responded abruptly,

“Why are you looking for him?” | asked, “You're Jughuh?” And without waiting for a
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response | told him that he should not worry beeaus were not “the migra or the
police.” | thought | was pretty funny and Juan egeriled. Susana quickly explained
who we were and why we were looking for him. “Arguy parents home?” my spouse
asked. Juan said, “Yah” and Susana said, “Can wakspith them?” Juan said that we
could and that they were at his house.

We walked for a minute to his house making sm#{lahout what he was doing
over the summer, how his family was, etc. As wetgdtis house, we waited outside and
Juan entered the house and said, “Mama, te bugbbomm they are looking for you).
Juan’s mother was at the door before she everhédisaying, “Quien?” (who). |
responded, in Spanish, introducing Susana and fresetlstated that we were from the
school district. Juan’s mother then asked if theswabout him getting kicked out of
school. Puzzled, | inquired about Juan gettingédaciut of school. She described Juan
getting into fights and not being allowed to finisle school year. Juan’s mother asked if
he was going to be allowed to go to school agaiesponded to her inquiry with
information about the new school and that Juanamathe list | had received and he
would attend the new school. Juan’s mother wasyhdpd he would be going to school
and we scheduled an orientation meeting.

In the two weeks following, Susana and | spent ea@ming visiting the home of
each student who would attend the new school. These visits enlightened me to the
concerns of the parents and students and helpdsbgie to understand the students on
an individual basis. Furthermore, the home visiigoerted the ideas | had about ways in
which we would need to create a school to enrighstudents’ lives through coming to

truly know each student.
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Each of the following two years | was the princjfaisana and | continued to
conduct home visits prior to the beginning of theaol year. My anxiousness and
excitement about the learning and understandiragniegl through each home visit
remained the same each year. | noted in my joafted concluding home visits the
second year that | was surprised each home visitumgjue and the understandings
gained were also unique. This was a pleasant atiglig, as | had wondered if the process
would become normalized and therefore not apprettiat

School Supplies

Knowing that the majority of the students were iifezd as impoverished, it was
important to not exacerbate the issue with long ki school supplies parents and
families would be required to purchase. Thereforepite of the already prepared school
supply list, I decided to look at the “penny” salesschool supplies during the summer.
My wife and | made a list of supplies needed, fibmnlists given to me by the teachers to
determine what could be purchased for a penny, dinggiarter. We calculated how
many notebooks, 3-ring binders, pencils, pens, ararkighlighters, notecards, loose-
leaf notebook paper, rulers, protractors, pockieleis, composition notebooks, etc.
would be needed to supply each student with schgmplies each quarter of the school
year.

We went to multiple stores each day, and “priceetmad” in the stores that would
let us. Sometimes limits would apply and my spause | would enlist the help of our
children, giving each the exact amount of moneyedeand the supplies that needed to

be purchased. This was almost a daily process. Waek when the Sunday paper would
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arrive at our doorstep, we would scour over theaambdevise a plan to purchase school
supplies during that week.

During the first meeting with the teachers, | tdldm what Susana and | had done
and why. | was nervous, but they were accepting®idea and we collectively devised a
plan to ensure all students, in all classes, woeddive the needed supplies.

Individual Orientation Meetings

Not long after my spouse and | had finished all bosisits, | began to meet with
individual students, parents, guardians and ot@ily members. Because the school
remodeling was not complete, | met with them atstigool district office. These
meetings were scheduled from 6:30 in the morning 30 in the evening, to
accommodate each individual family’s schedule.

One late July evening, long after all district offistaff had left the building, |
awaited the arrival of a student and his fathers Tieeting was scheduled just days
earlier. Both the student and his father workethefields which necessitated a late
evening meeting to accommodate their work scheddd.waited, standing outside
holding open the front door of the district offiddyoped they would be able to make it,
because after speaking to the father on the phknew there was some hesitation in
going to a formal meeting immediately after leavwngrk. The father had asked if it
would be okay to go to the meeting having justvestk and being dirty. | had assured
him on the phone that it would be okay, becaus@ag only me in the meeting;
nonetheless, | worried this father’s self-conscimss would outweigh my request to

meet.
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| waited only a short time and then a truck pullgdto the district office parking
lot. The doors on the truck opened and | saw ttleefaget out of it. On the other side of
the truck, the mother and son exited and werevatbby three small children. | greeted
them as they walked up to the door. | asked albmit day at work and at the same time
noticed all were dressed in formal clothing angjpipeared they all had just bathed, as the
children’s hair was wet. The father, who | had jost weeks earlier during a home visit,
explained they received permission to leave wdikla early to be at this meeting. | felt
awful; while at the same time inspired and hopefbis was the time of the year when
this family, and others who work long hours in figdds make the bulk of their annual
income. Yet, this family left work early for a maeg about school, took the time to
bathe, put on formal dress clothing (the girlsiiesses and the boys in white button
shirts) and came to an office for a meeting wiithool principal whom they had just
met.

After briefly talking outside the office, | invitethem in to the conference room
where | had been meeting with parents and studertsve walked inside. As we entered
the conference room, | offered the three small kimlering pages and crayons and asked
the parents if it would be ok if they colored. Thegponded in the affirmative and | then
invited them to sit down.

We sat together at one end of a long conferende &aal we continued the
conversation about how work was going and what thene working on, etc. | then
asked where they were from, much of the convensatias in Spanish but some of the
language with the kids and the student was in Ehglihe parents responded almost

immediately that they were from California and lldaved up by asking, from what part
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of Mexico did they come. They told me they camerfr@ small town in Michoacén. |
told them that I lived in Morelia, Michoacan fotime during my studies. We discussed
Mexico and different places in Michoacéan for dditivhile and they asked me where |
was from. It is not uncommon for people to ask hig question when we are engaged in
conversation in Spanish. | responded, “Soy de a@ui’ from here). Their next question,
which is also typical, was about where my parergsevirom. My typical response to that
guestion is “Son de aqui tambien” (They are fromeladso). Then | will often state, “Soy
gringo” (I’'m white) and offer the reason | speaka8igh explaining, “I lived in
Nicaragua for two years and | learned to speak iSpdhere.” The topic of the Spanish
speaking “gingo” would invariably come up duringnh@ visits or orientation meetings
with parents and families, who seemed fascinateitl by

During the individual orientation meetings, | wouView the student’s class
schedule, school expectations and rules, as wétleadress code. The dress code was
often a long discussed topic. After hearing thecsjps about the dress code, students
would often question the restrictiveness of thegyoParents would often equally
guestion the dress code policy, adding it wouldineqgthey purchase more clothing for
their son or daughter. | would ask questions tauensunderstood their specific concerns
and would then address them. | was often able équately answer their questions and
would frequently mention how it would make gettingand getting dressed for school
really easy. There was no question about what &r &ed what others would think about
what was being worn, because everyone would weartdbe same thing.

Also during the individual orientation meetingsyould tell students and parents

a little about myself and how this would impact thanner in which our school would
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operate. | would regularly tell parents and stusl@ttout my upbringing and how | spent
a lot of time with my grandfather on his farm ashéd. | would tell them something my
Grandfather told me, “You can lead a horse to watkryou can’t make it drink.” |
discussed with parents and students what the statemeant and how it applied to going
to school.

It may have been because the school was new thatdividual orientation
meetings often included parents and students whsetiuned why this school, instead of
attending the traditional high school. We wouldeafspeak at length regarding what this
school had to offer and why going here would becfieial. At times, our discussions
seemed to go nowhere and the student and pareiid gaw impatient. At these times, |
would often ask questions about what they belisdaabol to be. | found students and
parents with whom | spoke had not considered thestion and they would take time to
think about it. | would often respond with, “Schaehs what we make it. A school is not
the building, it is the people and what they dec¢aldo in the building.” | would often
conclude with this statement, “What were we gomgécide to build? What is our
school going to be like? It's our choice.” | woyldt a special emphasis on the words
“we” and “our” and sometimes students, parentslamoluld discuss this further and
sometimes we did not.

The individual orientation meetings would often ot parents and students into
discussing their many past problems and issuessehtbol. Almost every parent and
student would tell stories of suspensions, gettitg trouble, fighting, school officials’
accusations of gang involvement, teachers andipselsctargeting specific students and

treating them unfairly, problems with other studgmind racism and discrimination.
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These stories again helped me understand the $sdesir perceptions and issues that
may arise in the future.

During the three years of orientation meetings |evthiere were some parents and
students who felt like the “new school” would net fight for them, most individual
orientation meetings provided the foundation fgoaitive parent, student and school
relationship. Many parents and students would leaveneetings and would make
comments like, “I came in thinking this was goingie another argument with the
school, but now I think this is the best schoolrfor son/daughter.”

Under Construction

It was mid-August and the first day of school wasrhing a week away, but there
was a problem; the school building remodel wascoatplete and the new desks, tables
and other school furniture was arriving in boxesj)dssembled.” | was extremely
worried, but | was assured by the construction rganthe classrooms and bathrooms
would be finished. However, the front door, entrywandscaping in the front of the
building, and sidewalks would not be finished uB&ptember, a few weeks into the
school year.

At this same time, the teachers had also begualtony cell phone and arrive at
the school construction site and wanted to gettimear classrooms. It was a busy time.
My days filled with meeting with parents and studertalking with teachers, and making
plans for the school year to begin. Also, my nigirid weekends were consumed with
opening boxes, assembling desks, and moving fuentdere it belonged.

Finally, with only a few days before the first dafyschool, the classrooms,

bathrooms, hallways, and cafeteria were compldte.t€achers, custodian and | worked
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together to assemble the rest of the furniture,ararsks and tables, hang whiteboards,
hang bulletin boards, set up classrooms and caesmt@rganize the school office. It was a
whirlwind, but the excitement for the first daysafhool was upon us all; although, a few
teachers later admitted in an after-school disownstfiat the excitement was mostly mine
and they did their best to hide their skepticism.

Preparing for the First Week of School

The days leading up to the first days of schooijeMbusy with setting up the
school’s physical appearance, also included metinith the teachers to prepare
ourselves for the daily operations of school. T#echers had communicated with me via
email and phone about setting up the school, thigwould like to see in the school
handbook, questions about classroom managememntisnpline, students’ schedules,
the master schedule and what the school wouldkbarigeneral. As | previously
mentioned, while intimidating, this was the reasworas extremely excited about this
opportunity. | had the opportunity to establishaalculture.

Our meeting agendas were packed with daily operatimanagement items
because | knew the teachers were really interastdobse items. But what | was most
excited to present were my ideas on how to begirstihool year and what the first week
of school would look like.

First Week of School

After a great deal of planning and preparations fittst day of school finally
arrived. There was much anxiousness and extra ipigtecause the front of the building
and entryway were not complete, but | was exciteloetgin the school year. | had posted

large sandwich boards with written instructionsdimg students where to go as they got
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off buses or were dropped off. The teachers anel¢amed students as they arrived and
helped direct them to where they needed to go. Seashers were positioned in the
cafeteria to direct students through the brealif@stand two others, together with our
school counselor, were waiting at tables placatieaend of the cafeteria with student
schedules, which | had completed only the nighotzef

The first day of school started well. Teacherdf stiad | agreed we would do our
best to welcome students and provide a welcomingamment for each student. We had
also agreed during the first week of school outydsithedule would be modified to
dedicate half of the day to the scheduled classaich teachers would review the
student handbook, discuss classroom rules and &tjpes, practice classroom
procedures, review their course syllabi and begaching, while the second half of the
school day was reserved for school-wide “team lmngld

After lunch on the first day of school, | was fegliapprehensive because | knew
in a short period of time all the students andfstafuld convene on a grass hill under a
tree on the playground for the beginning of theosthvide team building activities. | felt
as if this were the opportunity | had always wantéd open a school and build a school
culture that would be truly designed for human digwment and social justice. For me,
social justice meant to value diversity and chaémjustice through providing equitable
treatment of our students, who almost all belortgesl minority group or were identified
as impoverished. | opened my speech welcoming $tottent and teacher alike to an
afternoon | had never previously knew existed ibliguschools. “We would spend time

learning how to work together,” | told them.
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Prior to that afternoon, | had discussed the teailtling activities with the
teachers and they had selected the activitieswioeyd lead. We also discussed, as is
taught inTribes(Gibbs, 1987)the need to observe carefully as students worked to
together in the activity. This would allow themrtotice as leaders emerged and enable
them to learn much about each student.

The activities required a great deal of preparatidnich had also been completed
only the night before. As it was explained in awloent that was shared with the
teachers, the activities for the first day included

Spider Web: Outside activity involving teamworkget all team members from

one side of the "web" to the other. Silhouettesngyan overhead, each student
will create a silhouette of themselves along wapresentation of their name.

Cooperation Squares: Working in silent teams thdestts will put together
square puzzles.

Building a Web: Using a ball of yard.

| walked around to each activity, spending a fewutes observing and taking
pictures as our students worked together, tallkedjHed and completed the team
building activities.

As the first day came to an end and we walked tudests to the buses and said
our goodbyes, | reminded each teacher that we woelet for a brief discussion and
reflection of the day’s events, as well as enshiaé we were ready for the next day’'s
activities. We sat together in Marylyn’s classroand informally discussed what went
well and what could be improved. All teachers waeased with the activities and said
they were surprised our new students participatesledl. We discussed the fact that the
groupings would be different on the following daydave would need to again watch and

learn about our students as they worked throughdheities.
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The next day was busy, with new students arriviith their parents or
guardians, construction work on and around thedingl helping teachers with their
classroom concerns and phone calls, but | was ayaited about the afternoon. The
students and teachers met on the grassy hill oplé#yground and | addressed the group.
Once again, | welcomed everyone and expressed atiyugie for them being a part of
our school. | asked the students, “Why are we wlereg team building activities instead
of sitting in the classrooms learning math or rag@f It was supposed to be a rhetorical
guestion, but students shouted responses. Onensttdéed, “To get to know each
other!” | acknowledged the responses and told thegthat today’s activities were
different from those they had participated in thevious day. | expressed my hope that
they would equally work together, participate aredan active part of the activity. The
activities included,

Handprint: Students will create ownership of thieast by "painting a stairwell.

All Aboard: Fitness activity involving teamwork getting all the team members
onto a platform.

Mousetrap Land: Partners help each other crossefigid of mousetraps, while
one partner is blindfolded.

Lines of Communication: The importance of not gpsg and how words can
change and be hurtful.

Similar to the first day, while teachers lead audgnts through each activity, |
walked around to each group, during each actitatking pictures and observing the
interactions between students and teachers.

As we concluded the second day of school, the egacdnd | again discussed the
day’s successes and areas in which we could impeealso discussed our students

and the observations teachers were making as stuparticipated in the second day’s
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team building activities. We were learning; andasejectured that our students were
learning as well. Overall, we hoped that they weagning they could take chances and
open up to the idea of school. We had an ideaeoh#gative, pre-conceived notions our
students had about school because two of our tesaalege coming from schools from
which some of our students came. Therefore, wephadously discussed the students
who were assigned to the school and the importahoar students giving school a
chance and start with an open mind. Although weetidpat our students were learning
how to work together, and with their teachers, veganalso learning how we, the staff as
a whole, would work together.

The third day of school brought another afternobteam building with different
activities, which were equally rewarding as thevpres two days. The fourth day of
school was the conclusion of our school week aadhtbuilding activities. In the
afternoon, we again met on the grassy hill on tagground and again | addressed our
students. | remembered being explicit, telling stmdents what | hoped we had gained
from the previous days and the time and effort sfrerealize the team building. | was
honest. | was hopeful. | told them how much | apjated the opportunity to work with
each student, and | wanted to make sure that thew lour school was ours and we could
make it a great place. It was our choice and tth®al could be a great school, | told
them. | asked if they remembered me taking pictdtegg the team building activities
and of course they remembered, as there were metuygs in which students posed. |
explained | had created a slide show and we woellgding back inside the school to
watch it together, after which we would eat snowesband talk for the remainder of the

day.
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As we talked and walked towards the school buildimgmember watching as the
students laughed as they talked and | thought, &Wegoing to do it!” | was thrilled. All
enjoyed the slideshow. Students and teachers ¢augihd talked as they watched their
pictures on the screen. It was a day to remember.

After the slideshow, the teachers and | made srawe< for our students and
talked with them as they got their snow cone ametcsed their flavor. | remember asking
multiple students, “When was the last time youngipal made you a snow cone?”
Sometimes | would ask, “When was the last time yoat school ate snow cones and
talked outside at the end of the first week of sthb“Never,” was the most common
response. | thought at the time the students utatetsny point. This school was going
to be different and that was okay.

For the next two school years we again plannedirstaveek of school as we had
the first year. Although, different games were ablded some of the dynamics and
interactions changed because the students weegatff the first week of school was a
time for team building. It was a time “to get tookm each other,” and for students to
learn school would be okay, no matter what thetvjmus experience with school had
been.

“My Head Hurts”

After such a positive first week of school, thddaling weeks provided
opportunities for teachers to continue to buil@tiehships with students and to teach.
While we were still very busy with new students\ang daily and dealing with the
construction, the construction crew and everythiteg goes with a construction site, we

were starting to get into a rhythm of school. Weated routines and things were good.
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During the third week of school, there was an adstrator's meeting at the
district office, which happened to adjoin our newdynodeled school building. The
superintendent started the meeting by saying héobad walking through the hallway to
his office the previous afternoon and saw one oftagents in the hallway holding his
head. | immediately was thinking, “Crap! What hapgd? Am | in trouble?” The
superintendent continued his story by stating he warried, “Why was this student
holding his head? Had something happened?” He abkestudent if he was okay and
the student stated, “My head hurts” as he rubbsdhéad.

The superintendent stated, at that point, he wiisigenore worried and was
about to inquire into what had happened to causestident’s head to hurt when the
student offered an explanation. “I've never learsednuch and we just started school,”
the student stated and then continued, “I don'wkifaony head can handle it.” During
the meeting the superintendent laughed and desdiigenew school as already better
than he had hoped. “No pressure,” | thought to fyse

Student Opportunities

Early in the first year, | received a visit frometbommunity’s fine arts
organization’s director. | was informed of the mawents and opportunities in which
schools could participate during the school yeaerghough | was extremely busy, |
knew offering a fine arts experience to our stuslevuld be an opportunity many, if not
all, of our students had never been afforded. @ffeour students multiple opportunities
to learn and grow, especially through experiena@s, a priority.

During early November, the first year, | arrangeddur student body and staff to

attend a professional dance company’s performahtehe Nutcracker,” which was to
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be staged in December. | was so hesitant to présisntiea to the teachers. | remember
thinking the teachers might agree we have come@way in terms of behavior and
learning with our students in a few months, buirtgkhem to a ballet—poor kids from
“the hood?” Although what | perceived as one oftdechers’ arguments against us
attending, “What would these poor kids from thedtibhave to gain from a ballet,” was
a source of hesitation for me, the perceived argusnfer why our students should attend
the ballet were also the motivating factors fortmensist that we attend. | thought our
students needed this type of exposure to sometheywould not necessarily choose for
themselves. Then they could choose if they enjdgdiét or not, having had an
experience with it, | reasoned.

| extensively prepared for the staff meeting in etiwe would discuss our
school’s attendance of the performance. Thinkimgtéachers may argue there were too
many preparations to go on a field trip in suclstart period of time, | created a
modified schedule to ensure all students woulchdttdl classes that day, a seating chart
for students in the performance hall and correspmgachers to supervise areas in the
performance hall, a parent letter and permissiom féwo lessons to be taught prior to
attending to prepare our students for what theyldvencounter in the performance, a list
of expectations and consequences for our studadta @lan to remove unruly students if
needed. As anxious as | was for the meeting, thehtrs had questions, but they agreed
our students should get an opportunity such asThisre were suggestions on how to
improve my preparations, but my hesitations wefewmded.

The afternoon we attended “The Nutcracker” was phemal. The teachers

prepared our students for the experience and adests enjoyed it. In fact, our school
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got the opportunity to meet personally with a fewhe dancers, who told us of their
lives and how they became ballet dancers. One daadeer told us of his story of
growing up in inner-city Portland, in a poor familfe explained to the students he had
not known about ballet dancing or that a persoridcmake a living dancing and enjoy it
too. Our students asked many questions and werm&tsd by the individuals and their
stories.

When we returned to the school, our students taielleir teachers about the
experience and some wanted to know more. Afterdchoan impromptu faculty
meeting, we talked about the experience, the dadrte teachers had, but had not
expressed, and how we could again offer experieswes as the ballet to our students.

During the first year of the™Grade Learning Institute, our school participated
three events with the fine arts organization. Ibrbary, two months after watching “The
Nutcracker,” we attended a piano recital of a pgsikenal pianist in the same
performance hall. Again, we prepared our studemdsaaain we got the opportunity to
meet personally with the pianist after the recitéle experience also proved enriching
and informative. Finally, our school had the oppbity to have a professional mariachi
group come to our school, play music and then aatesind speak with our students
individually.

During the three years as principal at thle@ade Learning Institute, we
continued our partnership with the community’s farés organization. Each year, our
group of students experienced fine arts, an expegi¢hat many would not have had

otherwise.
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Mural “Accept No Limits”

The 9" Grade Learning Institute students had the oppiyttm put their mark on
our school literally. During the first week of saipour students were asked to put their
handprint on the wall and sketch their initialghie palm. The student’'s handprints were
assembled in the form of the school’s initials.isTdctivity was important for our
students to feel like they belonged at school aackvan important part of our school.

The activity also served as the springboard folidea to paint murals in our
school, which would be designed and painted bystudtents. The first year of th& 9
Grade Learning Institute, we were fortunate to h@eeived a grant to pay for an Artist-
in-Residence program, which provided our schodhwito professional artists. Both
were muralists and worked with our students foe¢hweeks. Our students learned about
murals, designed three murals, and then painted treour school walls. The
professional artists were at our school every daind the three weeks and supported the
students, but allowed them creative ownership @i tmurals.

One group of students painted a large (20 ft. . 30nural with the words
“Accept No Limits” in the center of their mural large bold letters on a yellow banner. |
had walked past their mural dozens of times eagh™ee last day, when the three weeks
were coming to an end, | went to the mural as théents were putting their signatures
on the mural and asked them to explain their mamdlwhat it meant to them. They told
me their design was purposeful and the central ¢hi&uacept No Limits” was something
they all felt needed to be stated for everyonese¢hmurrently in the school and those who
would come later. The twelve students who collateat@n the design and painting of the

mural took turns talking about why they would “ggteo limits.” Each student had a
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story of a person or people in their lives, inchglteachers, who they said did not believe

in them. The stories about past teachers who ba&ohtthat they would “amount to

nothing” or “would end up in jail” were heartbreali “Accept No Limits” was their

way of saying they would succeed in spite of thegbe who did not believe in them.
Awards Assembly

The 9" Grade Learning Institute’s daily schedule and mudée allowed students to
earn credits towards the completion of the requemrgisifor high school graduation each
guarter. At the conclusion of each quarter, ashaal¢teachers, staff and students,
celebrated students’ successes and recognizeceffaris in school. This was
particularly important because so many of our stiglbad experienced very little
success in school.

Teachers and students worked together to makelsatreveryone completed
their assignments, learned the required materdipassed assessments. All teachers
frequently used their lunchtime to work with stutderas well as before and after school.
These efforts made by students and teachers alloweschool to have a consistent
passing rate of approximately 95%.

Over the three years, there would be 50 or 55 asngirebn during the awards
assemblies. Since our enroliment was between &§t@lents, this was significant. More
than 30 students would made the “honor roll” and dgrade point average of 3.5 to 4.0.

After the first awards assembly, as we were disngsfor the school day, a
student came up to me to show me his two awardsvddebeaming with joy with a big
smile on his face. | was puzzled why this studemtiled be so happy for getting two

awards. This student told me that he had neveegaett award before, “ever!” he stated.
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| was skeptical and thought he was exaggeratingaia “You must have gotten at least
one award in elementary school. Right? Doesn’tybaaly get an award in elementary
school?” He was adamant that he had never recaivedvard and most often he “got
into trouble” during awards assemblies and was w&toHe went on to say how much
he hated awards assemblies and how stupid he afelayecause everyone else always
got awards and he didn’t. | was again puzzledthusttime, wondered, “What is our
problem in schools?” | congratulated him on hisomeglishment and said that he had
another opportunity to earn more awards duringhthe quarter and that he should “keep
up the good work.”
Meeting Student Needs

During the many meetings and informal discussisome of which occurred
during our passing in the hallway, the teacherslamould discuss the importance of
remembering the focus for all decisions was thdestts. | worked to make decisions
based on student needs, and | expected that esaietevould do the same, in contrast to
making decisions based on what would be the mastezoent or easy. The specific
focus on the students was to ensure their needsmet. There were many occasions in
which | would add a class not previously offeragate a new option for specific
students, make phone calls to service organizatiogs to the store to purchase
something that a specific student needed.

The teachers did the same. One warm spring aftar@asey approached me and
asked if she could have permission to take on@o§tudents to get a haircut. | began to

think of questions and was about to say somethaogtafollowing our school district
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policy when Casey said, “Good because | alreadiespm Stephan and his mom and we
are going during my prep.”

One early September afternoon, Chelsey walkednmtoffice and sat down
giving a huge sigh. Chelsey expressed to me hstrétion that the kids needed another
option on the weekend. “The weekends they gettiotable,” Chelsey stated. She
continued saying something about wanting to do $oimg for the community. | agreed
with her. Many Mondays | spent time sorting throtigé trouble that had transpired over
the weekend. Chelsey then asked if she could @ &ash or something that would
cause the kids to get together and fundraise mnamunity project. Two weeks later, |
pulled in to a local car tire business on a Satyafternoon to have my family’s minivan
washed by about terf"$%rade Learning Institute students, where abouth@nden were
washing another vehicle. | got out to congratu@telsey on a doing such a great service
to our school and community. She told me over 8destts had come to participate.

Off with His Hair!

It was the day before spring break. The assemb$yseheduled to begin in less
than an hour and the preparations were almost @epOnly one thing remained to
finalize the preparations, hair clippers.

Earlier in the year, my spouse and | had prepafeddraiser to support each
student’s ability to purchase a yearbook. We prgpaaskets that would be raffled after
two weeks of ticket sales. The goal was to raiseigh money to ensure all students
received a yearbook at no expense to the studehemrfamilies. Students and school
personnel sold tickets for the raffle. Similar tber types of fundraisers, the person who

sold the most tickets would win something. Butéast of a gift card, a DVD player or



68

some other prize, the person who sold the mosttsckould get to shave my head. In
addition, each student who sold 15 tickets woutetinee a free yearbook!

The opportunity to get to shave the principal’'scheas motivation enough to
raise the required amount of money to pay for #erlyooks. There is a difference
between planning on having a student shave yout &ed actually doing it. It was quite
nerve-racking knowing that | would have my headveldaby a student in front of the
school. But the time came, and as | sat on a ahdiont of the student body with a clear
plastic bag around my neck, draped over my bodyesioing happened that | had not
anticipated. Students got up from their seat ingyma and went to the front to get a
closer view and to have a clear shot to recorckttize event on their cell phone.
Students stormed to the front laughing, pointind gelling out commands, “No, leave a
patch of hair on the top! Shave his head like anahn! Bald on top and hair around the
sides.”

Open House

At the end of the first year of thd' Grade Learning Institute, | decided the July
home visits were too late to talk to students aar@pts about our school. | wanted to be
more proactive and show the incoming students aneints how good our school was
becoming. Therefore, in May, | planned an open Bon®ur school and arranged with
the middle school principals for a group of ourdetts, accompanied by me, to go to
their schools. The purpose was to talk to prospediudents, invite them to the open
house, and give them a flyer inviting their pardntthe open house.

Our visits to the middle schools were well receiaed our students did an

outstanding job of talking about our school anddpportunities that were provided. Our
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students urged the middle school students, onlyyeaeremoved from them, to work
hard. They also told them they were in their pldeeprevious year, didn’t care about
anything and knew what it felt like. They encourd¢jgem to take advantage of the
opportunity they were given to go to tHB Grade Learning Institute.

In planning for the open house, | invited a fewoaf current students and their
parent or guardian and asked if they would be mgllio speak during the open house to
the prospective students and their parents or garesdl was hopeful they would say
something positive, but purposefully did not wamfill them with ideas about what they
could or should say. | wanted their thoughts tabehentic and not staged. Of course,
this created some anxiety in me. | thought, “Wh#tey say something negative towards
our school or staff?” Nonetheless, | believed iswabrth the risk to provide a real and
authentic experience for prospective students lagid parents.

The open house started with a self-guided or guidedand after about thirty
minutes | announced we would start a formal meatirtbe gym with a presentation
about the school as well as time to ask questidasve guided adults and children to the
gym, | realized quite a few people were in attergain fact, after later checking the
sign-in sheet, | noted over half of our prospecsuaents and their parent or guardian
had come to the open house.

| began the formal meeting with a welcome, follovigdan introduction of the
teachers and myself. After the introductions, ttetha slide show of events and activities
in which our students had been involved in the fiesar of the school existence. |

discussed the various activities as the slide ghragressed. Then | announced | had
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asked a few parents of current students to talkaguhe open house and introduced the
first parent.

Kevin’'s mom began by telling the group that shesdoat usually talk in front of
people but made an exception. She continued ttheeljroup that she had moved their
family to this town the previous summer becauseiiKéad gotten into so much trouble,
and she and Kevin's stepfather did not know whee & do. She said that Kevin had
gotten into trouble with drugs and law enforcenmamd she thought he was “lost.” At this
point Kevin’'s mother began to cry but kept talkisde said when she arrived, she was
told Kevin would have to go to thd'@rade Learning Institute and would not be allowed
to attend the traditional high school. All she wahtvas for Kevin to have a new chance
and going to an “alternative school,” she worrieduld get him involved with the same
type of kids that got Kevin into trouble in thestiplace.

Kevin's mom said she was worried and was readyu® gp, but after speaking to
the principal she decided to just give it a cha&te described how Kevin was a
different child than he had been just months eaaliel he had earned straight A’s all
year. she continued saying their house is mucherahow and she and her husband,
Kevin's stepfather, do not yell and fight with eaather anymore. Then to my
astonishment, Kevin’s mother, through her teard, sewas “this school that made the
difference in Kevin’s life and in our family.”

Seeing Is Believing

During the first week of school in each of the thyears | was principal, we

would have “traditional” school picture day withaal portrait studio. The studio

typically took pictures for the school yearbook @he student management system and
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the pictures were available for purchase to thelf@sn| saw this opportunity and re-
negotiated the agreement to include an additiomalqgraph of each student dressed in
graduation regalia identical in color and desigouo district high school. In the
negotiation, the studio also agreed to provide aNitB the photographs. | took the disc
to the local Walgreen’s and had a 5x7 of each siil&lphotograph printed. The
graduation photographs were used on a bulletindboatside the main office, with a
heading above that read “Class of 2015.”

In addition to the wall display, | also used th@tagraphs in a slide show during
the 3% Quarter Awards Assembly. After all the awards haedn given and the students
were a little restless having sat for a little mthran thirty minutes, | told the students |
had a special presentation. At that point the sigi®re turned off and | began the slide
show. There was some talking and restlessnessgdilngéntime that the lights were turned
off and the slide show was started, but as theerhesgan and the first picture was
projected, there was silence. Silence and all doaab, students’ and staffs’, were glued to
the screen. About forty seconds would pass and tharea dozen graduation pictures
were shown before there was a sound in the gymfil@tesounds were a few giggles and
some whispers. The sound increased and the kidsdtahd laughed but their eyes were
still glued to the screen. The talking and laugktas not in malice. They had been in
school for three-fourths of the school year ang tied all but forgotten they had taken
the graduation photos.

When the slide show ended, | asked, “Why did we thke graduation photos and
why did | show them to you right now?” Silence. dwd like to think the students were

pondering deeply the significance of this evertndwered my own question,
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“Sometimes seeing is believing.” | repeated my oasp, “Seeing is believing.” |
continued to ask the students to raise their hdntdley had thought about dropping out
of school and did not believe they could actuatiydyate. Almost in unison, as if
practiced, nearly every hand went up. “Do you leligou can graduate now?” Without
asking for students to raise their hands, the daands raised high in the air.

| asked them to look around and take in what wapéaing. “It is okay to do
well in school. In fact you are doing awesome!%tlkaimed. | then asked them to look at
the back of the gym, where their teachers weredgtgnAs the students turned to look, |
said, “These are the people who believe in youyKmew the first day you came you
would do well and they know now you will continuelie successful.”

Teacher Growth

The first year of our new school brought new oppaittes for everyone. Students
learned through new experiences, were engagedyarkgd hard. Teachers also had
new opportunities.

Shelly was a veteran teacher who was involuntéadgsferred to the new school.
| was warned that while Shelly had a lot of expsreeteaching, | should not expect more
out of her than what could be done during contdbteurs. | was concerned throughout
the beginning of the school about Shelly. She vgagyaed to teach reading, which she
had done in the past and had experience teachimgkattudents as well. This was not
my concern. Instead | was concerned Shelly wowle lzanegative attitude and would
not support the staff or me, as the principal.

Although Shelly and | had many conversations dutitefirst weeks of school

about student placement, assessment and curricullisgovered she not only had
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knowledge but would also engage students in clagsirctivities and discussions.

Within the first semester, | wondered why | hacereed the warning about Shelly. Even
more baffling was the day | received an email fidhelly requesting a meeting with me
to discuss a grant she was writing to receive rtewknology and other supplies for her
classroom. Shelly and | met and discussed the ,gaadtl agreed to read her grant and
provide feedback, which | did. Days later, in pagsiShelly let me know she submitted
the grant. “It was the first grant | have ever terit” Shelly told me. She seemed insecure
about it and worried about whether or not it wobddawarded. | told her it was her extra
efforts that made the difference; while inside mynamind, | was unsure if she would be
awarded the grant. Nonetheless, | tried to be eaging.

It was late spring, a few months after Shelly haloihsitted her grant proposal, and
| was sitting in my office when | got the phonelc8helly had been awarded the grant.
Furthermore, | was told the granting organizatianted to come to our school to present
the check and take some pictures for public refatjpurposes. | was thrilled and could
not wait to tell Shelly the great news, which | didmediately. | got up from my desk
and walked to Shelly’s classroom with a huge gnmoy face. The grin was too obvious
because when | got to the classroom Shelly immelgiasked why | was so happy. “You
got your grant!” | exclaimed. The look on Shelljése was of complete exhilaration.
“You're kidding?” she questioned. “No. You got@ongratulations!” | stated proudly.

End of the First Year Learning

The first year of the®Grade Learning Institute ended as quickly asdt ha

started. There were tears on the last day of scmbl have to admit | cried some too.

We, students, staff and myself, knew that our sthas only for §' grade students and
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our daily interactions would end and therefore rlmtionships would be changed. We
had learned and grown a lot individually but alsgether as a community. Knowing that
this was about to end was the source of some sadnes

For a few weeks following the last day of schoair students would stop by. We
would be in meetings or teachers would be in tblagsrooms working, and two or three
students would walk in as if they owned the plate.would often laugh when we would
see our students coming back to visit. We remendbarémes fighting them to come to
school, and days when we fought them during schmalhere they were walking the
halls, sticking their heads in classrooms, and seves asked if they could help with
anything.

| was always impressed with the teachers duringgtvesits. Even though they
had a lot to do before leaving for the summer, theuld stop whatever they were doing
and talk with the students who came to visit. Thveyld ask about their families and
their siblings or cousins. The teachers learnext aldout each student during the school
year and knew many of the personal conflicts orlfahtoncerns that each student had
faced and were worried about. They knew the impogadf asking about these things.
After a conversation, students would say goodbykleave.

After School Chats

Multiple times each week, teachers would come ¢odfffice and sit down to talk
after school. These meetings were never plannedg@meétimes included two or three
teachers, our school secretary Maria, and memggj everyone would show up. All
were welcomed and we would find space for everyen if that meant sitting on the

base cabinets or just standing. We would discusggies, we would brainstorm
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solutions and we would talk about our studentstaowd we could help them in their
struggles.

One early spring afternoon, not long after Collistelden and tragic passing, we
all ended up in the office. Collin was our businasd computer/technology teacher. He
was only 38 years old when a brain aneurism cahbiseslidden passing. Collin had come
into teaching after playing professional basketiaBEurope and then working in
banking. Our students enjoyed Collin for his apitt communicate with our students
and build relationships. Even though Collin wasgrban, standing almost seven feet
tall and weighing over three hundred pounds, heak&ays so calm and kind.

As we sat in the office after school, we pondeldedd@how we could honor
Collin’s passing. We wanted to create a memoriahfo at our school, recognize his
contribution to the students, staff and buildinggl &elp ourselves and our students
continue to deal with the grief of his passing. ¥dene up with a few ideas and discussed
how we could make them happen. With Earth Day ermttrizon, one idea was to plant a
tree in Collin’s honor and with a plaque marking tree and why it was planted.
However, another suggestion sprung from Collinislof basketball. We decided we
would formally name our gym in memoriam of him drale a sign made of iron and

wood to mark this decision outside the main entandhe gym.
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CHAPTER 5 — FINDINGS

Introduction
This autoethnographic study is a highly persondlaeecount of some of the
experiences documented during the three years prirsipal at the 9 Grade Learning
Institute. The vignettes produced from the expegsrdiscussed in Chapter Four are the
responses to the research questions posed irtubis $n this chapter, | further discuss
those experiences, describing how they relategdabr tenets in Chapter Two, and
elaborating on their connection to the study, paférly how they are responses to my
research questions.
In this study, my central research question wasa\ghn I, as a leader, do
anyway? My research studies’ sub-questions were:
1. How aligned are my theory of action and theory-ga?
2. What did I do as a leader in a new school?
3. What can the narrative teach me and potentiallgrsth
Discussion
In this section, findings are discussed througthed¢he four tenets: Reflection,
theories of action and theories-in-use, leadersmg,critique. In Chapter Two, the four
tenets were presented in a different sequencatisiguthe critique as the first and
leadership as the last. | purposely selected theraf discussion starting with reflection,

followed by theories of action and theories-in-uken leadership and concluding the
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discussion with my critique. While | discuss mytique explicitly in a separate section, |
also address my critique through each of the fenets.
Reflection

Reflection is central to this study and as | havee to realize, central to my
work as a whole. During my principalship at tieGrade Learning Institute, there were
many examples of reflective practice. Similar teleg’'s (1992) and Ross’s (1989)
definitions of reflection, the staff and | wouldrtk about and question why choices were
made, discussing the implications of those chageesthoughtfully analyzing ways in
which student needs could be addressed and stsdergss could be enhanced. For
example, after the students and staff came tog&than afternoon of team building
activities on the first day of school, the teactard | met to reflect about and discuss
what went well, what we learned from the experieacel how we may need to respond
in the future. This reflection process began tre fiay of the 8 Grade Learning
Institute and continued throughout the next thresry.

This type of reflective meeting occurred often, stimes formally and
sometimes informally. The process and goal weragdvhe same: dialogue, think and
be critical about the practices we were incorparpét the 8 Grade Learning Institute.
Reflection is one of the primary reasons why thislg exits. Had | not been reflective
and written extensively to document and reflectrughee daily occurrences as principal,
this study would not have been possible. Refledtiasm become the means for me, as
Brubacher et al. (1994) would say, to make senseyofvorld.

Finally, as the leader of the school, | was ablstalel and lead the reflection

process. This process was critical to address\erpsiies and to enhance our students’
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experiences in school as well as create opporagnitir them. Furthermore, this
reflection process was vital for the staff to beecamcommunity.

Theories of Action and Theories-in-Use

In Chapter One, | wrote,
As | concluded the degree in educational leadershipote a theory of action
paper. In this paper, | also issued a challengeyelf, to become the type of

leader | had described, one who would be able ild buschool where equity,
equality and critical consciousness would be themno

Central to this study was the discussion of théefdma of incongruity” (Argyris
& Schon, 1974). Specifically, | sought to questiba alignment of my theory of action
and my theory in use.

| am hesitant to say | realized all that | had $awmnd therefore have a
completely aligned theory of action and theory-geunevertheless, there are examples in
which | strived to realize equity, equality andical consciousness. | think it is also
important to note that during the process of waglon this dissertation, | learned that
even if | am unable to create complete equity andakty, it is the daily efforts that are
important and meaningful for me. The task of a stheader is daunting and often
overwhelming. | learned that a leader has thetsidi address the big issues by starting
small. Even if the action seems miniscule compé#wetie big issues, it is important to
begin. | would often make “to do” lists in my notelks. This was my way of starting
with one thing at a time and when | was able tackldf those items in the lists, | felt a
sense of accomplishment.

Furthermore, through this autoethnographic studsained that | am unable to
control others or how others may think, feel anl especially regarding issues of equity

or equality. However, | am able to control howihtj feel and act and sometimes this
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has an effect to influence others. There were tiduggg the three years | was principal
at the §' Grade Learning Institute that | made decisiongtagon my governing
principles, which | knew would affect the teachansl may even cause some
controversy. One of those decisions was choosipgitochase all school supplies. Prior to
my experience at thd"&%Grade Learning Institute, | had observed the schooply
conundrum play out in schools. This challenge wdaddin with teachers making a list of
school supplies students needed to bring to sa@mbthen this list would be distributed
to students. When students, most often the stadieirig in poverty, did not bring the
required school supplies, the teacher would repgatell those students to bring them.
Students would then feel badly because they knewwould not get school supplies and
often did not know what to do. As the leader, émened. | acted on behalf of the
students and then had a discussion with the teathexplicitly discuss why this

decision was made. This action not only acknowlddbe inequity that many of our
students faced at the beginning of every schodai, ye# established a tradition of
addressing the issues of inequity.

There were a number of ways in which | came to tstdad equity and equality
issues as they played out in the lives of the sttsdeho attended thé"$%rade Learning
Institute. My background knowledge dictated to et in order to really understand the
issues the students faced, | would have to gendavikthem beyond a superficial level,
including understanding the conditions in whichytheed, where they lived and with
whom. Through visiting their homes and then meeitalgvidually with all the students

before school started, | was able to observe atapreze the ways in which equity and
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equality would need to be addressed. It was thraugh concrete enactments of my
theory of action that | learned the power of legdiy example.

Inequality in schools is often observed throughdio¢hing students wear. Th& 9
Grade Learning Institute had a specific dress qudiey. Forming partnerships to
provide school-appropriate dress at no cost toestisdor families was another way in
which equity was addressed. Finally, equality wédressed by providing enriching
experiences to students through field trips, expees many students would not
otherwise have had.

I have attempted to develop critical consciousmggsn myself since exposure
to critical theorists during my undergraduate degteidies. Although in some instances
at the 8' Grade Learning Institute, | was hesitant to questhe norms of schooling, |
ultimately did through many of my actions as pnpatj some of which have been
mentioned previously. Further, the teachers obslemwe actions and as participants in
the school, they would learn what actions were eh@sd why those actions were
selected, especially through our group reflectidimerefore, as teachers recognized the
inequities through observation and understandhngy too worked to develop a critical
consciousness as they responded to the inequiieaffected our students’ lives.

As Argyris and Schén (1974) state, “Theories-in-asevehicles for achieving
and maintaining governing principles within accéfgaanges” (p. 30). | found that even
though | was anxious or hesitant sometimes to ahuny governing principles, | did. |
was hesitant because after years of teaching andngdn the same school district, |
knew the schools in this school district would haeddress inequity issues. Therefore,

knowing something about the teachers’ past expeggrand the fact that their leaders



81

did not address issues of inequity, | feared wivead asking would be too foreign. Thus,
while my theory of action paper may be differerdayp than it was when originally
written, it has been central to my actions as fpiicat the § Grade Learning Institute.

Through my efforts to maintain my governing prinegpand act accordingly, |
was able to address inequity issues in a numbaiffefent ways. Leaders can, and
should, know their theory of action and act acaaghyi.
Leadership

Leadership is not about controlling, but inspirihgadership is not management,
but engagement. Leadership is not necessarilyitigoesr title, but who a person is and
chooses to be. This autoethnographic study allanedo question my traditionally held
beliefs about leadership and experience leadeeshiouse (2004) describes, “the ability
of an individual to influence, motivate, and enatleers to contribute toward the
effectiveness and success of the organizationshahwhey are members” (p. 54).

Although | had a traditional leader’s title, pripai, | was able to experience
leadership as something different from what | helielved school leadership to be
previously. In Chapter Two, | discussed buildingniig and community partnerships
(Auerbach, 2012; McLaughlin & McLeod, 1996) as amportant function of leadership.
In the 9" Grade Learning Institute, this was accomplishedibijing students and their
families in their homes, meeting individually wikhudents and their parents at school,
and hosting events in the school which invited ptrand families to be part of the
school. One key component of creating successfuilyeand community partnerships

was my ability to communicate with all parents atablents. Being bilingual in Spanish
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and English, | was able to speak directly to paramd did not have to speak through an
interpreter.

Often public schools with minority groups and stoatdevho are from culturally
and linguistically diverse backgrounds have teaxhed school administrators who are
not of the minority group and do not speak theveakhinguage their students speak.
These teachers’ and school administrators’ tocndéiek an understanding of their
students’ backgrounds, lived experience, and lagguahich creates a barrier between
the students and their families and the schook often exacerbates the issues related to
equity and equality. Living in Nicaragua for twoays, holding a master’s degree in
bilingual education, and being married to a womabatina decent, allowed me to more
easily connect to the students and their famifigsting with the ability to communicate
with them in their native language.

Effective leadership is also working collaborativéd meet students’ needs
(August & Hakuta, 1998; Lucas et al., 2004; McLdugk McLeod, 1996; Shaw, 2003;
Walker, 2005). The teachers and | worked to crepp®rtunities to meet students’ needs,
whether academic (setting up a specific classtierindividual), physical (providing
clothing or food for those students in need), @iaqthrough teachers arranging
weekend activities to engage students in activitiesh could help them stay out of
trouble).

Leadership is being present and listening. As tudlesd in Chapter Four, it was
not uncommon for teachers to gather after schosit tand talk about school. They would

share concerns they had about students and we woaltem solve issues together. The
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teachers would show up often, knowing the office aalace they could go to express
frustrations and others would be there to listen.

Leadership is doing whatever it takes to help agotBometimes this included
building furniture and helping set up classroomsvaekends and nights before school.
A leader does more than what is in his or her écdption and between the hours of
7:00 a.m. and 4:00 p.m. Monday through Fridayatred that leadership is altruistic. |
would ask myself, and still ask myself the samestjoas, “If not me, who? If not now,
when?” A leader is a person who does not delegaie riesponsibility to others. Instead,
a leader asks when something needs done and wtll do

Leadership is having a vision and being purposefaktions. Leithwood et al.
(2003), The Wallace Foundation (2013), Lynch (20a2d Howard (2010) include
vision as being a key characteristic of effecteadership. It was purposeful that during
the first week of school students and staff wopldngl hours building community
through activities. In having students place a tgainmprint of their hand on the
building, | hoped they would gain a connection aadn ownership of the school and
make it their own. | negotiated and scheduled teetmphotographer take a picture of
each student in graduation regalia to allow stuslemenvision their future.

My lived experiences with public schooling priorttmse at the®®Grade
Learning Institute dictated that schools had sovisitatement, but that statement existed
only as rhetoric and was never realized. The sshioalvhich | had worked did not
address issues of inequity; rather, these schosis places in which the inequities in
society were observed and replicated. Furtherntbeee was no place for critical

consciousness in these schools; instead, confotmitye norm (and the norm was
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inequity) was demanded. Dissenters were threateyadithority to conform or they
would be punished. At thé"@Grade Learning Institute my vision was to creasetzool

in which issues of inequity and inequality were r@dded and critical consciousness was
present. | learned that as a leader, | was abieailize my vision. | was purposeful in my
actions and through those actions | was able tiol lauschool where issues of inequity
and inequality were addressed and critical consciesss was present.

Leadership is creating opportunities to raise gqeoncerns (Cambron-McCabe
& McCarthy, 2005) and see social justice (Anderg8))9; Powers & Hermans, 2007;
Shields, 2004; Theoharis, 2007a; Theoharis, 20@Yjproviding school supplies,
clothing and new experiences, such as attendingfagsional ballet production or sitting
in a concert hall while a professional pianist parfs, | not only attempted to raise
concerns about inequity, but also address thosgiities through action. Furthermore, |
lead first through example and then by supportaaghers as they began to address these
same social justice issues.

Leadership is creating opportunities for teachelsarn (Haynes, 2007; Mosca,
2006). For me, creating these opportunities begitis believing in people. Teachers,
just as students, need to know they are capabl¢éhairdeader is supportive. Most
important, they need to know their leader belianebeir abilities. Shelly had taught in
the school district many years when she was invatily transferred to the"dGrade
Learning Institute. However, this was not the ftiste Shelly had been involuntarily
transferred. Shelly had taught in six differentaals in the school district prior to being
assigned to the™Grade Learning Institute. In the Prologue, | diéstt how the assistant

superintendent had warned me about Shelly anditeldot to expect too much. Rather
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than “not expecting much,” | believed in Shelly dret abilities. Shelly and | spoke often
and | would praise her efforts. Shelly became atkagher leader in our school and, in
fact, wrote and received a grant that provided meseurces for her students and
classroom.

Critique

My growing critique of public schooling brought rteea point of saying, “schools
are the problem.” The data related to the faildmmimority and impoverished students in
public schools makes it difficult to believe théséhope and another possibility.
Certainly, there are formidable obstacles to ovaeoNevertheless, my experiences at
the 9" Grade Learning Institute and writing this disséotagive me hope. It has taught
me it is possible to create a school where isstieguity are addressed and in spite of the
bleak statistics, poor and minority students casuzeessful in public school.

Public schools can be the solution to the problezadership, in spite of my own
initial skepticism, is the key. With effective leaghip, public schools can mitigate the
negative influences on students of violence, gasigsstance abuse and despair. Through
leaders’ actions, students’ lives and those of tla@nilies can be transformed. Kevin's
story, while remarkable, was not the only succesy ®f the §' Grade Learning
Institute. There were many others.

What | Learned

The vignettes provided the background from whichl@ayning was framed. The

lessons | gained through my experiences atth&r@de Learning Institute are many, but

I will focus on only a few.
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First, | learned that leaders have the potentidictonuch. | learned that as a
leader, | was able to be true to my governing @ples and myself and lead others to do
the same. In his bookeachers as Cultural Workers: Letters to those déi@ teach
Paulo Freire (1998b) stated:

...the task of the teacher, who is also a learndxoib joyful and rigorous. It
demands seriousness and scientific, physical, emalfiand affective
preparation. It is a task that requires that thvalse commit themselves to
teaching develop a certain love not only of othrrsalso of the very process
implied in teaching. It is impossible to teachhwitit the courage to love, without
the courage to try a thousand times before givingmushort, it is impossible to
teach without a forged, invented, and well-thougit-capacity to love. ...We
must dare, in the full sense of the word, to sped&ve without the fear of being
called ridiculous, mawkish, or unscientific, if renttiscientific. We must dare in
order to say scientifically, and not as mere blkiHblah, that we study, we
learn, we teach, we know with our entire body. dgeall of these things with
feeling, with emotion, with wishes, with fear, widloubts, with passion, and also
with critical reasoning. However, we never stuegrn, teach, or know with the
last only. We must dare so as never to dichotoogmition and emotion. We
must dare so that we can continue to teach fon@tione under conditions that
we know well: low salaries, lack of respect, anel ¢hrer-present risk of becoming
prey to cynicism. We must dare to learn how tedarorder to say no to the
bureaucratization of the mind to which we are erposvery day. We must dare
so that we can continue to do so even when it imsch more materially
advantageous to stop daring. (p. 3)

For me, leading is teaching. Therefore, leadirgss, as Freire states, about love.
Love, not only for the process of leading, but Iémethe people for which one is
steward. As a leader, one must commit oneselfda@aglponsibility and the wellbeing of
others. | recognize that this is a daunting taskttus task is not meant for one person
alone. Instead, it is to be shared with and ambagéame people who are being lead. To
further illustrate this point, in Chapter Four untlee vignette titled “Individual
Orientation Meetings,” | state, “| would put a sg@mphasis on the words ‘we’ and
‘our’ and sometimes students, parents and | woidcugs this further and sometimes we

did not.” | learned that as a leader, the emphs®isild be placed on the “we” and “our”
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and not “I” or “my,” as | have witnessed so muchcsi the beginning of my work in
public schools.

In creating the vignettes, | was reminded and aeded the importance of what
Paulo Freire calls “patient impatience” (Darder)2p A leader must also be patient,
knowing that what is sought will be realized, abhtha same time exhibit impatience, or
the urgency and effort to realize immediately faattwhich is sought. For example, |
knew the teachers with whom | worked at tfe@ade Learning Institute knew words
such as justice or equity, but may not have knowatwhose terms would mean in the
public school setting and how they would be contabkzed. Through enactments of my
governing principles, such as not distributing tbechers’ school supply lists for students
to purchase school supplies, with the help of nmyilig we purchased school supplies for
every student. In this enactment, as describeldevignette in Chapter Four | stated, “I
was nervous, but they [the teachers] were accepfitige idea and we collectively
devised a plan to ensure that all students, ioladises, would receive the needed
supplies.”

Recommendations

In this section, | make recommendations based @t s been learned through
this study. These recommendations are my own amddimo way limit other
interpretations and learning that might occur tigiothis work. Through answering my
research question, what can I, as a leader rea]lgrl sub questions, how aligned are
my theory of action and theory-in-use, what disdblas a leader of a new school, and

what can the narrative teach me and others, | Wasta construct these

recommendations.
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Autoethnography

As mentioned previously, Autoethnography as a rebeaethod may be
underutilized; nonetheless, it is a powerful metiiody. This methodology could be
more widely used by teachers and principals to Vioide. Although my discussion of
voice was limited and was not a central theme isfstudy, it was nonetheless an
important realization. During this study, | waseatd gain confidence in my voice, and
the narratives in Chapter Four highlighted thategoi

I am currently a principal in another school iniffedlent school district. | find
that my past experiences as a principal and thiengrof this dissertation together with a
renewed confidence in my voice, helps me as | wodkaily incorporate that which |
learned from the'®Grade Learning Institute into my new setting. Réthis entails
working with teachers through a process of shaesistbn-making and asking all to
participate and voice their thoughts, concernscestions.

Relationships

Key to the successes of our students, staff anolo$etere the relationships we
built. In order to build relationships, it is paraumt to get to know the people with whom
you learn--colleague and student alike. At the®ade Learning Institute, we did this
through team building activities with students &ydoroviding enrichment opportunities.
The staff and | were able to do this by meetinguently, reflecting and acting together
as a community. Furthermore, once the relationshipduilt and knowledge of the other
is established, it is wise to individualize as mashpossible—with staff, individualized
interactions and opportunities for growth and vethdents individualized instruction,

courses and opportunities. With relationships tanltrust and the knowledge of each
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other, comes the ability to deal with and manadecdlt situations in meaningful and
positively impactful ways.

Based on what | have gained from this dissertadimhthe narratives, | would
recommend school leaders to do whatever it takgettto know students and staff and
build a meaningful and trusting relationship. Teas be done, as | did, by going to
students’ homes and speaking to the students amtidain a positive manner with the
goal of building relationships. When school adnthaitors visit students’ homes, which
rarely happens, too often the reason for the hasiehas something to do with
discipline or punishment. This is not the way tddba strong and positive school and
home relationship. Instead, as | mentioned preWossart small. Without an alternative
motive, select only a few and go to students’ hoarestalk to students’ parents and
introduce yourself. It may be wise to have a list@mments and questions that could aid
in the conversation. For example, one could aslatwan | do to enhance your
son’s/daughter’s experience at school?

Vision

In order to be effective, schools and particulénky leader, must have a vision for
the future. That vision cannot be secret and shiogldde something larger than self,
such as equity and/or social justice. The leadestine purposeful in his/her actions,
always thinking ahead and planning to realize vigbn.

Through my experience at th8 Grade Learning Institute and this dissertation, |
learned the leader can have a vision, but themgedct happens when that vision
becomes shared. A shared vision is purposeful lEmdealization of that vision is equally

purposeful. | would recommend that leaders flushtlogir governing principles and
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understand how these principles impact the visoowhich she/he will strive. Through
explicit knowledge of my own governing principlesticulated by writing a theory of
action paper, | was able to pursue actions asdetehat aligned with my governing
principles. It was through these actions, reflectend being explicit about my purposes
with the teachers, a shared vision was developddapported by all.
Learning

Antonio Machado (as cited in Macedo, 1994) wro@arhinante, no hay camino;
se hace el camino al andar” (Traveler, there isoad; the road is made as you walk.)
When the ¥ Grade Learning Institute began, | had some ideasioreso | desired
nothing more than to put my best effort into raatizwhat | had outlined in my theory of
action paper: a school where equity, equality arittal consciousness were the norm. |
am not unique or special. | do not possess aniaikalbility that others do not have. |
would recommend we all to do as Machado suggestakie the road as we go.

Recommendations for the Practitioner

This work helped me conceptualize five suggestfonghe practicing principal.
First, recognize and know the people with whom wauk. For example, a leader should
be able to respond to the following: Where didtdechers with whom you work attend
college? What are their individual passions? Wideréhe students with whom you work
live? What are a few hobbies or activities in whilsy participate? What are their
individual dreams and goals in life? Describe estadent’s family life.

Second, as a leader, one should facilitate suchratahdings of the students in

teachers. As the group of adults in the school ctin@edeeper understanding of each
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student as an individual, realizations about hosy thind the school should operate will
come to light.

Third, as understanding of the students deepeasdmool should be flexible to
meet individual student needs. Although, this difficult task, it is necessary. Meeting
student needs--physical, emotional, psychologicalcademic--is of utmost importance.

Fourth, building and maintaining community partingps to create opportunities
for students and staff is key to building equitghin your school. Limited school
resources too often becomes the justification @drmeeting students’ needs. Therefore,
it is paramount that leaders reach out to othedsbaiid and maintain community
partnerships that offer further resources, whi¢imaltely allow schools to address equity
issues.

Fifth, reach out and build deep and lasting retetiops with the students’
families. While there is much discussion and litiera about this point, public schools
most often reach out on a superficial level andlyadig deep to get to know the families
of their students. Building deep relationships goei beyond a monthly newsletter or
automated phone calls sent through a computer @magduch has been the primary
sources of communication with families in my expade. My grandfather would say,
“You get out what you put in.” Meaningful relatidnps take time, energy and effort to
build and this cannot be done through one-way comication such as a newsletter or a
recorded phone call.

Future Research
This autoethnographic study, especially as | aralydata, made me realize there

are a myriad of possibilities for future reseat€bnducting a study analyzing the
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teachers’ and students’ perspectives and expeseatdbe 8 Grade Learning Institute
would be fascinating. Following up with the studeand teachers who were members of
the 9" Grade Learning Institute in longitudinal studiesuld also be interesting. This
type of study could enhance the work that has leepfored through this dissertation:
leadership, theory of action and theories-in-uad,what can be learned through
narrative.

As | analyzed data, | gained a post-experienceppetwe of daily activities and
events. A time analysis of a “typical” day in tlife lof a principal, may also be an area of
future research. This type of research has maslylikeen conducted; however, an
interesting study may be matching principals withilgar governing principals, theories-
in-action and then observing their daily activiteggheories-in-use and then analyzing
how those daily activities are similar or differeAtgyris’ and Schon’s (1974) theories
have been central to this dissertation, specifidhkir assertion that leaders who have
aligned their governing principles and their acsi@ne more effective. The contributions
of such a study would further establish the appbceof Argyris’ and Schon’s work to
the contemporary principalship.

Conclusion

This study has reminded me of what | consider aiapand unique experience in
a public school. As | analyzed the data and wasneead of the experiences | had while
principal at the ¥ Grade Learning Institute, | was able to recallférdings and emotions
that went along with those experiences. These em®forced me to rethink and
reconsider the experiences and their meanings.

Holman Jones (2005) described autoethnography,



93

Setting a scene, telling a story, weaving intricaenections among life and art,
experience and theory, evocation and explanatiord tlzen letting go, hoping for
readers who will bring the same careful attentmgdur words in the context of
their own lives. (p. 795).

As Holman Jones stated, | equally hope that attimelusion of this story those

who read these words will ponder them deeply endagipply them to their own lives.
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EPILOGUE

| sit with a smile and a tear in my eye. “Was tletl?” | ask myself. Three years
passed like a blink of an eye and almost two ykave passed since then; yet | sit,
feeling the rush of emotions that | had a few yeays. This story, our story, of th& 9
Grade Learning Institute, is important.

Success

You may be wondering, “What happened to the stisfewhere did they end up?
Did they graduate?” The students who attended fr@réde Learning Institute had much
success. To illustrate these successes, let nfgy/léscribe the students who attended
our school during the first year. Sixteen of thstfgroup of students who attended the 9
Grade Learning Institute graduated high schoolselwol years after attending. This
means that sixteen students earned all the reguigbdschool credits and graduated high
school in only three years, one year early. Thasgests, who were the most at risk
group of students in that grade, transformed intaesof the most successful students,
graduating high school a year early.

While graduating high school early may be an acdmmment, what is even
more astounding is what happened after they gradu®fior to graduating, all sixteen
had applied to attend college at local communitieges and had taken the entrance
exam. Twelve of the sixteen students attended canityncollege. Three of the sixteen

had already been accepted and were planning amdattetechnical programs. Finally,
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the remaining student went to work to support haemify, but had plans to later return to
school. Due to familial circumstances, she vieweithg to work as her only option,
because her father, who was the only person ifathdy working and earning money,
was deported shortly after graduation.

Of the three groups of'‘Ggraders who attended the school during thosetfirse
years, about 90% graduated high school and a hlaofdfther students had either
completed a GED program or were enrolled.

Providing a “Threat of a Good Example”

During the second and then again during the thésat pf the ¥ Grade Learning
Institute, the school district had new superinterisleAlso, during this time there were
school board elections and three new board menhiaelbeen elected. Near the
conclusion of the third year of th& Grade Learning Institute, | was informed that my
contract would not be renewed as principal andth&rade Learning Institute would be
closed.

The 9" Grade Learning Institute was a school that was ttbtake the most at-
risk students--students who had a record of failingchool, were disciplinary problems,
and did not want to continue attending school--sunctessfully teach them, providing the
foundational year of high school that would leadtaduation. Many of the students
were the first in their family to graduate high soh Furthermore, upon its inception,
half of the teaching staff had been involuntanibnisferred and did not select to be there.

The principal was hired a short time before theostiwould be opened, and construction

1 “The Threat of a Good Example” is the subtitléte# bookNicaragua: The Threat of a Good Example
published in 1985 by Dianna Melrose. Noam Chomsgstthis same terminology in his work “What
Uncle Sam Really Wants.”
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on the school was not completed when the schoolbegan. It seemed the stage was set
for disaster. But disaster did not happen, at leastight away. The school, in spite of
the odds, was a great place to be for studentshenadults who learned along with them.
The 9" Grade Learning Institute provided a “threat obad)example.” Disaster
eventually did strike, after three successful y&aesschool was closed. ThE Grade
Learning Institute demonstrated how successfulashman be in supporting poor and
minority students. Further, when th® Grade Learning Institute was closed, it provided
another tragic example of the way in which pubtibaoling too often reinforces the
inequities in our society.

One More Story

Tylar, one of the teachers who was involuntariansferred to the™®Grade
Learning Institute and had intended to retire atehd of the first year of our school, had
become a vibrant and re-energized teacher. TylErtsgummers and weekends
improving his teaching, spending his own moneyrtivjgle more activities, more
resources and more opportunities for his studdmiar was positive and talked about
teaching another ten years.

Shortly after finding out my contract would not temewed and he would be
transferred again, Tylar submitted his resignasiod decided to retire. The last day of
school, Casey hosted a BBQ in celebration and fi@wvher house. We were sitting
around a table in Casey’s back yard, eating hanasiygotato salad and chips, as our
children ran around and played, laughing, talking telling stories. Tylar abruptly

stopped the conversation and raised his glassadd‘staught for thirty-four years and
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didn’t know anything about kids or teaching untiiént to our school and it was this guy
[pointing at me] who taught me.”
Final Words... About the End
Every week, | would send out a document to thetterscand staff of the'®
Grade Learning Institute that | called “Week atlar@e.” This document contained a
calendar of events for the upcoming week, a dailjiree of which events could be
expected on each day of the week, agenda itentedaveekly faculty meeting, the lunch
menu, a cartoon or picture, a list of items torfthabout,” a quote, and a message from
me. On the last “Week at a Glance” | wrote:
Dear Distinguished Faculty,
I have been doing a lot of reflecting lately and Binder in which | have placed a
copy of each “Week at a Glance” document has betenesting to review. Two
years ago, at the conclusion of our first yeardter
These last days will be both bitter and sweet. 8omof ourselves has been
invested to ensure the success of our studentswargthool that it will be hard to
watch our students move on, yet we may also thitskabout time!Our students
will most likely struggle with the same dilemma. §Whay see some behaviors
this week created out of the inability to cope.rBady to have this conversation
with your students and have some ideas to help stadent cope.”
“If you want a happy ending, that depends, of ceuos where you stop your

story.” (Orson Wells) Wednesday is surely not the ef our story with our
students.

| still do not think that this is the ending of thry with our kids!

This dissertation has helped me realize, even aftedditional two years have
passed, the end has still not arrived. Recentlgeived an email from Marylyn who
said, “I think of our school and you often, and snis | like where | am teaching now,

but it isn’t family...” (Personal communication, M&r@015).
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APPENDIX A

Events Listing
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Jacob Spouse
Home Visits Incentives
Orientation Meetings Home Visits

Yearbooks

Parent Student Meetings Before Scho

Graduation Photos

Team Building

School Supplies

Meeting Kids in the morning

Homecoming

Art

Building Furniture

Field Trips

Scheduling Students

Open House and Orientation

Dress Code

Language- Spanish and English

Lifetime Sports: Bike Unit

Scheduling

Nutcracker Buying School Supplies
Mariachis Health Screening
Club Time Observations

Open House Grants

Grant Writing Hesitation to Not Push too Much

Teacher Passing

Statement From the Retirement Party

Meetings After School

Always at School

Eating Together

Teachers’ Funerals

Students Coming Back

Handwritten Cards to Students

Team Building

Slide Show
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APPENDIX B

Coding



FW

OM

HV

SJ

St Per

Par Per

M

Stf Rel

KS

Dis

Go

Par

ToDo

Cul

Cop

Int

Meet

Demo

Build Maint

Needs

S Voice
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Orient

Team

Pro Dev

Admin
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