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Some students in schools are served well, whettbassoare not. Students
traditionally marginalized in schools are studeftsolor, students whose native
language is not English, students who receivedrekreduced-price lunches, and
students with an individualized education progr@m.nearly all measures in all schools,
there exists a persistent achievement gap. Theofddadership in schools can be an
important piece in addressing the achievement Gagalitional leadership has focused on
managerial skills such as efficiency, charismagisen, decisiveness, and confidence.
Another form of leadership exists that can seressen or eliminate the achievement
gap: leadership for social justice. Scholars dbsditie theoretical “calling” for
leadership for social justice, however, practicarmples of how to enact social justice in
schools are rare. Thus, because of the urgendimmate the achievement gap in
schools, this autoethnographic study set out tavanthe question of how learning to
practice leadership for social justice manifestgractice. Through the use of short
narrative vignettes, | present data depicting nayrieg process in trying to practice
leadership for social justice. Much analysis of vignettes occurred to try and find

meaning. Vignettes were analyzed and categorizedsir adjectival categories of
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euphoric, emotional, contentious, inconsistent eutain, andtentative.Each vignette

was also analyzed through a Freirean lens, andeBreconcepts were applied to each
vignette for deeper meaning. A conclusion emergemeaningful story at the end. The
adjectives, the Freirean concepts, and the litezatonverge at the end, revealing that |
“can’t shake it;” that | am leading in two worldbat of traditional leadership and that of

leadership for social justice.
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CHAPTER |
INTRODUCTION

Arguably, education has the potential to changestingal arrangement (Freire,
1970). The world truly would change if all childremerywhere received an equitable,
fair, and decent education (Kozol, 1991). Hard-faugattles in the United States by civil
rights leaders like M. L. King and many, many othlkave given hope to the dream of a
more equitable, just, and fair society. Althouglhspectives and opinions vary, it would
be difficult to find many people today who do navér a more just society. To take that
one step further, it would be difficult to find mapeople working in the field of
education who do not favor more equitable andgakbols. Working in the field of
education brings with it the prerequisite of beligyall children deserve the very best
education. The reason educators believe so passipmatheir profession is, as Freire
(1970) believed, that education can be a formbaration and freedom, thereby
potentially changing the social arrangement of iradity, oppression, and injustice.

The struggle to improve schools and eliminate inges, segregation, and
inequality has existed in U.S. public schools sitihegr inception. Since the beginning of
public education, some students have been serviédmwekothers have not. This has not
happened by chance, but rather through institutimedhdiscrimination and segregation.
The Supreme Court ruling in 1896 Blessy v. Fergusoattempted to maintain the status

quo of injustice and inequality by legally mandgtseparate schools for children of color

www.manaraa.com



that were far inferior than schools for White stoide Although the struggle continues
today as schools are still segregated by class, el native language, educators still
believe and desire the very best education for 8tadents. Therefore, educators put
forth worthwhile effort to create a more just, fand equitable society in the meaningful
work they do in schools and classrooms. If thosesofvorking in education are
interested in changing the status quo, in tryingriog about more just learning spaces
for all children, then the focus shifts to how tb&n be best accomplished in schools.
Understandably, improving education for all childie not a new concept. Although
educators want better, fairer, more equitable sishioo all students, they may not fully
understand or be able to articulate what it woalketto realize this. | believe that the
change needed to bring about more equitable sclaraddl students can be realized
through leadership for social justice in schools.
The Role of Leadership in School

This study is concerned with the role of schootlegahip. School leaders help set
the context of what is valued and the directiowimch teachers and staff are moving.
The role school leaders play each day can reinfilwedope and possibility of equitable
learning outcomes and equal opportunity for altlshis. The assumption is that although
equality is primary in education, and meeting geahing needs of all students is best
accomplished in classrooms by the teacher, scbadkrs can and should try to create
schools that are equitable and socially just fbstaldents. Administrative leaders must
create equitable and socially just schools, whipleages to success in the broadest sense

for all students.
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In this study, | use vignettes to tell a story aboy school leadership
experiences. My story of trying to learn how toghiee leadership for social justice is
ongoing and incomplete. Through my vignettes, | maither sum how to practice
leadership for social justice in a few paragraptisaffer a list of the most effective
practices. Through the learning process, | havedigkany questions. My questions are
ones many school leaders ask: What is school Ishigé How do you do it? What's it
for? We take dozens of courses on school leadetisftopghout our administration-
preparation programs. We learn about school firgruaicy, curriculum, facility
management, building relationships, collaboratarg parent and community
involvement. When we finally arrive at the schoshdlership position, we find ourselves
overwhelmed with the hundreds of tasks we neee@tfopn. We find that we are in an
immediate managerial situation; we can get caughhuhe managerial aspects of the
administration and lose sight of the bigger pictfreurposeful leadership. Many times
the things we need to accomplish conflict with xatiip for social justice.

| believe one needs a leadership orientation t éeschool. This orientation is
lacking today as many school administrators neikineww why we are leading a school
nor for what purpose or end. Furman (2003a) adkisdrhportant question: “What is
leadershigor?” (p. 1)

The following is Furman’s (2003a) early call fohsol leaders to examine why
we do what we do:

My first claim is that educational leadership isdsing more and more on what

leadership igor. What do | mean by this, and why do | make thasneP What |

am saying is that the paradigm is shifting; weeatgeriencing a sort of sea

3
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change in the major themes out there, absorbingtemtion as scholars. More

and more, our scholarship seems to be focusingepurposeof leadership in

schools. (p. 1)

The purpose Furman (2003) referenced goes agahatthas traditionally been done in
schools. To maintain the status quo in educatiqnires school management to go on
apace. To overthrow the status quo in educationires|school leaders to ask ourselves
what leadership is for. If we ask ourselves thipantant question, we must be prepared
for a certain level of risk. It can be risky to piae a leadership orientation that goes
against the status quo in education. A school lesttieing to lead against inequities and
injustices can be unpopular and create feelingmsfility. | argue, in this study, that
great intentions to do meaningful work can oftenriet with frustration, shortcomings,
and a sense of incompleteness on the part of emkadministrator.

In the subsequent paragraphs, | will briefly sholatthe process has looked like
for me and how | arrived at the point of learningtactice leadership for social justice. |
will show how my initial feeling of commitment t@sial justice included not just
ignorance, but raw emotion. This feeling led mavémt to enact social justice in my
school, even though I did not know what to expeoeml would try to enact leadership
for social justice. When | became an administrdttacked a practical guide for how
leadership for social justice would manifest. Whéned to practice leadership for social
justice, there were some immediate conflicts. | waisprepared for such conflicts as a
new administrator, but | soon began to figure bat tvhat | was trying to practice—a
new leadership orientation that conflicted with #t&us quo in education—was not
consistent with the expectation of traditional kexsthip. | am not certain that traditional

4
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leadership in schools goes hand-in-hand with miatimation as a White male of
privilege. | suspect there is some connection: @/kiids like me grow up and replicate
what we experienced in school, which probably lofaldy traditional and retards social
justice. This question may be beyond the scophkisfstudy; however, being aware (or
unaware) of social justice is pertinent and whettdll discuss next.

An Inkling Early On

The term social justice was first used in 1840h®y $icilian priest, d’Azeglio
(Novak, 2000). The term social justice was widedgediin the 1960s and beyond by Civil
Rights activists. Even though the term social gigstias been used for over a hundred
years, as a White male of privilege, | did not hiarwords social justice very often
growing up: not in grade school, high school, apleor even in the Peace Corps.
Although | knew all along that injustices existadsbciety, partly because | was told |
should be grateful for having so much, | was unaveard oblivious to the
marginalization of certain groups of people. | kedkhe knowledge and interest to
understand who exactly has been and continues rteabginalized in society. Although |
lacked the words to describe my ignorance, | krfeat $ociety was unjust. | did not
realize schools could be unjust as well.

Early on in my career as a teacher, | wanted tat fgjainst injustices and
inequalities in schools. | lacked the knowledgeerelwithal, and words to articulate how
to accomplish this. Still, I knew and believed thdtication in the classroom could be
better, could be more just and fair and equitabea teacher, | knew that some students
in schools were served well and others were rlateiv this to be true in my own
classroom as well. Particularly, | knew that studemith an individualized education

5
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program (IEP) were not achieving at the same reaeemically as their counterparts
without an IEP. Early, questioning why there exdséediscrepancy in achievement
between students with and without an IEP went agaonventional thinking. Many of
my fellow teachers at the time would point out te that this was why these particular
students did not achieve commensurate with tha@rgyéecause they have an IEP. |
could neither understand the discrepancy nor tagoréng behind the achievement gap.

As a special-education teacher, | was not familidin the idea of social justice. |
was unable to articulate that some level of inesind marginalization existed based on
ability/disability. | was ignorant and unaware bétimpact of certain historical facts
regarding how society systematically discriminaagdinst people with disabilities. | was
likely perpetrating what | now struggle againstt still acquiesce to: the “hero man”
portrayal. Therefore, | felt an early commitmensutwial justice as a teacher of special
education; however, in retrospect | naively belielvalone could reverse injustices in my
classroom. In a position of influence, whether #ag or as a school administrator,
avoiding the pitfalls of trying to be the hero damchallenging.

Feeling the Commitment

Before settling on the topic of this study, | wasgially interested in finding
schools that were doing a good job of lesseningitogether eliminating the achievement
gap that exists between students with an IEP amtests without. | was frustrated that |
could not locate schools that had been successthig area. In my inquiry, | began to
read more literature on leadership for social ges(Brown, 2004; Capper, Theoharis, &
Sebastian, 2006; Furman, 2004; Karpinski & Lugd)&@Q0.arson & Murtadha, 2002;
Marshall & Gerstl-Pepin, 2005; Shields, 2004). ¢ée to understand that such

6
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achievement gaps do not simply exist between stadeith and without an IEP, but
many between other groups as well. Because ofalggpent achievement gap, many
scholars advocated passionately for more equitdhleation in schools (Larson &
Murtadha, 2002; Skrla & Scheurich, 2004).

As a teacher, | felt committed to social justiceids unaware how to articulate
that commitment. During my teaching years | mayehaamed this commitment one of
various terms including, “Doing the good work,” “Idg the right thing,” “Helping poor
kids,” “Doing my part in society,” “Fighting the gd fight.” Lacking the language to
articulate the meaning of social justice, theseawny typical thoughts and beliefs. Also,
| was essentially unaware of my own privilege, thisds White male who grew up in an
affluent suburb, and | was fairly naive about wikatally happening in U.S. public
schools on fairness, equality, and social jus#teresent, | am still not sure why |
wanted to become an administrator. As a teacloam remember times when | thought |
simply could “do it better” if | were put in the pidion of an administrator or school
principal, not because | had an overwhelming semseake schools more socially just,
but rather because | thought | could add valueningl“good work” or doing the “right
work.” Thus, | became an administrator confideadlild make a difference.

Wanting to Enact Social Justice in My School

When | became an administrator, the intent to esacigl justice in my school
seemed so real and genuine to me. As is oftenaige ia administration, we continually
need to analyze student data, test scores, anevachént levels. Schools and school
districts are more closely scrutinized now tharr éefore, and this scrutiny can almost
exclusively center on standardized-testing resBisause of the explosion of

7
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technologies that can quickly disaggregate tesesc@and even more rapidly compare
schools and school districts in public spacesgtieea keen interest for school
administrators to know and understand student pegoce data. Like wanting to “do the
right thing” with “poor students” when | was a teac, as an administrator | discovered
inequities between subgroups of students in the it because | was trying to uncover
social injustices, but because under No Child Betiind (NCLB), schools were held
accountable to show that subgroups of studentddsta with an IEP, students receiving
free and reduced-price lunches, students not spgd&glish as their native language,
students of color) were scoring “proficient” or tegton state-mandated tests.

Trying to answer to mandates from NCLB and ediadmfthe state department of
education did not spark my feeling of commitmensadacial justice. What began as not
the best of intentions to achieve social-justicekngbowly grew into something much
clearer, as | was able to understand and betieukate what social justice meant in
schools. | was initially motivated by reading titerature on leadership for social justice.
Authors inspired me to try to practice leaderslhipsocial justice (Larson & Murtadha,
2002; Skrla & Scheurich, 2004). Analyzing studesttiavement data and seeing
disparities persist between various groups of stigdeas only the beginning. Seeing
achievement gaps in the data only partially toklgtory of inequity in education. The
authors illustrated and contextualized social itifes in schools. My readings assisted in
my awareness, because | naively did not underskemklistorical context behind the
persistent achievement gap that falls along liieaae, class, ability/disability, and

native language.
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I can vividly remember the enthusiasm, euphoriarisma, and zeal that
overcame me when | finally felt that | had an otéion, a purpose to what | was doing
in education. My commitment to social justice maeéefect logical sense: As educators,
we heard and read about the persistent achievaegaprih education split down lines of
race, class, ability, and native language. Addnestie achievement gap directly in
education would mean addressing issues of injisstaiscrimination, prejudices, and
inequalities. School leaders wield power and infleesin their schools. | discovered the
best way to eliminate the achievement gap woultbbead for social justice in
education. Leadership for social justice made pedense to me.

| wrote passionately about these euphoric emotibifseling committed to social
justice in the vignette “The Hero—A Lance Armstrohgalogy to Leadership for Social
Justice.” After being initially inspired by the tbretical literature on leadership for social
justice, | could not wait to put it into practidevas absolutely sure | could make a
difference, eliminate the achievement gap, figjushces in school at every turn, and
save the world. Some of those early writings arefpbto reread, however, they do paint
an honest picture of what | was doing and thinlahthe time.

| wanted to enact social justice in my school. @ss and equity for all students
should be something everyone in education workseate. When | was a teacher in the
Chicago Public Schools, it was clear that povedgism, and inequalities were more
apparent there than in the affluent suburb whara currently an administrator.
Nonetheless, because social injustices occur schthols everywhere, there is reason for
educators and administrators to try to enact susdice in schools. The theoretical
literature on leadership for social justice seesmdompelling that | thought educators

9
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and administrators would join the fight to try toaet social justice and assist in creating
fairer learning spaces for all students. Tryingmact social justice in schools is long,
difficult, dogged, tiring, and incomplete work. Hewer, it is also important and very
meaningful work that has to happen in schools avikeye.

How Should | Enact Social Justice?

After the initial energizing moments, | wanted itp out this “new orientation” of
leadership for social justice. Because the liteetuas rich with a theoretical calling for
leadership for social justice, | thought | wouldurally find many practical examples of
what it looked like in practice. Although the liggure is growing, practical examples of
leadership for social justice do not exist muckhim literature. As | read the theoretical
literature on leadership for social justice anddmee energized to practice it as an
administrator, there was no step-by-step handboakirgg me on how to practice
leadership for social justice. When | became aniaidimator, first an assistant principal
of a middle school then principal of an elementatyool, | wanted to enact social justice
but did not know how to do it. | tried a few thinggsenact social justice in my school.

Because there was no guidebook to tell me how @ Ibader for social justice in
my school, | tried motivating staff with commenitsel “We need to address that
achievement gap because some students are beweg sezll and others are not.”
Judging by the many blank stares | received fropmgathis comment, it did not seem
like a particularly effective strategy to use. Sostedf did not understand what | was
talking about because | never took the time toodjaé with them about what the
achievement gaps means: that there are groupsd#rgs who have been traditionally
marginalized in education and in society. Althouglas extremely motivated and

10
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energized to begin the meaningful work of sociatige in school, it did not appear | had
many people joining me.

Since then, | have tried other strategies in attergpo lead for social justice;
some intentional, some not. Presenting data or iamtbers, showing that the
achievement gap really does exist in schools eveeysy can be compelling for anyone
to see. When conversations occurred on studengaaiment data, the dialogue among
professionals can go in many different directidimotions can run high when discussing
differences in student achievement, especially wieta are disaggregated by race, class,
students with an IEP, native language, and studen&sving free and reduced-price
lunches. As a leader trying to enact social justioey school, when conversations
occurred in which | tried to achieve a collectivedarstanding and address areas of
inequality in classrooms, | encountered resistandhe very existence of such
inequalities. If not resistant to the fact thatréhare inequalities, apathy or indifference
may result, such that staff feels nothing can beed&imilarly, placing immediate blame
on someone for how and why inequalities have oecurr school also becomes a point
of resistance. | have reacted to resistance t@akjpstice in many different ways.

Making sarcastic remarks neither served to bettactesocial justice nor get more
staff to consider arguments regarding how to bsgeve all students in school. | was
most sarcastic when | was most frustrated withstagus quo. Sarcasm seemed to
manifest acutely in conversations regarding reastrgents were not performing well.
When | participated in conversations for possibidarlying reasons why students
underperform, the topic can shift abruptly to pparenting and | would make a sarcastic
remark. Two vignettes address how | respond tataste to enacting social justice: “I

11

www.manaraa.com



Don’'t Know What I'm Doing. Sarcasm Doesn’t Workricdh“Sarcasm Is Not Effective.
People Want Me to Make a Decision.” Talking abawd &ying to do things to address
social justice in school can bring about much dgonéind strife.

Sometimes when conflict and strife became so ietethse largely to not
discerning any progress in leading for social festi would begin to question and doubt
myself and what | was trying to do. Sometimes | ldaven question my commitment to
leadership for social justice. | would doubt thablld say something when something
needed to be said, when a particular injustice dbel occurring and | failed to say or do
anything. Sometimes | would be silent. In tryindearn to practice leadership for social
justice, | faced the gamut of emotional difficulself-doubt, defeatism, insecurity, and
tentativeness. | even became physically ill on sicoa

| now expect contentious conversations when thgesuls social justice in
school. There is no consensus on how to best séirsidents, and everyone in
education has an opinion about what is best fatestts. When questions are asked and
problems posed regarding tracking students bytgpbsiiandardized-testing results, and
teacher agency, opinions can get personal. Beqgamrsenal belief systems can be called
into question, that is, questioning the influengedticular teacher has in a classroom in
changing the status quo and improving the life ckarof all the students, interactions
among staff can create feelings of defensivenesweMer, as | will show in this study,
for school administrators interested in learningitactice leadership for social justice,
these kinds of questions must be asked to movertbmare equitable, fair, and just

learning outcomes for all students.
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Trying to At Least Not Go Backward

Even though | experienced the dramatic changemotiens, | thought because |
had identified a new leadership orientation, altffotull of ebbs and flows, fits and
starts, ups and downs, | would never actually attoackward. | found myself being
drawn away from leadership for social justice tatvbeemed to be a more traditional
form of leadership. Because leadership for soastige questions the status quo in
education and directly addresses issues of equalibe classroom, it is not surprising
that we do not immediately accept this leadershigntation in education. On one hand,
leadership for social justice is bold and democr&din the other hand, this work is
extremely messy, complicated, and contentious.dnynways, it directly conflicts with
the more traditional ways of leading in schoolmany ways, traditional forms of
leadership in schools directly oppose leadershigdaial justice because the two styles
directly conflict. Traditional leadership, althoughportant in some ways, focuses on
managing schools to run efficiently and smoothlyandging my school to ensure
important functions run smoothly, particularly icheduling, can necessarily take
precedence over any other aspect, curricular andumocular. The list of what is
expected traditionally in schools is long. Follogriare a few characteristics or traits that
immediately come to mind when comparing traditideadership with leadership for
social justice.

One aspect of traditional leadership is the foguthe school leader as the hero.
Being drawn toward a hero is nothing new. For negndp drawn toward enacting heroism
and not for social justice in my school can me&mtaa step backward, away from
leadership for social justice. The long-lived caotoef heroic leadership is alive in
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schools. Many portrayals of heroic leadership imosts were made famous in
Hollywood by such movies d@3angerous Mind¢Bruckheimer, Simpson, & Smith,
1995),Stand and Delive(Musca & Menéndez, 1988), ahdan on MgTwain &
Avildsen, 1989). What happened in these moviegpisal of what we want from our
school administrator in traditional leadership:eachwho always comes through, who can
“do it himself” and “get the job done.” We want seome who is charismatic,
inspirational, passionate, driven, and decisivecifiee leaders “clean things up” and
“turn around schools.” Hero leaders in schoolssq@roblems, act quickly and
definitively, exude confidence, and are energ&aing the hero is, in many regards,
what is expected in traditionally managed schd®tsnetimes it is not only what school
staff and community members have come to expetiybat they want and demand.

Leadership for social justice is antiheroic. Leatigy in school should not rely on
one person for everything. Because leadershipdciakjustice is concerned with
changing the status quo in education from a pldoer@/some groups of students are
served well and others are not to a place whergadlents experience success, important
conversations on how to do that need to take pRi@eticing leadership for social justice
involves having these important and honest—buteexdty difficult—discussions about
race, class, ability/disability, and native langeiagth teachers.

The expectation with traditional leadership in smlBas not only reliance on one
person, the hero as the leader, to make all theritaupt decisions and manage the school
efficiently and smoothly. Bells need to ring on ¢éinschedules need to be created down
to the minute, and everyone needs a place to &eyagiven moment. What is expected
from traditional leaders is not all bad. Theseiangortant aspects in any school to
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prevent chaos. Children deserve the best possiitaihg environment the professionals
in charge can offer. Schools and classrooms musafee secure, and free of distractions
for children to learn and thrive. However, | showthis study how difficult it is to avoid
practicing traditional leadership to the point g€leiding the practice of leadership for
social justice.

Even with all the motivation, inspiration, and biggéntions to try to practice
leadership for social justice, sometimes one jogueesces to traditional leadership.
School leaders sometimes take giant steps back®ahaol leaders become obsessed
with getting things done, finishing tasks, and deg off items on “to do” lists. There
may be many reasons one does this. In this sttallydtories through short vignettes
about the learning process for leadership for $qestice. In the shortest vignette, only
two paragraphsihe Manager is in the Principal’s Officedescribe my frustration with
acquiescing to traditional leadership. Chasinglthisive goal of perfect school
management, although futile and meaningless, seebeswhat | was doing, and doing it
rather unhappily. In this vignette, trying to rusraooth and efficient school was never-
ending. Yet another managerial task was beforeonpetform, another crisis to manage,
more paperwork to complete, or a new scheduledater

| considered my struggle between the two worldeafiership for social justice
and traditional leadership to perhaps be a quesfitlalance. | considered whether |
simply needed to do a little of both: be a manager be a leader for social justice.
Without oversimplifying this complex issue, tryitgdo both seemed to be a plausible
solution to my dilemma. However, trying to strikperfect balance between two very
different ways of leading a school can never bestiletion. There are certain
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expectations in leadership for social justice aaditional leadership that cannot and
should not be reconciled.

Leadership for social justice is messy work andratyral instinct was to avoid
the conflict that is inherent in messy work. Altlgbueducators want more equitable and
socially just schools, it is difficult to comprelkethe enormous sacrifice and hard work
that would go into realizing this goal for all sards in all schools. Small, incremental
gains and improvements are what most of us probabiyhandle. Thus, | believe our
vision for more equitable schools recedes as osireleo maintain the status quo
intensifies. With the constant pull of “what peoptally want”—traditional leadership
with well-managed, efficiently run schools—even 8rmaccesses toward social justice
can be overwhelmed, go unnoticed, and eventuadly éavay.

For all of the endless managerial tasks that ayeimed, expected, and demanded
of traditional leaders, the meaningful alternatwdéeadership for social justice is still
more difficult, complex, and elusive. To sustainvament in the direction of more
equitable, fair, and just learning spaces fortaiients in schools can be far more
complicated than the managerial tasks of buildigter schedules, conducting efficient
fire drills, and using the proper forms for teachealuations. Asking difficult questions
about the level of influence leaders have in ctam®is, and critically examining whether
leaders can do something different to better nteeetdarning needs of students who have
typically not been successful, is how leadershipstizial justice differs from traditional

leadership. But that is not what staff members wasthools.
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The Person (and Leader) Being Studied

In this study | am learning how to practice leatigrdor social justice.
Leadership for social justice is a meaningful lealdg orientation for school
administrators to practice. Some school leadersmoagonsider this goal acceptable.
This study is an autoethnography of my effortsetarih to practice leadership for social
justice in a mostly White, upper middle class, pubthool district. | cannot be an
expert, however, my professional background, egpeg in urban education and
bilingual students, and advanced leadership coudehave assisted in preparing me to
become a leader for social justice in my schoolaA&hite male of privilege, | realize |
do not have first-hand experience with being opg®dsfaced with injustices,
segregation, or a victim of racism. In this stuégy studying myself while also trying to
improve my leadership capacity.

By trying to practice leadership for social justitéearn and grow as a leader,
working to influence others to practice social igestin education. | am researching a
person belonging to three dominant groups—Whiteldiei class, and male—signaling
my seemingly privileged background. This privilglaces me in a precarious position as
I, and the three groups to which | belong, are seina¢ coconspirators in the creation
and maintaining conditions of social injustice. $hthis study is unique in questioning
conventional thinking on the role of the schooldemand social justice. Conventional
thinking on this subject typically points to whahsol leaders do where students have
been traditionally underserved. School leadersithetserved areas are typically people

of color.
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The masses of students are not underserved ireaffauburbs; however, students
are still marginalized to some degree. Servingtallents well must always be the goal to
which all schools strive. For school leaders, mgwloser to understanding how to best
serve all students can be elusive and difficuielleve White male administrators can
come to a better understanding of how to effeciasqestice through an ongoing, careful
self-assessment and reflection of what we do asaddbaders. Writing an
autoethnography has assisted me in becoming maeeawhat | should and of what |
should not do as a school leader.

There is a benefit and drawback to autoethnograpfith autoethnography,
studying oneself can be, at times, self-absorbithlead to narcissistic tendencies. This
is something | constantly guard against. In thislgt sometimes it would appear | am
successful at being more objective about myselfrapgbractice as a school leader. Other
times, | experienced more difficulty and can haggow focus, only viewing school
leadership through what | do as a principal. Howgethee use of autoethnography is a
very genuine and authentic method to study a spbi@homenon, in this case the social
phenomenon of leadership for social justice (Deldzlancoln, 2000; Ellis & Bochner,
2000; Reed-Danahay, 1997).

In this study, | attempted to clarify leadership $ocial justice as essential in all
schools to bring about more equitable learningremvinents for all students. On the
surface, it seems simple: school leaders neeatbfte social justice so all students can
fully participate in the educational process toliaye their overall success in school and
life chances. It would appear, | thought, thasahool leaders would need to use their
positions of authority, power, and influence to m#keir schools more equitable. |
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studied myself partly because | thought, as a ddeader, | could easily bring about a
more equitable and just learning environment fbstaldents.

Simply stated, leadership for social justice is miegful. It is difficult to argue
that school leaders should not work to provide atlanal equity for all students. In this
study | attempted to examine how to practice lestdprfor social justice. | believe
leadership for social justice is a meaningful gcactMy desire to practice leadership for
social justice each day as a school administrajoegrettably, sometimes only evident in
word. Sometimes it would appear that | am succéssforacticing leadership for social
justice. At other times, it seems blatantly obvithet | am failing to practice leadership
for social justice.

Statement of the Problem

There is a persistent achievement gap in schoat<tntinues to occur based on
race, class, native language, and ability/disgbiNany scholars have called for a change
in the status quo in education. Although changimgstatus quo in education and creating
more equitable, fair, and just learning spaceslicstudents is best accomplished in the
classroom, school leaders can play a significdetiroassisting to bring about such
needed change. Even though demands are placeth@nl $gaders to run smooth and
effective schools, improving the education anddif@ances for all students involves
leading schools in bold new ways that opposes magpgcts of the traditional ways
schools have always functioned. The literature sgaggontain many concrete examples
of how leadership for social justice manifestsriagbice. This study addresses the

problem of how the theoretical construct, leadgrsbr social justice, manifests in
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practice. It will investigate me, a White male adisirator in a public school district
learning to practice leadership for social justice.
Research Question

By realizing my efforts in working to become a beteader for social justice, the
main research question guiding this work is théfeing: How does the ongoing
learning process to practice leadership for sgastice manifest in school?

Overview of Dissertation

The following is an overview of this dissertatidm.Chapter 2, | discuss how the
professional literature on leadership for sociatigge informs my autoethnographic study.
It will include what traditionally has been thetsi®quo in educational leadership and
give a brief overview of social justice in genethken leadership for social justice in
specific. Chapter 2 will also include a definitiohleadership for social justice. Next is a
brief discussion on the primacy of democracy irdérahip for social justice, followed by
the centrality of the classroom teacher and squstice. Finally, some attention will be
paid to recent literature on leadership for sgcistice in education.

Chapter 3 is the design of this study. In this ¢lap give a rationale for how and
why | arrived at the method of autoethnographyefbyicompare and contrast the two
research paradigms of positivism and interpretiyidran delve more deeply into the
meaning of autoethnography including history, détn, and application in my study.
Then, | discuss my position and privilege, briefscribing my administrative
background experiences. The rest of Chapter 3 agesanethodological issues of data
collection and analysis, how and why certain vitgggetwvere included or excluded, how
vignettes were read and analyzed, and connectetmgbn how autoethnography and
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leadership for social justice are interwoven. Thapter concludes with a theoretical
framework and some direction on how to read theetigs and the meaningfulness of
the Freirean lens through which the reader may #emawignettes.

Chapter 4 contains all 17 vignettes. They are gadrby category and include a
Freirean commentary at the end of each vignette.ptinpose and function of the
vignettes is to depict my leadership in schookdtually show what | was doing in
attempting to learn to practice leadership for algcistice. Individually they are different
and diverse, portraying distinct areas of my legli@rexperiences over a period of time.
Collectively, they portray what the high and loveliags, ebbs and flows, fits and starts
of trying to learn to practice leadership for sbpiatice.

Following the vignettes is Chapter 5, | discuss whi@oks like to learn to
practice leadership for social justice. Here | efalbe on certain adjectives that depict my
learning process for leadership for social justidben offer a deep and honest discussion
of the story emerging from experiences of learnogractice leadership for social

justice.
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CHAPTER I
WHAT HAS INFORMED ME ALONG THE WAY

As | continue to learn as a school leader, muchlt | have read along the way
has helped inform my thinking and practices. Whbadan working in education, |
lacked the words to describe the twinge | feltryotd help students who | knew were
traditionally underserved. | wanted to help studdrd@cause | recognized they were
struggling. | was aware of the unjust academicsouial arrangements in my classroom.
It is probably naive to think that all | neededltowas be good in the classroom. At the
time, essentially | was a novice to the meaningagial justice and what enacting social
justice looked like in schools. When | transitiorfeain the classroom to administration,
advanced leadership studies exposed me to a greaterstanding of leadership for
social justice. Because in the classroom | wasmiidlly involved in reading research or
theoretical literature that specifically addresseaients who were marginalized, | later
became energized when | began to read the literatuteadership for social justice.
Reading this literature in my advanced leadershigiss helped me understand that |
could make a difference beyond the classroom, legonply “doing good by others.” |
came to understand, while concluding my transitiom the classroom to the
administration, that the role leadership could havechools could foster systemic

change: change favoring more equitable academisaridl outcomes for all students.
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In this chapter, | use the literature that has sapy understanding of key
concepts, such as the contrast between traditieadérship theories/models and
leadership for social justice; the fascination dralv to the “great man” or hero in
schools, businesses, and society throughout hjstad/ideas and practices surrounding
ethical and moral leadership that include democatictices. Scientific management,
behavioral science, the Theory X model, and traiszal leadership have all had an
impact throughout history, as well as presentlyscmool administrators. | present
literature on leadership for social justice as haptneaningful path that school
administrators can use in their schools. | begihaigeneral background on social
justice, including a brief historical account arefidition. | then present a working
definition of leadership for social justice, andalnclude a discussion on the
professional risks involved in trying to enact sbgustice in schools. However, despite
the professional risks involved, | attempt to préssupported by literature, that the sense
of urgency to address the achievement gap in sshieoiains imperative.

The theoretical literature on leadership for sogiatice began decades ago and
included a call for more ethical leadership, malialogue, courage, and school
administrators speaking up and leading. At theddrttlis chapter, | present what has
been occurring currently with leadership for sogiatice, including the push to address
issues of inequality in schools, in university @egion programs, and in leadership for
social justice internationally. Finally, due to tlaek of examples of how leadership for
social justice manifests in practice, | presenéaesh studies that dealt specifically with

school leaders trying to enact social justice &irtechools.
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Traditional leadership and leadership for sociatige clearly contrast. In
traditional leadership, the “great man” or herauasss the role of change agent in
schools. Being the hero in school can be entiangdse working in schools in a
position of authority and influence. The historicapact one senses today for traditional
leadership stretches to the days of F. W. Tayldrsaentific management (1911/1947).
Ever-present business models of traditional lednieisontinue to pressure schools and
school administrators everywhere. In contrast, sisheould look different should social
justice be the purpose for which school administsatead our buildings. | learned about
the many tasks | needed to do in traditional lestdprin my administrative-preparation
courses. This study, however, revealed how | attedhip break from traditional
leadership (sometimes successfully, sometimesto@nact social justice in school.
Continuing in this chapter, | present a generakgexund on social justice, then move to
leadership for social justice, whereby | offer @eessible definition, as well as
describing the professional risks involved in tgyie practice social-justice leadership in
schools. Finally, | present the compelling reasdrosl administrators should enact
social justice: the achievement gap. The last disiom in this chapter involves finding
examples in the literature on social justice incadion that helped inform me.

Traditional Leadership in Education

At present, educational administration is at aaregting crossroads. The last 100
years of leadership in schools revealed traditiomadiels of leadership in public
education that have dictated exactly how schoaldesashould lead. Many leadership
models in schools are models of management borréneedthe business world. Most
models of management have, as their goal, an edormuttcome such as high
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productivity and efficiency (Blackmore, 1999; Ryd®88, 1991). It is this focus on
efficiency and productivity and not access, eqyaiind a shared understanding of
fairness that may contribute to the inequities perated in schools. Because of the
myriad of business models of leadership that haaéettheir way into public schools,
school administrators have perpetuated the stato®fjeadership that has served to
maintain existing, unjust structures in educat®ome scholars in educational
administration and leadership have concluded #gaatdrship in schools is narrowing to
focus more on the daily managerial aspects of grfiopmance for principals (Shields,
2006). This focus on traditional, efficiency-oriedtmodels of leadership may have
contributed greatly to the inequities present iblmuschools across the nation.
The Hero

Part of what makes traditional models of leadersbignticing to practice is the
theory that “great men” are those who have provittedbest leadership and thus should
be emulated. The awe that great men have draweadsiis dates back to Plato’s
Republic(380bc/1993), in which Plato detailed the fascoratvith those figures who
have set themselves apart from the masses. Cenlaige, in 1840, Carlyle expressed a
similar fascination with the great-man theory @fdership (1993):

The history of what man has accomplished in thidavis at bottom the history

of the great men who have worked here ... we camudt, however imperfectly,

upon a great man, without gaining something by tmnis the living light-

fountain, which is good and pleasant to be neahe light which enlightens,

which has enlightened the darkness of the world3)p
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Weber’s (1947) concept of charismatic leadershgemed that through the charismatic
efforts of one, prophetic leader, followers coudduccessfully led. Attempts to
understand the great man as heroic leader legéareh aimed at revealing particular
traits of successful leaders (Burns, 1978; Petevgaderman, 1982). Such leadership
traits included intelligence, problem solving, ¢réity, energy, confidence, integrity, and
flexibility. Whether leadership is viewed as grean leading the masses, or possessing
charisma or particular traits, the notion of a siag male leader heroically leading is a
powerful phenomenon that, for many reasons, psrgsiy in society and in schools.
This way of leading would appear to be undemociatit in contrast with leadership for
social justice. In this project, | contrast tragiital leadership with leadership for social
justice.
Different Theories and Models of Traditional Leadeship

At the beginning of the 20th century, businessiaddstrial models of leadership
in schools began to be used widely as an acceptainteof leadership for school
administrators. This was due in large part to tfiristrial nature of U.S. economic life.
Two influential thinkers left a lasting mark on pigleducation. Weber (1947) and F. W.
Taylor (1911/1947) are attributed with the formatand implementation of scientific
management in industries across the world. Schoads and university preparation
programs saw scientific management as a viableisefiil way for school administrators
to manage and lead their schools and thereby esdithe widespread use of running
schools on the principles of scientific managemBearly 5 decades ago, Callahan
(1962) offered a critique of the influence of sttt management or Taylorism. In the
bookEducation and the Cult of Efficiendgallahan wrote about the extent to which
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school administrators would go to prepare a wodddor businesses between 1910 and
1930. A central focus 100 years ago was how todgestate and manage schools, and to
some degree remains the focus today. School leadetsapped into managerial tasks
that are focused on efficiency. Scheduling clagsesjiding contractual, negotiated
planning time to staff members, making sure aliistis get their pictures taken on
Picture Day are managerial task that need to kefudbr performed. Because these tasks
are so very important in schools today, we stél gee “cult of efficiency” present in
schools everywhere.

In the 1930s, the organization of school leaderbkigan to change. Although
scientific management was not easily dismissedlachand researchers at the time
began to develop alternate theories of school lsage Thus began the human-relations
approach to school administration (Lewin, 1939,119%he human-relations approach to
leadership was an era marked by school adminissrgieing more credence to
constituents’ thoughts, feelings, ideas, and bslstems (Lewin, 1939, 1951). Another
stage of school leadership occurred roughly inl®@&0s with the onset of behavioral
science. This period was marked by an emphasigwlifying human interactions in
school by attempting to predict certain outcomasghl on punishments and rewards
(Skinner, 1953). The various eras in school leddpisave impacted school
administration today.

One way to holistically view the spectrum of schieaidership is through
transactional and transformational leadership.nthé eras of school leadership as
scientific management, human relations, and beha\science, transactional leadership
focuses on the give-and-take, or transaction, betveehool administrators and their
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subordinates (Burns, 1978). Transactional leaderstiits most extreme, is similar to the
Theory X and Theory Y models developed by McGrd@800a, 1990b). Theory X
assumes subordinates, or teachers and staff, ¢jgrderanot like work, are dispassionate
about it, and need to be controlled and managedh@@ve overall organizational goals
(McGregor, 1990a, 1990b). Similarly, administratosing transactional leadership seek
to satisfy personal needs with little or no redgardchigher moral callings, ethical
concerns, fairness, and justice that are typictaiinsformational leaders (Burns, 1978).
A closer look at the difference between transaetiamd transformational leadership is
needed and will be discussed next.

Over the last several decades, there has beenmesedrch and literature on
transformational leadership theory. The transforomai leadership theory was originally
developed by Burns (1978) and later enhanced by B&85, 1990) and Bass and
Avolio (1994). According to Bass (1990), transac#ibleadership involves some sort of
exchange between the manager and the subordireeisT “they explain what is
required of them and what compensation they wiénee if they fulfill these
requirements” (p. 19-20). Bass (1990) describe$atecharacteristics of transactional
leadership as follows: 1. Contingent Reward: Mamag&change rewards for effort,
promise rewards for good performance, and recogrgzemplishments of subordinates.
2. Management by exception (active): Managers watchsearch for deviations from
rules and standards, then take corrective acti@andgement by exception (passive):
Managers intervene only if standards are not mdtaksez-Faire: Managers abdicate

their responsibilities and avoid making decisions2?). The transactional leadership
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model looks more traditional and oriented towar@sntaining the status quo of
efficiency and productivity.

Conversely, according to Bass (1990) transformatitgadership occurs when
leaders are able to “broaden and elevate the Biteoé their employees, when they
generate awareness and acceptance of the purpwbesssion of the group, and stir
their employees to look beyond their own self-iagtifor the good of the group” (p. 21).
Like transactional leadership, Bass (1990) hasathtarized transformational leadership
into four components. They are as follows: 1. md: Leaders are successful in
providing followers with a vision and sense of ross instill pride, and gain respect and
trust. 2. Inspiration: Leaders communicate higheexations, use symbols to focus the
follows’ efforts, and are able to express imporfamtposes in simple ways. 3. Intellectual
stimulation: Leaders can successfully promote ligeatce, rationality, and careful
problem solving among employees. 4. Individual aderstion: Leaders can give
personal, individualized attention to employeesvduld appear that these four
characteristics of transformational leadershipraoee closely aligned to what is involved
in leadership for social justice in schools. Sigraiht psychological and emotional buy in
by teachers and staff in the form of an ethical mmodal commitment to social justice
needs to be firmly in place if schools have anynclkzof changing the status quo,
eliminating the achievement gap, and transformiiregléarning spaces for all students so
their academic needs are met.

Scientific management, behavioral science, the mh&anodel, and transactional
leadership have been influential and formativeaw lschool administrators run schools
today. They are the traditional models of leadgrsisied in the business world, as well as
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in schools. Traditional models are concerned witmagement, and work to maintain a
status quo of “the way things are run” in schoBBiciency is at a premium. The
scientific management Taylor developed in the €20y century meant work efficiency
translated into economic prosperity for busineg¢sedV. Taylor, 1911/1947). Traditional
leadership does not appear to be concerned witigihg about changes in the role
schools play in addressing inequities. In otherdspeducational equality is not the
expressed or primary focus of traditional leadgrsAithough equity and fairness may be
addressed by traditional-leadership-minded admatts, achieving any level of social
justice could be an unintended outcome rather th@mesult of a concerted focus on
social justice.
The Business-School (Dis)Connection

Business models of leadership do not appear te satwools well. Public schools
are neither in the business of making a finandiafipnor competing in economic
markets. As Lunenburg (2003) stated, “Educatiamsscial institution” (p. 3). Schools
are social arenas where intense human relationahgg®rmed and maintained to
maximize academic excellence; schools should reignd care for all students. In many
respects, the world of educational leadership ooes to “look out the window” rather
than “look in the mirror” for meaningful paths tead. Marshall (1995) poignantly
exposed the educational leadership—big businessection (p. 489):

Theory seems to be derived from studies carriednolotireaucracies and

businesses, as if these wérelogical forms of organization; researchers do not

guestion the applicability of these models for shoThey often and uncritically

start with studies of business management as dymton lines for widgets had
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parallels for helping children learn, so leadersamd management and the

structures for organization should be the samep, Aley seem to assume that

teaching professionals need someone to direct,torpmspire and make
meaning for them.

The legacy of the influence of business in educaliteadership is not easily
shaken. Murphy (2004) has confirmed the need touitere the profession” of
educational administration but noted there has baéairly strong case over the past 70
years that the profession has drawn energy alnxatigvely from the taproot of
management and the ideology of corporate Amerigal81).

In many schools, traditional leadership looks kkleusiness-model approach.
Many administrators tend to lead to maintain amdthe organization smoothly. There is
another path for school leadership, grounded ialmnative and promising way in
which schools could be led. The premise offeretthis study is that because social
injustices exist and persist in public schools ngjiag the way leaders lead in schools
could promise revolutionary and a more equitablecation for all students. Thus, in this
study, | set out to understand how the theoretioatept of leadership for social justice
manifests in the school setting; and what practidigsied with social-justice leadership
look like when attempted by a new administratore Tdllowing is a brief history of
social justice. Subsequently, | present an overdélgadership for social justice in
schools.

Social Justice

The term social justice is not easily defined. Likany complex ideas in social

science, social justice means different thingsiffergnt people. A good general
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definition and one that will serve as a referena@fofor this study is that social justice is
“an ideal condition in which all members of a stgieave the same basic rights,
protections, opportunities, obligations, and sob&iefits.” (Barker, 1999, p. 451).

Over the centuries, political philosophers fromt®k Rawls have been engaged
in a debate arguing the perennial question, Wh&ema society just? (as cited in
Jackson, 2005). The actual term, social justiceslegively new, especially in political
language. First used in 1840 by the Sicilian pri¢'#tzeglio, social justice was made
more prominent by the work of Mill ibtilitarianism, Liberty and Representative
Governmentas cited in Novak, 2000). In practical terms, i€ttan theology throughout
the ages has called for more charitable givindgnértame of social justice, scrutinized as
the connection between individual acts of chahttmay or may not embody the
holistic ideal of social justice.

As remnants of the French Revolution lingered the19th century, social-
justice terminology could be found in various tre@$ from Rousseau to Kant. The 1948
Universal Declaration of Human Rights containedalern version of basic principles of
social justice. These 30 articles proclaim suchtda@s the right to life, liberty, and
security of person; the right to recognition evelngrne as a person before the law; and the
right to equality before the law without discrimiiza (United Nations, 2007). More
recently, the work of Rawls (1971) has been inftiggin a growing body of literature on
social justice. RawlsA Theory of Justics most notable for the delineation of
distributive justice, access to resources, focustbits and individuality, and the most
disadvantaged in society taking precedence. Rawtsistruct of social justice is
political, economic, and social. The ideal of & gciety is when all citizens are equally
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receiving their fair share of resources. The idkstiibution of resources would be the
following (Rawls, 1971; Rawls & Kelly, 2001):

a) All citizens are free and equal, reasonableratidnal, and normal and fully

cooperating members of a pluralist society, b) Dasic structure’ of the

government is primarily responsible for creatingst society, and c) Co-
operation and reciprocity among citizens and ingths are critical for the

stability of this just society. (p. 42)

Distributive justice results when the governmeistcitizens, and institutions fulfill their
respective duties and obligations.

Recent scholarship and literature on social justi@iverse. In what seems to be
persistent world crises such as genocide, envirotethdestruction, income and
economic disparities, political corruption, andisat, the call for social justice can be
heard globally. Adequately providing essential roabiservices to all people is becoming
a top priority for governments and policy makemsm® healthcare providers see
themselves as social justice interventionist artpagsive or market driven in their work
to provide basic healthcare needs to all (GostiPofvers, 2006). Moreover, social
injustices are often traced to a corrupt socialcstre (Dwyer, 2005, p. 465):

The real problem is that governments and privilegyedips do not care enough to

create systems of entitlements to supplement e $applies that marginalized

groups have. Although the particular cause of &qaar illness may be a vitamin
deficiency, the root cause is often embedded irstivgal structure.

Governments have played a role in the maintaingoipsinjustices. One of the
most devastating consequences of racial and ecorgggregation has been the
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concentration of poverty in schools. The high comicgion of poverty in schools has led
to poor academic performance, high dropout ratesememediation, and less enrichment
(Orfield, 2009; Rothstein, 2008). Governments hspensored such segregation and
concentrations of poverty. Through various poli@ed initiatives dating back decades,
governments have accounted for present-day soequUalities. Moreover, real estate
policies were designed and carried out with the gdknt of racial and economic
segregation (Rubinowitz & Perry, 2002). Even lawghibiting discrimination in Federal
Housing Administration-insured housing were overédr in the 1950s, and not reviewed
by the U.S. Supreme Court (Q. Taylor, 1994). Beeanighese state-sponsored injustices
occurring decades ago, schools located in racatyeconomically segregated areas
continue to suffer today.

Social justice as a concept is far-reaching anddrdhe ideal of social justice in
all fields or disciplines is that of equality (i.eccess to community resources,
employment, basic health care, education, etcg.félhowing paragraphs narrow the
definition of social justice as it applies to pabdiducation.

The work of social justice concerns the work of enequality in society. Social
structures in society are unjust: they exist teifgge some while oppressing others.
Public schools have a long history of inequality amjustice that involves discrimination
and oppression of whole classes of people. Non&§tahd people with disabilities were
often denied public education altogether. Laten-ki¢hite students had to attend separate
and often inferior and underfunded, schools (Wilkan, Rhodes, & Dunson, 2007).

One ideal of social justice is recognizing and apjating difference, a “flattening
of racial, ethnic, linguistic hierarchy” in whiclsdcial justice is not realized in an
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undifferentiated American populous but in an Ameticat truly allows racial and ethnic
minorities the ability to prosper without havingftofeit their cultural and linguistic
identities” (Williamson et al., 2007, p. 211). Givithe ideal that a socially just society
recognizes and appreciates difference, studentsdigabilities could be understood as
possessing special talents and abilities rather dlamaged and faulty.

The legacy of social injustice persists today, axahy public schools remain
unjust and oppressive institutions. Schools coeldlore democratic: public schools
could openly dedicate themselves to eradicatinguakties and injustices; working
against the forced assimilation of all studente the the dominant, middle-class White
culture. “Social justice is an integral featuredeimocratic life, as democratic societies
are, at least in the ideal, just societies” (Hyt@006, p. 221). Although the definition of
social justice is still emerging, this study follew definition set forth by Bell (1997, as
cited in Hytten, 2006):

The central goal of social justice in educatiofulsand equal participation of all

groups in a society that is mutually shaped to rtiest needs...to have a sense of

their own agency as well as a sense of social nssipitity toward and with others

and the society as a whole (p. 233).

Leadership for Social Justice

Kozol (1991) called education the great equalizarson and Murtadha (2002,
p. 150) stated, “The overall objective of sociatjce in public education should be
improving the education and life chances of poat mmority children.” Recognizing

the power public education has to transform socgtiiool leaders have the opportunity
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to use their position of power to work toward edfydbr all students in schools. School
leaders can use their positions of power to chamgexisting status quo.

Rapp’s (2002) definition of leadership for sociadtice provides an accessible,
hands-on understanding of what leaders need to dohiools: “Leaders for social justice
... resist, dissent, rebel, subvert, possess oppnaltimaginations, and are committed to
transforming oppressive and exploitative sociatiehs in and out of schools” (p. 226).
Rapp’s definition of leadership for social justeecomplishes an important goal. It
provides a fairly accessible and concrete undedgtgrfor those school administrators
interested in fairness, equality, and enactingadgastice in schools. The definition also
serves as a rallying point for the broader edunatioommunity in that it explicitly calls
for action.

Aspects of leadership for social justice in U.Solpueducation can be traced
back to Dewey’s work iDemocracy in Educatio(i916). Dewey’s ideas regarding the
use of democratic principles and social-justicecficas in the classroom were
progressive in the early part of the 20th cent8ignilarly, some accounts in the history
of education detail truly bold examples of leadgrsar social justice (Counts,
1932/1978; Picott, 1947, 1960). There will alwagsrisk involved in trying to enact
social justice in schools. Some recent literaturéeadership for social justice attempts to
incorporate communication techniques to reducetimebativeness inherent in such
highly personal dialogical interactions with schetdff members.

Leadership for social justice is difficult, contents, and combative. Trying to
enact social justice in schools is not easily usierd or accepted by teachers, staff,
administrators, parents or the broader communiy.aFvariety of reasons, just the term
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“social justice” can immediately provoke opinioréteactions. In the absence of the
term social justice, the democratic principalsafrfess, equality and access still need to
be cultivated by school leaders in order to workaads high academic achievement for
all students. According to Deal and Peterson (20@3garch suggests that a strong,
positive culture serves several beneficial fundjoncluding the following: fostering
effort and productivity, improving collegial andliaborative activities that in turn
promote better communication and problem solvingp®erting successful change and
improvement efforts; amplifying energy and motieatof staff members and students;
and, focusing attention and daily behavior on whanhportant and valued. Because of
the confrontational nature that can occur in schadien discussing issues of social
justice, there has been some literature on the waykich dialogue can occur more
civilly regarding race, class, native languagelitgfdisability and the achievement gap.
There is some renewed interest by educational $te@nd scholars to utilize
invitational rhetoric of the communication paradi¢ifoss & Foss, 2013) to address
issues involving social justice in schools. In stBavhere dialogical interactions take
place regarding instructional practices and medtiegacademic needs of all students,
invitational rhetoric may be utilized as a tool foediating challenging interactions
regarding social justice; those in which a teacghelassroom instruction may be closely
examined and discussed. Due to the highly persmmahture that may occur when
dialoguing about why some students are servediwstthools while others are not, basic
tenets of invitational rhetoric must be establishEte three most commonly cited tenets
of invitational rhetoric are value, safety, ancefilem (Foss & Foss, 2013). Moreover,
there are several other key areas that all paatitgomust understand and respect when
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utilizing invitational rhetoric. These key areaslude understanding the purpose of
communication in invitational rhetoric; participanisten with openness; the speaker and
audience are viewed as equals; invitational rheiakiolves power-with instead of
power-over; participants change only when they sbdo change; participants enter
willing to be changed; and, creating a world of rgggation for differences (Foss & Foss,
2013). Entering into dialogue explicitly dealingtivsocial justice involves professional
risk for any school administrator.
Professional Risk in Leadership for Social Justice

Contemporary accounts of school leaders practieiadership for social justice,
and highlighting such leaders and their practicesain elusive today. The reason may
be that practicing leadership for social justicaas without professional risk (Karpinski
& Lugg, 2006; Lugg & Shoho, 2006). Some leadersdacation have taken the ultimate
risk—getting fired—in the name of equality for atldents. Lugg and Shoho (2006)
detailed the life of Counts (1978) and his infamepsechpDare the School Build a New
Social Order?n which Counts is repeatedly attacked by politaggponents. Counts was
not deterred but rather galvanized the call forcatlnrs everywhere to become more
politically involved and lead the push for justeed equality in schools (as cited in Lugg
& Shoho, 2006). Similarly, another prominent edacalicott (1947), an African
American teacher and principal, risked much to workard equality in schools. Picott
clearly viewed the importance of social justice agdality in schools as outweighing
personal and professional job security (as citdduigg & Shoho, 2006). Presently, social

justice advocates continue to call for educatodsadministrators everywhere to take
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risks in the name of social justice; a meaningéll that may involve compromising job
security (Karpinski & Lugg, 2006; Lugg & Shoho, B)0

This study is concerned with what school leadeghtnilo to assist in bringing
about more just learning environments for all stugean alternative to the way in which
schools have operated and currently operate. Stéadérs possessing oppositional
imaginations to traditional, managerial-based lestdp models can impact the
attainment of social justice in their schools. Bgvimg away from traditional ways of
leading in schools, school-based leaders can entpeakleadership practice that places
issues of social justice at the fore. This is megful work in schools. The hope is that by
enacting social justice in schools the achievergaptwill be eliminated completely.

The Achievement Gap

Recent scholarship on the achievement gap in sshdicates that while
achievement disparities decreased through the 1@2Yd94980s, particularly because the
gap decreased between Black and Latino studenthamd/Vhite counterparts, some
gaps began to widen again in the late 1990s (L@@2)2 Boykin & Noguera (2011) cite
NEAP data that indicate a disturbing pattern cditieé stagnation from the late 1990s to
2007. Arguments regarding the origin—and persistesihtenance—of the achievement
gap in schools have varied greatly among reseacheolars and social scientists for
decades. Some state the achievement gap is agésulture and history (Berlak, 2001),
while others blame poor classroom instruction (Esog, 2003), the role of race in the
classroom and low teacher expectations (Delpit62dBe economic disparity that tends
to exist between races (Jencks & Phillips, 19980icd thinking (Valencia, 1997;
Valencia, Valenzuela, Sloan & Foley, 2001), foresdimilation (Valenzuela, 1999), and
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teacher qualifications (Darling-Hammond, 2005).sTisionly a brief glimpse, not an
exhaustive discussion, on the diverse and complicatyriad of literature regarding
causes and reasons for why some students are seelled schools while others are not.
Whatever the reason, the fact remains that nstadlents are being educated equally,
and thus there continues to be an achievemeningdf ischools.

Based on data from the National Assessment of Edued Progress (NAEP),
often referred to as the Nation’s Report Card ati@evement gap still persists today in
schools across the country. While the definitiothaf achievement may be evident in its
name, NAEP defines the achievement gap as thenfioip “Achievement gaps occur
when one group of students outperforms anotherpgamal the difference in average
scores for the two groups is statistically sig@fic (that is, larger than the margin of
error)” (Retrieved from the National Center for Edtional Statistics website
http://nces.ed.gov/nationsreportcard/studies/gapshjrst glance, understanding the
achievement gap seems straightforward (Murphy, P00%e differences in scores
between group A (low-income students) and groumilidle- to high-income students)
needs to decline, with the goal of arriving at ploent where scores between the two
groups are equivalent” (p. 8). Murphy (2009) goedmstate that the achievement gap is
much more complex in terms of measurement, inteapoas of scores, difficult
variables in differentiating differences within gmbups, what gets measured, and
differences in interpretation between relative abdolute improvement.

Because of the urgency to try and eliminate théeaelment gap, it is important
to simplify the definition to try and ensure albe working with students in schools can
have an accessible understanding of what dispaofiachievement look like.
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Specifically, all school staff should have a basiderstanding that students of color,
students with an IEP, students receiving free addced-price lunches, and non-native
English speakers may not achieve academically coraunate with their White, middle
class counterparts. For this study, enacting sqgséice in school means to work to
improve learning outcomes for all students, noyahbse that have been traditionally
marginalized.

According to many researchers and scholars (Vaed®97; Valencia, 2010;
Valencia, Valenzuela, Sloan & Foley, 2001), deficihking has been the predominate
model of thinking in education to explain the pesiva and persistent achievement gap.
These researchers, particularly Richard Valen@8712010), have conducted extensive
research over many years on how and why the déficiking model accounts for the
achievement gap in schools. Valencia (2010) hagedtsix characteristics that
summarize deficit thinking in the context of schodlhe six characteristics are as
follows: 1) blaming the victim, 2) oppression, 3epdoscience, 4) temporal changes, 5)
educability, and 6) heterodoxy. Because of theveglee of the achievement gap to
deficit thinking, each characteristic of deficitrtking will be briefly discussed.

William Ryan’s (1971) groundbreaking work on whytns are blamed for the
deficiencies in achievement explained much about $chools operate. For staff
members working in schools, the concept of blantiregvictim to explain differences in
achievement is often used rather than examiningttioetures that exist in schools that
may prevent marginalized students from experienaceglemic success. Valencia (1997)
advances this notion by stating that the law osipaony in social arrangements—such as
the case in schools—is because it is easily unmtmtsticcessible to all, and replicable.
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Deficit thinking is easy. For example, in its simgll form, the deficit thinking model—in
terms of native language—would blame the studerggeaking a language other than
English and assume his academic deficits come frainbeing English proficient.

Valencia (2010) notes that oppression in schodlevis Ryan’s (1971) concept
of blaming the victim for not achieving. For decadehool systems everywhere have
systematically used unjust policies to keep cergaiups of students from fully accessing
an appropriate education. Valencia (2010) givesdexamples of oppression that have
contributed to the legacy of the achievement gagrhools. The first is compulsory
ignorance laws which made it illegal for Africamgks to actually learn to read and write
in the United States. The fear was that if slavexsaine literate they may seek liberation
through revolt. Next, Valencia (2010) notes thdttosd segregation dates back to the
inception of public schools and has always attethpieseparate certain groups of
students (student of color, non-native English kpes) from White students. While these
two characteristics of deficit thinking are centeom past events, policies and laws,
oppression in schools still exists in subtle wadatly.

Deficit thinking and pseudoscience are closelydohkPseudoscience is defined
by Blum (1978) as a “process of false persuasiosdmntific pretenses” (p. 12).
Valencia (1997, 2010) states that the misuse o$¢hentific method continues to happen
today by social scientists, researchers and schdten times with pseudoscientific
methods, important variables are not controlled dtiernate hyphothesis are not
considered, and weak psychometric instrumentssad to explain phenomena that are
biased against those traditionally marginalizeddhools. Valencia (2010) further
delineates the deficit thinking characteristic s€pdoscience into neohereditarianism,
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which he describes as using pseudoscience to exgifeerences in intelligence testing,
an area frequently misunderstood and misused imoteh

Interestingly, Valencia (2010) points out that whileficit thinking is dynamic
and would seemingly dictate the mindset regarddésise times, it appears that temporal
changes can provide fertile ground for deficit Kg. For example, depending on the
political or social climate, deficit thinking car lincorporated into policy and institutions
in order to explain why marginalized populationgchénterventions and assistance.

A balanced perspective on the achievement gap efidtdhinking comes from
an African-American author and administrator imgé urban school district in lllinois.
Teresa Hill (2011) provides an insight from theigdin American community on the
origins and perpetuation of the achievement galb(2011) questions both the
conservative worldview that African American stutdetio not achieve because they do
not have either the capability or the drive to dwatis necessary to succeed, and the
liberal worldview that the students are merely\totims of uncontrollable outside
forces. Hill's (2011) insights are well groundedidrelpful to all those working in
schools and attempting to address the achievenagntead on.

While it may seem difficult to comprehend that teaxs and administrators are
unaware of particular achievement gaps occurrirtgeir schools, they often do not
know that inequality in programming, and inequadityong teachers, are persistent and
ongoing. Some scholars in the field of leadersbipsbcial justice call for the use of
equity audits to create more equitable learningrenments for all students, and argue
that in order for the achievement gap to be eliteid@here must be both programmatic
equity and teacher equity to address achievemerittygékria, McKenzie & Scheurich,
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2009). In terms of ensuring the programmatic serdielivery models in schools are
inclusionary for culturally and linguistically divee students, school leaders cannot
assume all professionals maintain the same knowlbdge for reaching this goal. Thus,
a cultivation of language proficiency, access ghkguality teaching and learning, and
the promotion of socio-cultural integration of sidents is vital in lessening the
achievement gap (Scanlan & Lopez, 2012).

Additionally, in programmatic equity, difficult butnportant questions must be
asked such as whether or not some population gnangbsr-represented in advanced
placement classes or honors classes? Are somesgowaprepresented in special
education classes? Are some groups disciplined oftee and more severely than other
groups? In regards to teacher quality equity, ceoeemination must occur in terms of
whether or not the most experienced teachers achitgy the students with the greatest
needs or are most of the new teachers teachirgfudents with the greatest needs (Skrla,
McKenzie & Scheurich, 2009). Moreover, in closdalie and collaboration in and
among teachers and administrations, such equitg traust be avoided. Equity traps fall
under the deficit thinking paradigm and includeamadlizing bad behavior and
unsuccessful practices, erasing the race and ewfysarticular groups, and norming the
negative or perpetuating the culture of negativekihg and outcomes by only seeing
deficits in students (Skrla, McKenzie & ScheurigD09). Conversely, equity skills
should be practiced to address the achievemenngaghools. Equity skills include
seeing assets in all students, creating transpareaeing and respecting race and

culture, and deeply reflecting on behavior and fizas as school practitioners.
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Emerging Leadership to Address the Achievement Gap

Although leadership for social justice is not egl§imew, it is still considered
emerging. Leadership for social justice has itdg@@ moral leadership (Bates, 2006;
Furman, 2003a; Greenfield, 2004; Murphy, 2002, 2@&tgiovanni, 1992, 2000;).
Today, moral leadership seems to be rising todheWwith greater intensity. Because of
the changing face of public education in the UniBakes, leadership for social justice
appears to be a good fit for the changing times.

More and more schools and districts across thematie becoming ethnically
and economically diverse. A long-standing, persiséehievement gap plagues public
schools everywhere. Although this broad, sweepiatgsent describes the state of
schools today, it nonetheless cannot be understatede groups of students consistently
outperform other groups of students in standardieetiscores, grades, graduation rates,
and admission into accelerated and advanced platefasses. Students most at risk of
not succeeding academically are students of cetmmomically disadvantaged, English-
language learners (ELLS) and students with an \EiGeman, Hamilton, Anderson, &
Rahman, 2009). These gaps have led to signifiem®ral and state legislation intended
to eliminate achievement disparities between tigeseps and their more privileged and
affluent peers. One result has been a greater esigpblaced on leadership for social
justice in university preparation programs for estianal administration. This is
evidenced by leadership for social justice now pgawy space in the Interstate School
Leaders Licensure Consortium Standards (Furmard; Z8@ttura & Capper, 2007). In

Ohio, of five standards for principals, Standardsd 5 include language referring to
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social justice, insomuch as it relates to the adeent gap (learning and achievement of
all students and culturally responsive practicdipGtate Board of Education, 2013).

Standard 4. Principals establish and sustain amiédive learning and shared

leadership to promote learning and achievemenll sfuadents.

» Principals promote a collaborative learning cudtu

» Principals share leadership with staff, studgmésents, and community

members.

» Principals develop and sustain leadership.

Standard 5. Principals engage parents and commueitybers in the educational

process and create an environment where commuasiburces support student

learning, achievement and well being.

* Principals use community resources to improvdesttilearning.

* Principals involve parents and community memleisiproving student

learning.

* Principals connect the school with the community.

* Principals establish expectations for the useuttirally-responsive practices,

which acknowledge and value diversity.

Inequalities in and among schools persist todayaRa@riety of reasons, school
children experience unfairness in their educat8ome schools and districts are not
funded properly (Kozol, 1991). Schools are incneglyi segregated (Kozol, 2005). Some
have nearly all teachers certified in the conteeadhey teach whereas other schools and
districts cannot even fill high-need areas suctpasial education and ELL classes
(Darling-Hammond, Berry, & Thoreson, 2001). Somieosts and districts have a
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disproportionate number of students with an IEPre&e others fail to provide legally
mandated special-education services. Some ineigsdiicing students are beyond the
control of school personnel, such as school fundaga presented in this study
proactively assumed teachers and administratorsnede a difference in countering
these injustices in schools and work for a moregusl fairer learning environments for
all students.

This is not to say personnel working in schooldikBschildren and are actively
engaged in harming children academically. Althotlggre may be staff in schools who
are not compelled to uplift and inspire studentsgéoome caring and high-performing
students, most injustices that occur on a dailysb@® unintentional; that is, teachers and
administrators do not feel personally responsibleven aware that some groups of
students are marginalized. The difference wouldeappo be that leadership for social
justice makes this commitment explicit to all. Cioles the evidence of persistent
injustice in public schools in Furman’s (2004) wark an ethic of community:

No social arrangement is neutral. Every socialrgeaent, no matter how it

presents itself as natural, necessary or simply Vithy things are,” is artificial. It

is usually structured to benefit some segmentedaksy at the expense of others.

The ethical challenge is to make these social ga@ents more responsive to the

human and social rights of all the citizens (asctin Starratt, 1994, p. 47).

Leadership for Social Justice Addressing the Achiement Gap

Some questions to ask could be What does leaddmtspcial justice mean to
schools? What does it look like in schools? How Ma@ne recognize and distinguish it
from traditional leadership? Because the bodytefdiure on leadership for social justice
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continues to grow, there is no one, all-encompassaiinition of leadership for social
justice (Furman, 2004). For this reason, the bddigevature that portrays the basic
tenets in the concrete and daily practice of schdatinistration is useful. Some of these
basic tenets exist for social justice in schodsifless, democracy, dialogue, etc.) and
can work to lessen or eliminate the achievement Baipness, for example, may mean
how school leaders address the marginalizatioradfqular groups of students, perhaps
those who have been traditionally underserved. Hewdairness in school also
addresses ensuring all students are served wetiobDracy is important in schools that
are trying to enact social justice. “Deep democtaugiudes valuing members’ full
participation and inquiry, and everyone working ttoe common good of social justice.
Because of the centrality and importance of thesttzom teacher, dialogue plays a
significant role in social justice in schools. Amsance of dialogue, or silence, can work
against enacting social justice in school. Sch@sed practitioners have the liberty and
latitude to construct meaningful and just learnmggitutions with their staffs,
contextualizing theory into practice. Given theibaenets of fairness, democracy, and
dialogue, it is probably best for school leadersdostruct their own models of
leadership for social justice.

Social justice has a multiplicity of meanings feadlership. Caring leaders for
social justice need a broad understanding of rgagsxism, heterosexism, poverty, and
disability (Gerstl-Pepin, Killeen, & Hasazi, 200@arshall & Gerstl-Pepin, 2005).
Furman (2004), a leading theorist in the fieldeddership for social justice, stated that to
date, there is no “static, agreed-on definitiosadial justice” but an evolving one.
Furman cited other researchers who reported sifimidings, such as Bogotch (2002):
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“Constructs such as social justice acquire a shanedgh imprecise, meaning during
certain periods of time” (as cited in Furman, 2004228). Furman (2004) summed up
well the evolving meaning of leadership for sogistice by stating, “taken together,
these shared meanings of social justice suggesivtitiing for social justice requires a
deliberate intervention that challenges fundamentjuities and works toward better
educational and economic outcomes for marginalchéldren” (p. 228). The most
commonly occurring word or phrase in all literatdesaling with social justice is
“marginalization” (Capper et al., 2006; Furman, 20Burman & Starratt, 2003; Larson
& Murtadha, 2002; Shields, 2004). School leadergkimg to eliminate this
marginalization and striving for a good, just leagiplace for all students is the complex,
meaningful work of leadership for social justice.

Leadership for social justice practices involve dieenocratic processes that
Dewey used a century ago. Furman (2004) citeddheept of “deep democracy” as
foundational to the practice of leadership for abpistice. Furman (2004) cited the
concept of deep democracy (as developed by Gré&&9,; Gutmann, 1987) as having
three key points: “(a) the processes for knowimglarstanding, and valuing; (b) the
processes for full participation and inquiry; acyithe processes for working toward the
common good” (p. 224). Furman (2004) theorized lbadiership for social justice
consists of several components: an ethic of caretlsc of critique, an ethic of justice,
an ethic of profession, and an ethic of commurktyrman (2004) proposed that the ethic
of community anchors, or complements, the othacetin education. The ethic of

community is
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the moral responsibility to engage in communal psses as educators pursue the

moral purposes of their work and address the omgdiallenges of daily life and

work in schools ... an ethic of community centersabmmmunal over the

individual as the primary locus of moral agencgamools (Furman, 2004,

p. 215).

According to Furman (2004),

The ethic of community is useful in mitigating oofethe perennial problems of

“traditional” research in educational leadership-e-timrealistic assumption that

“heroic” leaders can provide the vision and exgertd overcome the many

challenges facing public schooling in the twentgtfcentury and lead schools in

transformative directions. (Bogotch, 2002; Heifdt294 both as cited in Furman

2004, p. 222)

Avoiding heroic leadership and its particularlyiemg aspects were integral to
this study. Thus, the primacy of democratic prasicannot be overstated in the practice
of leadership for social justice. Democratic preesi by school leaders could follow those
of the broader society. Democratic practices apfmeeontrast starkly with the heroic-
man theory. Democratic practices in school mearireeand informed exchange of
ideas, popular and unpopular; the critical analgsid examination of problems and
issues in such a way that reason and thoughtfupressil over emotional and
prejudicial decision making by leaders; and a degpbgenuine concern and caring for all
students in advancing the common good among aplAg Beane, 1995).

These democratic practices by school leaders levpdtential to transform
schools into more than just learning places. Frdi#®8, p. 37) noted the importance of
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education in transforming society by stating, Sitiue that education is not the ultimate
lever for social transformation, but without itisfiormation cannot occur.” Given
Freire’s extensive work with those directly affett®y oppressive social and educational
structures, viewing transformation and the compglheed for it to occur through
education is at the heart of leading for socidigesin schools.

School leaders must engage in “moral dialogue'usstjon and overthrow
existing institutionalized structures that furtiearginalize minority students, low-
income students, students with an IEP, and oth@rbenefiting from the status quo
(Shields, 2004). In this process of establishidgti@nships and engaging in dialogue,
Shields (2004) stressed the importance of schadkEes working to avoid and therefore
talking openly about the “pathology of silence.”daase teachers are central to the
overall creation of just learning environmentsdtirstudents, school leaders have the
responsibility to use democratic practices to Isslgpe and maintain equality in the
classroom.

This begs the question of where and with whom sicleadlers should engage in
moral dialogue. The assumption is that becausleeoéhormous influence classroom
teachers have on the learning environment of adlestts, much importance should be
placed on this area. The centrality of the clagsrteacher for moral dialogue is
important. To specifically question and dialogu¢éwmdlassroom teachers regarding
whether all students are learning in the classroimdeed meaningful. In contrast, by
refraining from dialogue with teachers and other &&ff member—that is, by remaining

silent on issues of equality and justice for alidents—school leaders could be viewed as
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complicit in learning inequities among studentsugravoiding a pathology of silence
with the classroom teachers is integral in thislgtu
Examples Needed of How Social-Justice Leadership Mé#ests in Practice

Compared to traditional leadership in schools, éeslgip for social justice is a
more equitable way for school administrators talldzresently, the model for leadership
for social justice is largely theoretical. It istiretically compelling but not fully
developed in practice. This has revealed a gaged im the field of leadership for social
justice. Examples of the practice of leadershipstmrial justice need to be documented.
The literature lacks useful depictions of how legatg for social justice manifests in
schools. Given the definition of leadership foriabpistice, the next logical step could
be to locate practical accounts of leadership darad justice currently being
implemented in schools.

The sense of urgency to increase academic achiexesngervasive in schools.
Schools do not perform equally. At all levels ofiedtion, this inequality of achievement
is based on race, class, ability/disability, antivedanguage spoken. In the upper grades,
inequality of achievement can be seen not onlytandardized-test scores, but more
importantly other key areas such as graduatiors ratember of students enrolled in
advance-placement classes, number of studentgtAkii/SAT tests, and number of
students enrolled in and entering college uponugaaadn. At the primary level,
inequality of student achievement is also eviderdarid between schools. Elementary
schools that do not perform well have a higher @atage of students who do not read at
grade level, as well as higher rates of grade tietenSimilarly, an inordinate number of
students from traditionally marginalized groups emeolled in remedial classes, special-
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education classes, or exclusive pull-out class&s-t? schools (Education Trust, 2012).
A simple cursory preview of the Education Trust gieb(2012) reveals the pervasive
achievement gap in U.S. schools. Although perhapssied too heavily on accountability
and standardized testing, the massive legislatgmisto law in 2001, NCLB, was, in
part, an attempt to finally eliminate the achievatrgap among all students in schools.
At present, the achievement gap is arguably orteeomain areas of focus in all schools,
districts, states, and university preparation paots. The sense of urgency to improve
education for all students continues to take precee everywhere.

The main issue to address for the achievementsgapw it can be diminished, if
not eliminated. The achievement gap is the dispafiacademic-achievement levels
between groups of students such as between Whid|erclass, affluent students and
their counterparts, students of color, studentsivary free and reduced-price lunches,
students whose native language is not Englishsardents with an IEP. Numerous
studies in the last 50 years have attempted touemaauses and solutions to the
persistence of the achievement gap in U.S. schoblss, a persistent achievement gap in
schools is a socially unjust situation.

Depending on which source one studies, one mayrstathel and analyze the
achievement gap through many differing lenses tltisrreview, the Coleman Report was
one source. If the Coleman Report (Coleman e1866) is used as a rough beginning
point of social scientists’ attempt to addressableievement gap and social injustices in
schools, then this issue has been addressed fadelewvith little improvement.
Researchers have studied several areas of schaolggmpts to lessen and eliminate
the achievement gap: examining parental involver(i@asimone, 1999; Ramirez &
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Carpenter, 2005), teacher quality and efficacy [[BgsHammond et al., 2001; Stigler &
Hiebert, 1999), and curriculum (Beecher & Swee®@& Tomlinson, 2001). Because of
the urgency to eliminate the achievement gap amd Bquitable schools for all students
everywhere, this review of the current literatuweuses on relevant works published in
the field of leadership for social justice. Thigtature review only touches on one aspect
of addressing the achievement gap: current researtdadership for social justice
regarding bringing about equitable learning envinents for all students.
Literature on Ethical and Moral Leadership

In the early 1990s, scholars such as Foster (2002phy (2004), and Marshall
(1995) called for a departure from school leadenply managing schools to, instead,
focus more on equitable and socially just outcofoesall students; and thus for more
ethical leadership on the part of school administea Many others were writing on the
ethical leadership in the early 1990s, such asi@eagni (1992). IfMoral Leadership:
Getting to the Heart of School Improvemesgrgiovanni offered another alternative to
traditional leadership that departs sharply fronatad always been done in schools,
suggesting a moral dimension to school leadersigedb on values, purpose, and beliefs.

Moral and ethical leadership in schools is compled diverse. When considering
moral and ethical dimensions in school systemsldesamust be prepared for the
challenges of leading in moral and ethical way$hie students, parents, and staff they
serve. Complexities include political, social, cuétl, and historical dimensions (Starratt,
1999). A challenge all school leaders face wheimdryo lead in moral and ethical ways
is how to develop ethical principles together vathdents, parents, and staff to increase
the quality of education (Beck & Murphy, 1994; Sama, 1996; Sizer, 1996).
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Ethical leadership in schools means administratoesvorking to ensure
excellence and equity for all students. Ethicatlégahip tries to create more just learning
environments for all students. Thus, in this revidve term “leadership for social justice”
will be used to mean school leaders working to geahe status quo of inequality to
lessen the achievement gap between groups of $tuden

The Theoretical Beginnings of Leadership for Socialustice

Furman (2003a) used the term leadership for justiem issue of the University
Council of Educational Administration. Rather tHanusing on “how to do” leadership,
Furman continued the call for ethical leadershipdhools by asking what leadership is
for. The call for leadership for social justice tianes today with many voices bringing
to the forefront the importance of addressing ttl@evement gap (Cambron-McCabe &
McCarthy, 2005; Capper et al., 2006; Larson & Mdin@, 2002, Marshall, 2004;
Murphy, 2004, Skrla & Scheurich, 2004). Althougfstball for social justice was
initially theoretical, signs of increasing numbefgpractical examples seem to be
emerging.

University Training Programs

One of the practical examples from the initial tietical beginnings of leadership
for social justice has been the revamping of usitgtraining and preparation programs
for aspiring school administrators. Examples aboafnghiversities redoing their
educational administration programs to better pieepapiring school administrators to be
leaders for social justice. Furman continued ta lbeading voice on leadership training
programs at the university. In a recent editioEd@icational Administration Quarterly,
Furman (2012) detailed leadership for social jestis praxis in leadership-training
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programs. Furman reiterated many concepts fromiquewvorks, however, highlighted
the Freirean notion of reflection and action, aaxps, as an important component for
university educational administration-preparatioograms.

Other research on university preparation progravosded on leadership for
social justice as a critical 21st-century skillgdeMarie, Normore, & Brooks, 2009).
Researchers are asking whether university preparptograms can prepare aspiring
administrators to “think globally and act couragglgwabout social justice” (Jean-Marie
et al., 2009, p. 19). Given this overwhelming taskeems daunting and extremely
challenging for universities to prepare future siHeaders to work against the status quo
of unjust and inequitable systems currently in @lacmany schools. Moreover, some
researchers have questioned whether it is evernb®$s prepare leaders for this task
(Oplatka, 2009).

Aligned with 21st-century skills, some authors hauggested university training
programs should place greater emphasis on skitls asi collaboration, critical thinking,
problem solving, and professional-learning commasito advance social-justice
initiatives in schools (Mullen, 2010). Likewise,iversity training programs stress the
importance and use of democratic practices as aoviead for social justice (Davis,
Skrla, Lindsey, Scheurich, 2011; Furman, 2012; &ay2010; Marshall & Oliva, 2010;
Schultz, 2010). Still others are calling for unsigéy preparation programs to closely
scrutinize and critically examine how they traitute administrators, studying university
preparation programs designed to prepare schodh&trators in leadership for social
justice. Such studies have examined the role faqldty in program developing and
implementation, student recruitment, the consistéentenduring focus on social justice
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in all coursework, and instructional delivery mad@Rodriguez, Chambers, Tehah,
Gonzalez, & Scheurich, 2010).

Recently, some university programs have begundiode a more global
understanding of social justice in their coursewdtvanced educational leadership
studies have included such areas as economic,gcaloand environmental
components.

Literature and scholarship on preparing schooldeatbr social justice work in
education has become concerned with equity andesdérin terms of economic
opportunities, and ecological and environmentaigagKennedy, 2012; Martenson,
2011). Some authors have called for a grassroot®ment to change the paradigm of
conventional money from one that has traditionaiprginalized particular groups of
people to putting people before profits and crepéirstable and sustainable monetary
system that will reflect real wealth, rather thaeaulative profit (Kennedy, 2012). While
economic justice is not a new concept, it is comr®d radical and upsetting for the
relative few that currently benefit from an unegoanetary distribution of our current
economic system.

There is good reason why personnel currently workinall levels in education
should be concerned with economic and environm@udéite. According to author Chris
Martenson (2011), the next twenty years will bepdifferent than the last twenty years.
The world is in economic crisis, and there are amydixes. Martenson (2011) identifies
three areas in his bodkhe Crash Course: The Unsustainable Future of aoremy,
Energy, and Environmenthat put society on a crash course by the tweggps.
Martenson (2011) explains that our current moneggsgem places impossible demands
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upon a finite world. He predicts that unless raldotenge occurs, the rising levels of
debt, based on assumptions of future economic gremfiund repayment, will come to a
sudden stop, and quite possibly reverse. This dealdi to a further widening of
economic and social class stratification. Undoulgtezbrtain populations that have been
traditionally marginalized will experience even ma@rcute oppression and despair.

In terms of energy, Martenson (2011) paints a bfgeture of diminishing fossil
fuels and the desperate measures major compaei@gling to use to secure new ore
deposits such as having to drill in more remotasyrdrilling deeper down, and soils
being mined by the practice of removing essentiéients without replacing them.
Ecological injustices are advancing at a rapid. ratere as been a 40% decline in
oceanic phytoplankton since 1950, birds, beespatslhave been in serious decline,
mercury levels in marine mammals continue to @ sterilized soils and advancing
deserts pose grave danger to humans and otheesgktartenson, 2011). It is important
and imperative educators, school leaders, andstsidee not only made aware of our
rapidly changing world, but equipped with the nseey tools of critical thinking,
collaboration, communication and creativity to gont all types of social injustices now
and in the future.

Leadership for Social Justice Internationally

One area in the research that continues to grolmatof international studies on
leadership for social justice. International stsdrary, but the theme remains consistent:
Researchers are trying to study what school leaterdoing to assist in improving the
life chances of students who are traditionally rraalized. One particular piece of
research, for example, focuses on the life of Wart and her work in a rural Jamaican
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school. The study is biographical and looks at Wilifie experiences that influenced her
as a leader. The study looks particularly at hoimdha women impacts her role as a
school administrator (Oram-Sterling, 2009). Turkiskearchers have written several
studies in the past few years. One such study eahthe roles and responsibilities of
school administrators in social-justice and justiemments in schools (Turhan, 2010).
Another research study, from Cyprus, examined theti®nal aspects experienced by
school administrators trying to practice leaderdbisocial justice (Zembylas, 2010).
The author studied a school principal who struggtetlansform a school into a more
just and inclusive learning environment for studehising ethnographic methodology,
Zembylas (2010) detailed the daunting task of tircppal to change the mindsets and
ingrained belief systems of teachers and the contyntegarding including students
from all cultural backgrounds. The author also iistizthe importance of school leaders
paying proper attention to their emotional respensdrying to practice leadership for
social justice.

Many other international studies on leadershipstonial justice have come out of
Canada, Australia, New Zealand, and England. Isetlteuntries, some studies have
attempted to address issues of the struggle ofliggumaschools. In England, one study
examined the values and commitment school pringipale for leading for social justice
but found that the amount of resistance, partitpthat beyond their control, was nearly
insurmountable. Stevenson (2007) investigated safre@gland’s education policies that
push for the privatization of schools in England gestioned whether these policies are

fully committed to equality and social justice. \&tason noted that the goal of education
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policy should be to ensure full alignment with sdgustice values and equity in all
schools.

Ottmann (2009) offered a Canadian perspectivedrctmtext of the First Nations
of Canada. The author argued consistently, aligviddother literature on leadership for
social justice, that leaders need a new visiorotmter the pervasive impact of the status
qguo. Ottmann questioned how emerging leaders ioasishould be prepared in values,
beliefs, knowledge, skills, and attitudes. Ottmanimted out the importance of
educational leaders understanding the particutdoheés (local, regional, and national) of
oppressed peoples with whom leaders are working.

Autoethnographic Examples Informing this Study

Garza (2008) conducted one study that offered petsf@ on my goal; Garza is a
first-time superintendent working in a small schdisitrict in southern Texas. In this
study, Garza detailed the resistance faced asaistgndent trying to enact social
justice. Much of the resistance took the form efighting in the board of education, as
well as with the community. This study helped imiomy work as it addressed school
leadership—albeit at the central-office level, thet building level—and used
autoethnography to detail such experiences. Gdfeged points learned when trying to
enact social justice:

I learned that it is not easy to be a leader foradqustice. Leaders for social

justice consistently challenge the hegemonic cejtand this often results in an

adversarial relationship between the superintenaletithose who use their power
to demand and create privilege. And finally, | e that my naiveté got me in
trouble. However, | also learned that being naias wot necessarily negative.
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Being naive made me less cautious of the negabinserjuences and allowed me
to look at the possibilities. | learned that mylpsophy of social justice was
constantly challenged, and it required great ellsizanina to withstand the
negative pervasiveness of a deficit-thinking sgcigi. 176)
Clearly, trying to practice leadership for socigdtjce in any school district is long,
difficult, and contentious work.

The theoretical literature on leadership for sogiatice is strong. Many scholars
and researchers in social science have writtemesehrched extensively on the
pervasiveness of unjust, unequal, and oppressiv®mes of many students who have
been traditionally marginalized in schools (Blackey@002; Bogotch, 2002; Furman,
2003b; Furman & Gruenewald, 2004; Larson & Murtd{#)2; Marshall & Ward, 2004,
Rapp, 2002; Shields, 2004). A growing body of atere describes the practice of
leadership for social justice. For this projecstady by Theoharis (2007) detailed, in
ethnographic and autoethnographic form, the legrakperiences of seven school
principals. Because of its similarity to this prdjeTheoharis’s study will be reviewed in
greater detall, as it provides many helpful refeespoints.

Theoharis (2007) conducted a study in which severtipals (one being the
author himself) were the primary units of analy3ése study, published under the title
Social Justice Educational Leaders and Resistamoeard a Theory of Social Justice
Leadershipgualitatively examined three key areas: (a) whgsprincipals enacted social
justice in their schools; (b) resistance princigatsed when enacting social justice; and
(c) in the face of resistance in and out of schablat strategies did principals use to
sustain and maintain social justice.
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Theoharis (2007) detailed several ways principagcted social justice including
raising student achievement; improving school stmés by reducing or eliminating
pullout programs in favor of more inclusion clagsrs; and recentering and enhancing
staff capacity through conversations on race, clgasder, sexual orientation, and
Whiteness. They offered professional developmettiese areas and focused on
strengthening school culture and community. Onergl@ was a concerted effort for
staff to be more open, friendly, and inviting taditionally marginalized families.

Although principals noted successes in enactingbpistice in their schools,
particularly in raising student achievement, Thesh@007) uncovered much resistance
opposing the principals’ goals. The consequencéiseofesistance they faced—although
most acute early in their careers in their schoafeltded physical ailments, mental and
emotional pain and anguish, and a relentless affothe part of some staff and
community members to resist social justice.

In the face of resistance, principals used a nurobstrategies to overcome,
develop, and sustain social-justice work. The sgiats were proactive and focused on
such aspects as maintaining authentic communicatitnstaff and parents to move the
momentum forward for social-justice work. Similarpyrincipals explained that
communicating and reaffirming with the people amtimem their belief in social-justice
work was a helpful strategy. Developing and sustgia network with other
administrators that functioned for change towardadgustice was also helpful in
combating resistance. Finally, principals found fvéoritizing their work, participating
in professional learning, and building relationshigere effective counterresistance
strategies (Theoharis, 2007).
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The Theoharis (2007) study provides several helgfiérence points for my
autoethnography. First, it is one of the only stsdbcusing on the principal as the unit of
analysis. This positions the concept of leadershgn important place in schools and the
work of social justice. The author, Theoharis, @lthh remaining anonymous as one of
the principals in the study, wrote autoethnograghic This contributes to the
representational merit of autoethnography methagolo

The study differs from my autoethnography in a f@y areas, and the hope is
my study can contribute to the growing body of aesk in leadership for social justice. It
also differs in that all seven principals were wiogkin urban schools with varying
degrees of student diversity. All schools were aersbly more diverse (by race, class,
and native language) than the school and distherev| presently work. Finally, and
most importantly, Theoharis (2007) chose thesecjals in a specific way:

For this study | sought participants who did nottie traditional understanding

that school leaders are essentially managers. idddlty, | sought participants

who operated from a place beyond the newer undlisig that principals are
instructional leaders, principals who embodied mmmitment to enacting justice

and equity. (pp. 226-227).

This is important and different from my autoethraggry. My study cannot make the
assumption that there is a level of minimum leggréiampetency, even commitment to
social justice, such as the study conducted by fée® (2007) “operated from a place
beyond the newer understanding that principalsrasteuctional leaders, principals who
embodied a commitment to enacting justice and gg(pp. 226-227). Rather, my
autoethnography shows the learning process ingtgirffembodied a commitment to
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enacting justice and equity” by a White male o¥jpeige working in an affluent,
homogeneous, suburban school district.

In conclusion, authors have assisted me in leardnavgto practice leadership for
social justice. In this chapter, | drew a contiativeen two distinct models or theories of
leadership in schools. Unlike traditional modeldeafdership that may be closely
associated with business models of leadershipalsjostice and leadership for social
justice are committed to fairness, equality, anplasfunity for not only students who
have been traditionally marginalized, but all studePractices such as deep democracy,
moral dialogue, and avoiding silence are key tosuool administrator tying to enact
social justice in schools. Potentially, great pssfenal risk awaits principals trying to
enact social justice in schools; however, it is/aportant risk to take as the
pervasiveness of the achievement gap by race, clatge language, and
ability/disability continues to diminish positivedrning outcomes and overall life
chances for all students. The theoretical calhfioral and ethical leadership in schools
has set forth a search for more examples of whaeleship for social justice looks like in

practice. To date, very few examples exist.
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CHAPTER 11l
RESEARCH DESIGN

In this chapter, | discuss my research designerctntext of my evolving interest
in educational practice for social justice. As mierest settled into leadership for social
justice, it seemed most appropriate that | seelswer my research question using the
method of autoethnography. Although | believe atloegraphy is a very meaningful
way to study leadership for social justice in sdhttos particular methodology is not
without criticism, addressed below.

In this chapter, | begin by establishing a ratierad to why | chose
autoethnography as a methodology. | then providead overview of research
paradigms; then focus on where autoethnographytidbe interpretivist side. | then
narrow down autoethnography with a definition ahdve that it is appropriate for this
research project. Because autoethnography invblegsself-reflection and close
introspection of how one fits into the “same” cu#tuhe author is researching, some
discussion needs to occur regarding my positionpaivilege. | present a description of
my administrative background and show how reseagctriyself can serve to answer the
research question in this study. Further discussikes place, connecting
autoethnography and studying leadership for squsgice, including the intimacy,
legitimacy, researcher commitment and investmenhbracing subjectivity, reflexivity,

and guestioning the status quo in education.
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Why | Chose Autoethnography

| provide a rationale for choosing autoethnograatiyhe means of inquiry for
this study. Initially, 1 had a profound intereststudying schools and their leaders
working effectively with students with an IEP. Hegursued this interest, it would have
taken the form of an ethnographic study, invesinggthe entire culture of the school.
Appropriate schools were difficult to find. Confaling this approach were the myriad of
variables involved in distinguishing which schodgfidents with an IEP were considered
high performing. Even simply examining achievendsgta to locate a school or district
that consistently scored well with its IEP popuativas difficult. In northeast Ohio,
there are not any such schools. Moreover, thistdeas consistent with my brief search
of schools and districts all over Ohio.

As | became increasingly frustrated with my sedeectschools effectively
educating students with an IEP, | noticed otherdsethat consistently emerged from my
search of high-performing schools. Some of thedsancluded other achievement-gap
issues such as varying levels of academic perfocenaetween students of color and
their White counterparts. The achievement gap Wsskay class and in some cases
gender. | realized my search to find one or twamsthexclusively serving well their
students with an IEP was problematic. Although egreh may have been sufficiently
narrow, in retrospect, | had been missing the kepatkal of social justice in schools.

At the same time, as | delved deeper into theditee on leadership for social
justice, | found myself highly energized, as thastizular literature named an orientation

to practice | found extremely compelling. Compledhtesign issues for the IEP study
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combined with my enthusiasm for the leadershipsfacial-justice topic and how it
manifested in practice led me to this study.

There were two choices in undertaking a study wrere how leadership for
social justice manifests in schools: find somedse practicing leadership for social
justice and study him/her, or recognize and stughyomn attempts to practice leadership
for social justice. By choosing the latter and gtnd myself, an added dimension
occurred. In short, from the beginning of this stutlappeared that | would undertake a
study to try to learn to be a better school leadewell as potentially add to a growing
body of literature of practical accounts about wkatlers for social justice try to
accomplish. Thus, the link between narrative argearnce seemed to be a natural one
(Freeman, 1998). The narrative can be thought tiesvords, phrases, and language |
use to describe my experiences in working towambtreng a better leader for social
justice. An autoethnographic approach seemed todmod fit for studying leadership for
social justice.

Schools are social institutions comprised of coogtéd human relationships and
intense interpersonal interactions. Studying sqai@nomena such as leadership for
social justice in schools is complex work. Studymgself and using the methodology of
autoethnography seems appropriate and meaningfat feast two reasons. First,
qualitative inquiry seeks to holistically captuhe ttcomplexity of a social phenomenon in
its richness. Second, use of a more embodied fémmitng such as narrative will,
hopefully, give readers a better, more accessimikerstanding and notion of the ongoing
learning process of trying to practice leadersbipsbcial justice—an apparent gap in the
literature to which | hope to make some contributio
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Research Paradigms

Positivism means to “posit” or “put forward” anddieceive.” Positivism
addresses quantifying and objectifying participamd data. In the positivist paradigm,
knowledge and reality are secured through quaivigaeasurement. To understand
reality, positivist research involves forming aedting a hypothesis, controlling variables
through the use of deductive reasoning, and sysiesiig observing with the scientific
method. The main goal in positivist research isxplain, predict, and control the
phenomenon being studied (Denzin & Lincoln, 200Bcbln & Guba, 1985; Ponterotto,
2005; K. Williamson, 2002). Patton (2002) best siedmp the positivist historical
tradition of research and knowledge: “Thus, realidedge (as opposed to mere beliefs)
was limited to what could be logically deduced frimaory, operationally measured, and
empirically replicated” (p. 92).

Interpretivism attempts to “interpret” and constroeaning from the social
world. Whereas positivists work under the assunmptinat the reality of the social world
can be discovered and explained with objectivageslinterpretivists rely on the
promise that reality and the social world are eleisind ever-changing. Interpretivist
research aims to understand a phenomenon in tigi©icbntext in which it exists. The
centrality of relationships and construction of meg by researcher and research
participants is paramount in the interpretivistguagm (Denzin & Lincoln, 2005; Lincoln
& Guba, 1985; Ponterotto, 2005; Schwandt, 19940P(Returning to Patton (2002), it
may be best to summarize the interpretivist paradigth a question: “How does my
own experience of this culture connect with an@oifisights about this culture,
situation, event, and/or way of life?” (p. 84).
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Each research paradigm serves a valuable purpepending on the
phenomenon studied, sometimes the positivist pgmads appropriate. Other times the
interpretivist paradigm is appropriate. Positivestearch has greatly influenced and
contributed to the advancement in the fields of isied and biotechnology. In this
aspect, positivist researchers aim to control djeatify variables, form hypotheses, and
come to some type of empirical answer. In contiaggypretivist researchers work under
a different assumption, one of understanding atetpreting the complexity of
meaning(s) in a given phenomenon. Interpretivistretser used in studying social
phenomena and thus the interpretivist paradigm seebetter fit for studying leadership
for social justice. The autoethnography undertakehis study lies in the interpretivist
paradigm of research. The succeeding paragraplssdesrautoethnography more closely
and how it falls under the interpretivist paradighresearch.

Autoethnography Background

Some criticism has been leveled against the usetokethnographic
methodology. Because the researcher is the prisamce of data, questions of
subjectivity sometimes arise. In this study, | eadar subjectivity—as well as my own
academic tentativeness—as | am aware that to dgrigfltaence and interpretation is
tantamount to disingenuous work. Lau (2002) savyestility as pluralistic, having
multiple voices that actually produce a more compéxt of “competing subjectivities”
(p. 254). Berger (2001 citing Bateson, 1972) ansthimg (1992) described the
importance of embracing subjectivity, as no humgredence is ever free of

subjectivity:
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Bateson (1972) has said, all human experiencengdtive ... that rather than

proceeding through a scientific method, which reggithat a hypothesis or a set

of questions be answered, researchers cannot kinaivta explore until they

have finished exploring (p. xvi). This method ueythe world of the field to

readers, providing them with a deeper comprehensaonly of the people

being studied but of the researcher as well. Thadéple and linking narratives

are the mode of moral reflection that illuminaties lived texture of human

existence. (Fasching, 1992, p. 93)

Definition of Autoethnography

Autoethnography is a method of inquiry in qualitatresearch that is usually
autobiographical; displays multiple levels of canssness; recognizes emotion, art, and
dialogue as legitimate forms of representatiomqgtiiry; and attempts to connect the
personal self with the broader culture being ingaséed (Ellis & Bochner, 2000).
Because of the postmodern nature of the autoethpbgr construct, autoethnographers
write using first-person narrative and attemptlace themselves in a particular social
context (Reed-Danahay, 1997). Three distinct coraptsncomprise the holistic concept
of autoethnographyuto, meaning self or coming from withiethno,meaning race or
people; andjraphy,meaning of or relating to written or pictorial repentation
(American Heritage Dictionary, 1994). AccordingBEbis and Bochner (2000), Hayano
(2979) first used the term autoethnography in ®£0% to describe cultural
anthropologists studying their “own people.” Haydeoned the researchers as such

because they were full participant members in toe studied.
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Autoethnographies provide psychological reportieggarch space. For example,
autoethnographic accounts have become increagpoglylar in the fields of medicine
and ethnic identity (Chiu, 2004); pain, iliness aedual dysfunction (Neville-Jan, 2004);
and racialization and Whiteness (Vidal-Ortiz, 2004)traditional research, whole groups
of people seem to have been locked out of resesyarticular phenomena such as
pain, sexuality, and Whiteness. For a variety asoms, the parameters of traditional
research in the past did not provide the psycholdfyeporting space for people and
researchers because of what was dictated to benal@mainstream culture. Social
justice, while not a new concept, is fairly newagsrimary direction for administrators to
lead schools. Therefore, autoethnography, likedesidp for social justice, is an
emerging method of inquiry that seems particuladgful in studying social phenomena
like leadership for social justice.

The Use of Autoethnography for this Study

An autoethnographic methodology appeared to beamimgful form of inquiry to
use for this study for many reasons. Autoethnograanves to connect the personal to
the cultural (Ellis & Bochner, 2000). In this stubgttempted to set forth and report not
only the culture of schools in which | have workbdt to afford an interested readership
a practical story on how | am learning to practeaership for social justice. A
meaningful way to do this is to relate my persatafties of trying to learn to practice
leadership for social justice to the larger cultof@ublic schools. Autoethnography and
leadership for social justice seem like naturalfeléalvs.

Autoethnographic writing may not “look” standarcedause autoethnographies
can be different things to different readers—repnéstional, evocative, embodied,

71

www.manaraa.com



sensual, emotional (Bochner & Ellis, 2003)—the nandard presentation of text is
important in developing a powerful and meaningfutten work. The reading and
understanding of autoethnography requires effaitaantive participation on the part of
the reader. In some cases, deliberate forms ohteaxbhgement and text format create a
level of disruption, discomfort, and even confuseml disorientation. This is done in
large part because of the long history of statit ite social science writing.

Finally, like other autoethnographies, | continygjlestion five important areas
in this study. According to Richardson (2000a) fiblkowing criteria should be applied to
any autoethnographic work: substantive contribyta@sthetic merit, reflexivity, impact,
and expression of a reality. These five essentialities of autoethnographic work are
revisited at the end of the study.

Position and Privilege

My positionality must be addressed. As a White,digetlass man in a position
of authority, | cannot take for granted either wtaonm or how | am perceived by the
people with whom | work: teachers, parents, comtyumembers, and students. |
leverage considerable symbolic and formal authohityne sense, knowing and
understanding my positionality is important notyotd me, but to those who have been
traditionally marginalized and oppressed by Whitejdle-class men in positions of
authority. It is important | realize that my hisgas a history of privilege.

My history of privilege is personal as well as egentational of the class/race
group to which | belong. By realizing | have peralbynbenefited and continue to benefit
from being a White, middle-class man, | hope toknagainst these subtle and overt
privileges, maintained and reproduced in the schetting. Mcintosh (1988) described,
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An invisible package of unearned assets that kccaimt on cashing in each day,

but about which | was meant to remain oblivious.it&/privilege is like an

invisible weightless knapsack of special provisjianaps, passports, code books,

visas, clothes, tools, and blank checks. (p. 165)

My Positionality and Autoethnography

Being who | am has paid great dividends over ttegs/eThe U.S. educational
system is set up to directly reinforce those caltualues that are exemplified in Western
culture and perpetuated by patriarchy. For exantpéedrive to possess knowledge and
compete academically is paramount in schd&tgwing a lotacademically creates
particular advantages of power. Perhaps a bettgiofvaiewing this phenomenon is to
look at its opposite, or working to give away powecommunal groups of learning
whereby mutual relationships are built, trusted] eespected. Knowledge would no
longer be an item to be possessed and used t@gaier over another individual or
group; rather, it would be shared and constructgky to directly benefit the group.
The difficult question to answer is how do | use pogition and privileged status to
affect change for social justice? How could | Usedadvantages and privileges of being a
White male in a position of authority to empowengé traditionally marginalized in the
public schools? There seems to be a natural cdondmtween exposing one’s
positionality and authority with autoenthnographidting. The following is a more
explicit explanation.

To be clear, | am fully disclosing that as a Whitale of privilege in a position of
authority (school administrator), | have certainattages. The claim | am making is that
my experiences may be a good example of what teped by others when they see a
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White male in a position of authority in schoolthfs is the case, then connecting my
personal experiences of my positionality by the whgutoethnographic methodology
may prove to be meaningful. | am asking, “how degsown experience of this culture
connect with and offer insights about this cultwigjation, event, and/or way of life?”
(Patton, 2002, p. 84), and the use of autoethnbgrapems most appropriate to answer
this question. Alexander (2003) described whatdehtm be accomplishing in this study
through the use of autoethnography:
And to what degree are all scholarly documents y®$he nature of what we do
as teachers and scholars is always messy—messygaiiittiisclosing personal
insights and disguising them as research; messysupporting our own felt
experiences with a litany of other voices in themence pages, footnotes, or the
backstages of our own scholarly performances. Hneynessy because when we
deal with anything related to human nature, wenaaadated to get our hands
dirty, to get involved and process through expeeripp. 437—-438)
For me to “get my hands dirty” is to portray an Bsihdescription of who | am and what |
do in attempting to become a better leader foradgastice. Getting my hands dirty in
this autoethnographic project signals working bt interplay between my patriarchal
Whiteness and my deep desire and commitment tothefie groups of students
traditionally marginalized by a system that hagdily benefited me and who | am.
Because my intention in this project is a practara, the hope is that my
contribution will assist me and others in contimpé&arning to be better leaders for
social justice. Moreover, | feel it imperative thhis project affects the reader through
substantive contribution, aesthetic merit, refl&yivimpact, and expression of a reality
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(Richardson, 2000a). Through the use of autoetlapdge methodology, | hope to
stimulate social action (Ellis & Bochner, 2000 t@by creating change in schools, and
the leadership practices that take place in schools

Administrative Background and Experience

It seems appropriate that because | used the n@tgydof autoethnography, a
brief overview of my school administrative expedens necessary. As a teacher, | never
wanted to be an administrator. Teaching was faetaiting, fun, and rewarding to
consider being a school administrator. For a lemg i simply could not give up the
awesome profession of teaching to be an administraioved having the opportunity to
work with children each day because | knew | caddist in their becoming better
learners and people. This does not happen in thiéigroof administrator. Although |
fully knew going into administration | would not laéle to work with students on a daily
basis, | never thought | would miss teaching ashrascl do.

| started teaching in the area of special educatiaorked in the Toledo Public
Schools in Ohio for little more than 6 months iA-& grade classroom in what was then
termed Behavior Disorder/Developmental Disordere $bhool was an African American
school, my first job out of college, and | did meally know what | was doing.

In the early 1990s, | joined the Peace Corps arglasaigned to Ecuador. | spent
nearly 3 years living and working in a small tovassisting teachers and administrators
in a school of students with disabilities. This vpagbably my first leadership role. With
about 6 months of teaching experience in the Uriitadles, | was charged with teaching
teachers in Ecuador. In the beginning, | gave lestin broken Spanish on how to teach
(the U.S. way) on such concepts in mathematicdaz® walue, long division, and
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measurement. | progressed to more technical sshjethe teaching methodology, such
as how to differentiate instruction with studenithwdisabilities. Soon, | learned Spanish
with the help of many friendly Ecuadorians andeafjues at my host school. | learned
an enormous amount about education through pagant teaching with my
understanding Ecuadorian teachers, but still resatlynot know what | was doing.

After the Peace Corps, | was attracted to DePaiuddsity and working in the
Chicago Public Schools. While studying at DePaulas placed at Cesar E. Chavez
School on Chicago’s south side in the stockyardlodiche yards neighborhood. This
was a very positive experience. | taught thered@sjeand had many opportunities to be a
leader. The school was nearly all Mexican Ameri@ad like the friendly and patient
Ecuadorian teacher colleagues, the Spanish-speaamgunity on the south side took
me in and accepted me with patience and kindnegstKed for a principal who believed
strongly in teacher autonomy and made it possdi@$ to work in collaborative teams
with shared leadership. | probably did not také ddivantage of the leadership
opportunities presented to me during my 9 yearshieg at Cesar E. Chavez, as | was
very much enjoying teaching eighth-grade studettiseatime. Despite being bilingual,
being married to an Ecuadorian, and being accdptede Mexican American
community on Chicago’s south side, in retrospebglieve | still did not know what |
was doing. Why did | not know or believe | knew whaas doing in those earlier years?
What was “carrying me” to “look like” | was perfoing adequately? | believe it was the
“invisible knapsack” of privilege (Mclntosh, 198&erhaps | unknowingly was able to

move into places that really do not need White safeprivilege living and working.
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While working at Cesar E. Chavez, | discoveredpbssibility of pursuing my
doctorate at lllinois State University. Upon finisgh my coursework at Illinois State
University, | needed to move back to Cleveland,dOfihe 2 years in the Cleveland
Municipal School District began my first formal achistrative work. | worked as the
dual language coordinator at a K-5 school in trev€hlnd Municipal School District. It
was the first of its kind in Ohio. At the time, lbowked in a K-5 school building located in
the heart of the Latino community on Cleveland’ameest side. Shortly after | left
Buhrer Elementary School, the building was razetianew K-8 building was erected
in its place.

The position of dual language coordinator was adgmministrative beginning
for me. | was not fully an administrator, as | vetifl considered part of the teachers’
union. However, | was able to perform various adstiative tasks such as coordinating
curriculum across grade levels, scheduling, andlgoting in-service trainings. | still
could consider myself a teacher. | was still ablevork with students on a regular basis.

In 2005, | left the Cleveland schools and begarkmgrin the suburb in which |
presently live, Brecksuville. | was hired as a farte assistant principal at a middle
school that serves students in Grades 6—8. Thiswydgst official administrative
position. At this position, | began with very simm@dministrative tasks as | was very new
to this role. | mostly disciplined students, atteddo locker assignments, updated the
school website, patrolled lunch and bus times,aradyzed student-achievement testing
data.

It was around this time that | became interestdtiéneadership orientation of
leadership for social justice. Perhaps there wascaum in my belief system when |
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officially became an administrator, or maybe beedusad begun reading literature by
those theorizing about a particular leadershipnbaigon styles in schools (Furman, 2003;
Marshall, 2004; Shields, 2004, and others), | wessgized to read about the theoretical
construct of leadership for social justice. | wasrgized because the theoretical literature
called for equality in education. It departed fraat | had known; what | had pieced
together reading literature on traditional leadgrsts well as formal university classes on
educational leadership.

At some point during the part-time administratiasiion, | undoubtedly started
down a path of leadership that was markedly diffefleom mainstream, traditional
leadership. | was not necessarily practicing lestiprfor social justice, as | had just
begun reading the leadership-for-social-justiarditure; rather, my mindset began to
change. | eventually became a full-time assistantipal at the middle school, and it
was from this time that a portion of the data camiee in this study.

Since 2008, | have been the principal of an eleargrdgchool in the same district.
Some of the data also come from this time of bamglementary school principal. On a
daily basis I try to practice leadership for soqistice. That is, on a daily basis, | try to
lead in favor of improving the life chances of taadudents who have been traditionally
marginalized: students of color, students speakinguages other than English, students
with disabilities, and students receiving free asduced-priced lunch. However, | also
continue to try to best serve all students. AltHodgta and research clearly show which
students in schools are underserved, all studeatsngportant. To date, my experiences
with marginalized students still outweigh my tinmetihe suburbs. | have spent more time
in Ecuador, Chicago, and Cleveland public schdws in my current suburban district.
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The school district in which | am currently empldyaiffers dramatically, and
demographically, from my other experiences. At en¢sthis school is nearly all White.
The single largest minority group is Asian at ab®&6 in a district of 4,400 students.
About 1% are African American, almost 2% Hispaaicd a little over 1.5% multiracial;
8% of all students districtwide accept free anducedl-price lunches, and 9.5% of
students have an IEP. At any given time, betweand34% of students can be considered
ELLs.

On a daily basis, | sometimes fail miserably ahge leader for social justice.
This happens for a variety of reasons. Sometintiesk | am successful in working in
favor of not only traditionally marginalized, oppsed students, but all students because |
seem to see small successes with students andGtaffof the more difficult aspects for
me to reconcile is trying to practice leadershipsuocial justice as a White male of
privilege in an affluent, nearly all-White subud.times, | can dwell too long on
detecting or exacting instances of oppression aogm, rather than acting and trying to
do something about an inequitable circumstancen teaminded of Starratt's (1994)
notion that no social situation is neutral. Schaoks social situations and thus not neutral.
At present, my understanding of the meaningful wafrleadership for social justice is
not to make my school racially, economically, aimgyistically neutral, but to work to
increase the likelihood of overall success fosalldents, not only those that have been
traditionally marginalized. Sometimes I think Illfaiiserably, and sometimes it would
appear I'm doing this meaningful work well.

Although it is difficult to reconcile trying to pctice leadership for social justice
as a White male of privilege in an affluent, neadlyWhite suburb, I try to do so in this
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study. A synopsis of what | am attempting to acclishgs, through the use of
autoethnographic data (vignettes), to contributiaéogrowing body of literature on how
it manifests to try to learn to practice leaderdbipsocial justice in a public school
setting. It is clear that some students in schomkarved well and others are not. The
literature on leadership for social justice lays theoretical frameworks on how to bring
about more equitable and just learning environméntthe following chapters,
beginning with the data vignettes, | try to show atigmpts at learning to practice
leadership for social justice as a White male ofilege.

Natural Connection of Autoethnography and Social-Jstice Leadership

This autoethnography presents/represents/exhibitsitimanifests to learn to
practice leadership for social justice to be a rmegdnl method. Autoethnography and
leadership for social justice have several nawwahections. One such connection is
their purposeful intention of critique and resisgtarfFurman, 2004; Larson, & Murtadha,
2002; Neumann, 1996; Rapp, 2002). At present, #utography methodology is a
promising and growing research field. Patton (2G&cinctly described
autoethnography as a natural “bookend” to ethndyraftthnography and
autoethnography might be thought of as bookendpposite ends of a qualitative
continuum” (p. 84). Clifford (1988) noted a shifttraditional ethnography by calling
attention to the Westernized stance in traditi@hographic research of studying the
exotic “other.”

Much of the work presented in this study is, antl @gntinue to be, evolving, as
my understanding and learning to practice leadpr&hisocial justice in my daily
administrative role also evolves. | am not likedyréach a state of complete mastery as a
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leader for social justice, as this would signifg #mtithesis of my work; that is, being
heroic.

As a school leader | am unable to claim to havéhallanswers. First, because |
do not have much experience as an administragon, $till learning all the managerial
procedures that are important in ensuring the dalios well. This inexperience also
takes away from focusing more on tasks that faflenrthe umbrella of leadership for
social justice (e.g., attending all team meetieggjaging in critical dialogue with all
staff, etc.). Therefore, by virtue of “time put ia% an administrator, | am still learning all
of the intricacies of policies and procedures. hiNge a better leader, and
autoethnography helps me do this because autoetptogprovides a methodology that
allows for a close examination of oneself and hloat £xamination can better inform
practices in the larger society. In short, | fé@mperative this project affects the reader
by the way of substantive contribution, aesthetaritpreflexivity, impact, and
expression of a reality (Richardson, 2000a). Thidilhg use of autoethnographic
methodology, | hope to stimulate social actioniésl Bochner, 2000), thereby creating
change in schools and the leadership practicedakatplace in schools.

The Intimacy of Autoethnography

Bochner and Ellis (1999) described autoethnograshipffering a divergent
rationality, creating a sense of reality, intimaegpnomy, accessibility, verisimilitude,
and their capacity to evoke and provoke identiftgtfeeling, empathy, and dialogue”
(p. 492). Because | am compelled to the actionpaadtice of leadership of social justice,
using autoethnography can make more accessibléhelgarning process manifests for
leadership for social justice. Autoethnography betmake more concrete the abstract
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theoretical ideas of leadership for social justiBecause of the transparency, closeness,
and “intimacy” autoethnography offers, my effomngtiying to learn to practice
leadership for social justice may be more accessthbthers. Therefore, although the use
of autoethnography is very personal, it may haeepibtential to inform a larger
audience, perhaps by enabling others to try totigeateadership for social justice. This
point is made even more critically when | ask mfysed following two questions: “How
many social science researchers have no persomstment in the research they do?
How long can one last as a researcher without ¢pthie work?” (Ellis, 1999, p. 670)
Two Questions about Autoethnography

How many social science researchers have no péiiseeatment in the research
they do? In this study, | am a public school ppati | do not consider myself an expert
social science researcher. However, | am reseaychyself and have a fairly large
personal investment in the research | am condudtingypersonal because | peel back
layers of who | am and what | do as a school leddetpose my pitfalls,
embarrassments, shortcomings, challenges, andssascm trying to learn how to
practice leadership for social justice. As | amdahe collecting the data, this entire study
is centered on my subjectivity as a person andegeibnal. | embrace this subjectivity in
collecting data on myself because—knowing this examining data—it can only serve
to help me learn more about trying to practice éeshlip for social justice. It does not
seem possible to not have a personal investmehisimesearch project.

How long can one last as a researcher without ¢pthie work? With this
particular topic of what the learning process lollkes in trying to practice leadership for
social justice, it becomes difficult, if not impdsie, to detach oneself from the work and
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the research. Total detachment from the studytis pooblem as autoethnography
requires the opposite of detachment; that is,siwitimersion into the research study.
“Loving the work” as an elementary school princifgahbout trying to better serve all
students in school. Learning to try to practicelzahip for social justice is difficult; but
loving that all students may benefit from one’ef is meaningful.
Questioning the Status Quo in Education

Longstanding educational inequities by race, clagBye language, and students
with an IEP not only exist, but are maintained egptoduced over and over again in
schools and society, present in schools everywherenany scholars and theorists in
leadership for social justice have called for fasise and transcendence of the status
guo—rather than maintaining it—this is an apprderieme to change the style of
educational leadership (Marshall, 2004). Groga®{2@ited Foster and Starratt in
guestioning the status quo in becoming meaninghudérs for social justice:

We have a moral responsibility to ask probing goestabout who benefits from

our educational policies and practices and whaoslase ... The point of this

critical stance is to uncover which group has tihvaatage over the others, how

things got to be the way they are, and to exposediiations are structured and

language used so as to maintain the legitimacpabkarrangements. (Starratt,

2003, as cited in Grogan, 2004, p. 223)

| realize the importance and complexity inhererthie study. | also think the
goal is immense. | am trying to tell a useful stabput a White, middle-class man of
privilege in a position of authority who is leargihow to practice a mode of leadership
that explicitly places social justice for all stdie at the fore. In a way, | am trying to
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have an impact. | am trying to avoid being heroicsimply a manager of personnel.
Moreover, | am using a Freirean theoretical framwto analyze my data, which is new
and challenging for me.
The Risk of Reflexivity

| am attempting to make a substantive contributiith reflexivity to refute most
of the traditional models of school leadership Vydatudied in the past. What | mean by
“reflexivity to refute most of the traditional mddeof school leadership” is the circular
cause and effect inherent to this study. Althougghdxclusive use of traditional models
of school leadership in schools today would nohékpful to my leadership, the total
abandonment of all aspects of traditional ways amage schools is not the answer
either. In this study, perhaps transforming—somesimadically—that which is
“transformable” in traditional leadership to someaththat serves all students better could
be promising. Thus, | am narrating a story, inftiven of vignettes, that is moving in the
direction of school leadership that incorporatasicmnal learning and critical dialogue
among teachers and administrators; of deep demparatrelationships focused on
renewing teachers’ ownership and agency in their pmfession; and ultimately of a
genuine expression of reality that is risky andsilant.

Data Collection

The stories in the next chapter constitute my daligction. They are practices,
ideas, events, and conversations that have coliyiracxurred and been collected as part
of my practices as a school administrator over ti@ecasionally, other experiences in
my past have been incorporated that stretch baekaleyears. In this autoethnography,
the data were collected in a variety of ways. Mgdi experiences of trying to learn to
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practice leadership for social justice were writteformal and informal scripts; that is,
notes in a professional journal. Other experiemga® noted and later written up in a
narrative form. Some experiences were detailedrastditerary efforts in which a
naturally occurring story came from a particulapesence or practice of mine. In other
words, | tried to type what happened in rich deiill more, other data are the product
of field “head notes”: the constant running dialegur memories regarding what | have
hoped to accomplish in my attempts at practiciagléeship for social justice. All names
of people in the vignettes are pseudonyms.

The data are collections of vignettes that illustray attempts to learn to lead for
social justice. The italic is the actual vignettenh my experiences over the years and
come directly from my field notes (journal, nightlyite ups, head notes, etc.). Setting
off each vignette is a title in bold font followég an adjective or category/theme. There
are 17 vignettes in total.

Methodology

I have tried to carefully consider a meaningfuhagement of the data collected
in the study. Other than the first and last vigegtthe data are not arranged in
chronological order. The starting point is thetfuignette | wrote, “Lance Armstrong
Analogy to Leadership for Social Justice.” The agdboint is the last narrative | wrote,
“Dinner Conversation.” The ending point in the datdy represents the last data piece
written. The vignettes span a lengthy time pergmdit seemed logical to have these data
first and last. The first shows a baseline of wHdyegan in this study in learning how to
practice leadership for social justice. The lastatave, “Dinner Conversation” represents
the endpoint in the data collection for this studyant to emphasize that the last vignette
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does not represent a “perfect accomplishment ofeleship for social justice” on my patrt.
Rather, it was simply the last time formal docuraéioh was made in this
autoethnographic story.

The data consist of 17 vignettes. The vignettegwsentionally chosen to
attempt to reveal how my learning process manifesteen trying to lead for social
justice. They are arranged by adjectival categofibsre are six adjectival categories.
For each category, | have assigned one or moretaajs that | believe best describes the
learning process of trying to lead for social jostiFirst, | give a brief explanation of the
intentional choice of the vignettes included amasthexcluded from the study. Next, |
provide a more comprehensive rationale for whyibeettes are placed into the six
adjectival categories.

Initial Data

There is some small literature on qualitative datalysis explicitly for
autoethnography. Partly due to the nature of abtmeraphic research and data
collection, as well as the relatively short timéais been an established research
methodology, no detailed, explicit, step-by-stefpadestrategies exist for analyzing
autoethnographic data. Some literature on autogtipbic data analysis addresses how
to examine data, but most works state researchetsdsbe self-reflective and “explore
personal experiences when analyzing data (ElliB4R2Ellis and Bochner (2000) used
the following:

| start with my personal life. | pay attention ty whysical feelings, thoughts, and

emotions. | use what | call systematic sociologictbspection and emotional

recall to try to understand an experience I'veditierough. Then | write my
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experience as a story. By exploring a particufar lihope to understand a way of

life. (p. 737)

Part of the uniqueness and authenticity in autagfaphy requires it not to be a
“how to” guide on analyzing autoethnographic datthough analyzing autoethnographic
data is not simply the ethnographer analyzing aagphphical data; rather it is
holistically viewing the culture-sharing group agtthinographer in data collection and in
data analysis (Schwandt, 2001). This relationskigvben the researcher, shared group or
phenomenon, and data analysis is an important mehevdl be distinct, depending on the
focus of the researcher (Anderson, 2006). Stik onust not understate the extreme
difficulty and agonizing honesty that must occuthndata analysis in autoethnographic
work. Wall (2008) noted,

My experience of writing an autoethnography abatérnational adoption has

shown me, however, that autoethnography can beyadifficult undertaking

because this form of scholarship highlights moentaver issues of

representation, objectivity, data quality, legitoyaand ethics. (p. 39)
The practices of self-reflection, introspectiorflendvity, honesty, and paying close
attention to one’s emotions are all very importahen analyzing data for
autoethnography. Thus, data analysis is the sysiesearch for meaning (Hatch, 2002).
Wolcott (2001) stated this is “mindwork.’... Reselaets always engage their own
intellectual capacities to make sense of qualigatiata” (p. 148). In the following

paragraphs, | attempt to make explicit how | itigianalyzed the data.
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Toward a Method of Data Analysis for Autoethnograplic Data

Based on what | have read and researched on daligiarfor autoethnographic
data, | decided to use the basic method from @i research data analysis, constant-
comparative analysis (Glaser & Strauss, 1967) tierstudy, | considered my entire data
set to identify underlying themes present (Coffekinson, 1996; Miles & Huberman,
1994). | attempted to analyze the data deductiasgigning two labels of “believability”
and “painful authenticity”; then inductively, loalg for themes to emerge from these two
categories (Glaser & Strauss, 1967).

The data were sorted and analyzed as an entirseda@riginally, there were
more than the 17 vignettes in this study. | coneldehultiple readings of all that | had
written over the years. This is when | first assignhe labels of “believability” and
“painful authenticity.” | had to narrow down the mavignettes written over the years to
a manageable number. More importantly, in thisowaimg process | attempted to try to
reveal an honest depiction of how the learning @eananifested in trying to practice
leadership for social justice. | now explain ina@fex detail what | mean by assigning the
initial deductive coding labels of believabilitycipainful authenticity to the vignettes.

Believability and Painful Authenticity

| begin with the label believability. While readiagd reviewing all vignettes, |
asked myself a series of questions regarding theviability of the vignettes. Because |
am the author of the data, | thought it reasontblegin with the question, “Do | believe
this is how it really happened?” For example, aféaxding a piece of data regarding an
interaction with a teacher, | thought back to iheetit occurred and tried to recall and
reconstruct if indeed that is what had happenelletked my notes as | reconstructed the
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particular dialogues and compared them with thellabbelievability. Next, | asked “Do
| believe this still holds the same weight nowtadid when | wrote it?” In other words,
did | capture something that “really happened” theat/time? Given what | was doing,
was it meaningful back then? Was | writing my exgeces of trying to learn how to
practice leadership for social justice accurately honestly? This was a difficult first
step in the initial analysis of the data, as Imiid want to think | was inaccurately
describing my learning process. Examining my wgsirior inaccuracies and
inconsistencies was challenging, as | wanted tewell was accurately portraying events
as they occurred in the past. It was difficult $& anyself these questions, but they had to
be asked.

The next label | used in the initial analysis of thata was painful authenticity.
What | mean by painful authenticity is that dataeweeliberately chosen to reveal what
my learning looks like. In considering myself @ldng learner, | am essentially a student
through my life. | learned, and continue to leanore about myself and being a school
administrator because of the work | have conduictehis study. The drawback
sometimes is that learning can be very personarerare personal risks involved in
learning. By revealing oneself as a learner, egflgén written form, there is a risk of
being viewed as a failure, or at least being judgrecbmpared to a particular standard.
This may not always be the case, but it is, atgirttee perception when one opens up and
explains a learning process.

| use the label of painful authenticity when iflyaanalyzing the data. | asked
myself questions such as, “Do data accurately @priry learning to practice leadership
for social justice in its entirety? Do the datarpa complete picture of “learning,” even
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though that picture is not what | want? Do the eit@s show various aspects of my
learning—moments of encouragement, disappointnaet frustration? Does the
learning show a real person (me) and all the coxitpds, uncertainties, impediments,
and shortcomings that go along with learning somgthBecause | wrote up this one
experience, does it mean it happened only once® Doecur? Does my learning to
practice leadership for social justice reoccur?&3énquestions, like the ones for the code
believability, are difficult to ask. The questiogirequired constant analysis and referring
back to the data, each time with new insights apdiaful authenticity, sometimes
wrenching, self-reflection. After selecting datages that seem to fit the labels of
believability and painful authenticity, | analyzéte data to see if any recurring themes
emerged.
Moving Toward Settling on the 17 Vignettes

Including all original vignettes would not haveda coherent story of my
experiences. After reading each of them, | narrothedcanalysis down to about 20 pieces
to examine further. | read the 20 again and made ofovhat seemed to be good
examples of believability and painful authenticioy;what the learning process looked
like in trying to practice leadership for sociasfice. The pieces | chose seem to be the
best representation of what | was experiencingamriing to practice leadership for social
justice. These vignettes were not necessarily one-occurrences. The vignettes appear
essentially the same way they were originally wnittThe next part in the initial data
analysis was more complex.

As the deductive codes of believability and pairfuthenticity seem to naturally
go well with the vignettes, the 17 data vignettes tvere initially analyzed and included
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bore some recurring themes or rough patterns. Sxplanation is needed as to the
meaning of recurring themes.
Why Vignettes Were Included; How Recurring
Themes and Painful Authenticity/Believability are Related

Once | was able to code all data by painful autbgpntand believability, | began
to reread the data for more themes to emerge. $ernering themes emerged. Because
autoethnographic data analysis can be messy (AdexaB003), | continued the process
of returning to data and reanalyzing under the deductive codes of painful authenticity
and believability.

By recurring themes, | mean a “theme of learnirgittemerged upon further
rereading of the data, and constant, sometimesta&ing, comparisons and reflections
to what | was learning at the time the data werléawr. During this time of data analysis,
| sought patterns that recurred. | was unable sovanquestions as to why such patterns
recurred during this portion of the data analysiseemed apparent that certain recurring
themes were emerging as patterns. | could not haicehey were a “theme of my
learning” at the time but | knew they were pairtturead over and over. They exposed a
vulnerable self (Ellis & Bochner, 2000), which camzed me something “believable”
was emerging. The following are some examplesafireng themes, but they are not the
ones that | finally settled on. | eventually traorsfied themes into adjectival categories.

For example, one recurring theme in the vigneti¢he use of data in dialoguing
with teachers and staff regarding issues of squsgice in school. Several vignettes
included descriptions of my use of all types ofad@t try to lead for social justice. In
each of the vignettes, “My First Real Attempt dteam Meeting.” and “Data Dave is
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Born.,” data are a centerpiece to the overall thehtke vignettes. Another recurring
theme, frustration, manifested in sarcasm, anger short-temperedness. This is clearly
evidenced in the vignettes “Sarcasm Is Not EffectReople Want Me to Make a
Decision.” and “I Don’t Know What I'm Doing. SaraasDoesn’t Work.” In several
vignettes, | used sarcasm or was upset as | vieddctice leadership for social justice. |
did not analyze more deeply at this time to trfigare out the origin of my frustration;
however, that may be evident. Deep analysis of betlaviors as sarcasm did occur later
and will be discussed in later chapters. Finallgoitinued to analyze back and forth
between the codes believability and painful auticégt checking for recurring themes as
part of my learning process of trying to be a bddader for social justice.
My Positionality and the Initial Data Analysis

As a White man of privilege in a position of autityrit is absolutely essential
that data in this study reveal an honest accouhbwfit manifests to try to learn how to
practice leadership for social justice. Data measvétted through believability and
painful authenticity because it is hard to beliaw&/hite man of privilege in a position of
authority can lead for social justice in a schddlis needs to be questioned. By
attempting to continually scrutinize my data throuoglievability and painful
authenticity, | was forced to include data thateseed unsuccessful attempts at practicing
leadership for social justice. This was importanthoosing the data to include in this
study. It was necessary to ask if a White manposition of power could practice
leadership for social justice in an affluent, mp$tbmogeneous suburb. This is why such
vignettes as “l Question Myself.” and “Still Strdggy With the Who, How, and Why of
Leadership for Social Justice.” appear as path@iata. | believe these types of data
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move toward an honest depiction of how it maniféstsractice leadership for social
justice.

Some reasons have been given as to why data weueeal. In the following
paragraphs, a brief discussion addresses datadextcftom this study.

Why Vignettes Were Excluded

The data consist of 17 vignettes, however, it igartant to note that not all
written vignettes were formally coded. There wagnettes that were excluded prior to
the initial data-analysis phase of this study. dtyrbe best to describe how these data
were chosen with examples of vignettes left outairchosen to be included in the study.
Following is a summary of vignettes not includedha 17.

One of the vignettes not included was one on whattanged the title a few
times in an attempt to reflect what was happenmtie story. The first title was
“Project-Based Learning,” a take off on a poputametimes faddish, instructional
practice. After working with this vignette over arppd of time, | changed the title to
“The Moral Use of Power.” Succinctly, this vignettas about working directly with
students in an attempt to lead for social justice.

The vignette featured three students, one Latina,Adrican American, and one
White student. As the first title indicates, | i@t some level, to make each student a
“Project.” This is not unusual, as other adminisira with whom | work devote extra
time to form solid relationships with particulaugents. | had a solid relationship with all
three students. | wanted to assist in their acad@nprovement. Two of the students
faced serious academic challenges. The Latinamstinde an IEP and was placed in a
self-contained resource room. The White studensadisnore than 100 days of school
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thereby putting him in grave danger of not passing of his classes. He was also a
student receiving free and reduced-price lunches.

Because my label “project” stirred up enough negatonnotations in my own
mind, | decided to change the title to “The Moradbf Power.” This title seemed to
better match what | was really trying to accomplishich was to describe the use of my
position as administrator to help the students exwecklly. One such use of my position
was to allow the students unfettered access toffigoFor example, | detailed in the
vignette how the White student, Jim, would be a#dvo carry a laminated, signed office
pass from me. This pass could be used to visit neutd he need to—during the day.
One of Jim’s difficulties when he did attend schaals that he tended to get into trouble.
I made an arrangement with him and said he coumbve himself from a situation he
knew would lead to getting in trouble. Essentiathe office pass | issued him gave him
this ability. The Latina student would use her paksn she was experiencing some
difficulty translating from Spanish to English.

Although this vignette may have been promisinghoveing a glimpse of the
learning process in trying to practice leadershipsbcial justice, it was, like many
others, not included for two main reasons. Firstre¢ was little or no interaction with
teachers regarding the students. That is, therditttaor no dialogue with staff. Second,
there was neither explicit nor implicit dialogue issues of social justice such as race,
class, gender, or ability/disability with any statkeor teachers.

At some point during the analysis of the data daethin this particular vignette,
| came to the conclusion that it did not seem it #ith what theoretical literature says
is leadership for social justice. | had to questioyself as to whether | was truly
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improving the life chances of those students whiztidrom traditionally marginalized
groups (Larson & Murtada, 2002). | concluded theing carte blanche office passes to
students did not reflect my overall learning praciestrying to lead for social justice.
Finally, for this particular vignette, | came tetbonclusion that perhaps the only reason
| wrote up this vignette was because | happende twworking with an African American
(albeit minimally), a Latina, and a White student.

Other vignettes were similar to “Moral Use of Potamd not included for the
similar reasons. Another vignette not included itkedamy dialogue with community
members regarding social justice. This would appzaiave been useful as it contained
explicit dialogue regarding social justice; howe\adter much analysis it was not
included because the political tone of the vignettemed too far removed from the
classroom, teaching, and learning.

| asked myself many times when writing notes/naresatstories from my
experiences whether my experiences in trying totm® leadership for social justice
were the data or the data were the experienceexXamnple, when | was analyzing my
data | felt compelled to ask whether an experidragened the way my writing depicted
it. | greatly wanted to discard some pieces ofingitas they seem embarrassing.
Likewise, | wanted to keep pieces | knew were eatistic or part of an overall recurring
theme. | wanted to keep a vignette because it tlgpine as being more successful at
leading for social justice. One vignette that stoatlas not realistic but seemingly
favorable to portraying me as a good leader foraéuestice was one titled, “The

Apartment Complex.”
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In this vignette, | detailed an apartment compterur affluent suburb where
many students live who receive free and reducezkpuinches; perhaps the most
transient sector of our school district. A studestned Will moved to our school district
and lived in the apartment complex. | got to knam well and discovered his love of
office supplies. Will loved examining, gazing aking apart, and reassembling all types
of pens and mechanical pencils. | discovered hddwsark harder in school and to
better his behavior if a few office supplies wevaikable to him. Soon enough, we had a
bona-fide behavior program, and Will's grades aelavior improved. | remember that
teachers and staff thought fairly highly of thisyas able to “reach” an at-risk student.
The vignette also detailed something about warttirggto be some sort of exemplar in
leading for social justice. This was a one-timeurgence. The theme in this vignette,
when compared to all data collection over time,sdo@t recur.

In sum, the story | wrote made me look like a Hegaker, giving away gifts in
exchange for one’s upward social mobility throughdemic achievement and good
behavior. In contrast, this particular vignette ldduave been useful to include, as |
suspect it may be a typical response from any Whéke school administrator in a
position of power. We tend to reduce social justica stimulus—response arrangement
whereby those in power (me) over others (margiedlgtudents) are able to quantify the
good they do. By trying to sort through the datthvpainful authenticity and
believability as critical lenses, choosing to matlide such vignettes as “The Apartment
Complex” and others, | believe, added a closer egnhonest portrayal of how the overall

learning process explained practicing leadershigdaial justice.
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Reading Autoethnographic Writing—Repeatedly

Writing autoethnographic research requires camalitanalysis that can be
painful and revealing. It can reveal a vulneralelé @&llis & Bochner, 2000). One way to
closely analyze data in this study was throughatgzereadings of the vignettes.
Analyzing oneself is difficult and painful. It igfficult to be critical of oneself. It is
painful to self-criticize, as this would imply le8gan excellence in one’s performance.
Trying to analyze the vignettes was challengin@bleast two fronts. First, reading
something one has written in the past is uncomftetaAs time goes by, the hope is one
experiences professional learning along the wais [Barning can be reflected in
writing. Not noticing any learning in one’s writirgpuld present the frightening
possibility of emotional and professional stagnatibherefore, to look back and read
about oneself in the past, assuming there haslbaaring, can be uncomfortable. One
does not want to read how immature one was in &disg pr the mistakes one made. It is
emotionally painful to read how naive | was jus¢wa years ago. However, it is equally
painful (but somewhat informative) to think thatiryears | will look back on the present
time and again see ignorance, naivety, and imntgtdrnus, while analyzing oneself
through writing can be painful, it can equally bpaaverful learning experience.

Implications for Self-Analysis Through Repeated Redings

Getting beyond the initial shame of reading one'gimg, and reflecting on
learning or the lack thereof, can be an extremelygsful and transformational process.
Much of the literature on educational leadershiguges heavily on the “Top Ten Things
Principals Can Do to Turn Around Schools.” Moseofappearing in these top-10 lists
are traits and characteristics associated withtioadl forms of leadership such as
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charisma, decisiveness, problem solving, and efiicy. An example is the work of
Marzano, a prolific author who is frequently citediterature on educational leadership.
Marzano has written extensively about “what worksc¢hools.” In a highly publicized
book,School Leadership that Works; from Research to IRgddarzano, Waters, and
McNulty (2005) used a meta-analysis of 69 studfdsuodreds of schools to formulate
the 21 responsibilities of the school leader. TH¥Hseesponsibilities Marzano et al. have
linked to student achievement and include such\betsaas situational awareness,
flexibility, discipline, outreach, monitoring/evalting, culture, order, change agent,
focus, and contingent rewards. Similarly, Cottod0@) listed 25 principal behaviors
associated with factors such as student achieveamenattitudes, teacher attitudes,
behaviors, and drop-out rates. Some principal beraincluded the following: safe and
orderly environment, vision for high levels of stund learning, self-confidence,
responsibility, perseverance, visibility, and asdaetity (Cotton, 2003). Rarely appearing
in the educational-leadership literature is thelloh self-reflection used in this
autoethnographic study. In this study, | believaal self-reflection through the use of
the methodology of autoethnography may lead talagrto be a better leader for social
justice in schools.

Social justice in society addresses equality afadrar distribution of resources.
Similarly, leadership for social justice in schoatidresses equity and fairness. One
particular aspect of social justice in schools addes administrators working to assist all
students to succeed. That is, although many stadeay adequately access a school's
curriculum, many students may not. For examplejesits of color, students receiving
free and reduced-price lunches, students learnmgdj$h, and students with an IEP are
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not achieving at the same rate as their white, laidthss counterparts. Leaders in
schools, working for social justice, work towardhare just learning environment for all
students.

Given that schools can be more than just learniageg—places in which
revolutionary social change can be realized fostltlents—it may be appropriate to use
a Freirean lens to view data in this study. Freias a revolutionary educational theorist
who grew up in poverty in Brazil. As an adult, FFe&s work centered on helping poor
people liberate themselves from oppressive sotiattsires. For example, Freire was
heavily involved in adult literacy (Shaull, 1970)pday, preservice teachers read and
study Freire’s (1970) theories and ideas, suapascientizacdd‘banking,” and
dialogics in teacher-preparation and graduate progr In contrast to traditional
leadership, leadership for social justice in sch@oluld be an important conduit to move
schools toward a framework of equality; especiddiycall for democratic relations and
honest dialogue regarding social problems. Thusré®s (1970) theories seem to be an
appropriate theoretical lens through which to viata gathered on social-justice

leadership practices in this study.
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CHAPTER IV
THEORETICAL FRAMEWORK OF A FREIREAN LENS ON THE DAY

This chapter describes the data. The data wereatedl in first-person vignettes
and initially analyzed through repeated readings seif-reflection. At times, this was a
painful, but meaningful process. Settling on thesibhettes to include (and exclude)
involved a process as well; one | will discussthés was an important piece in arranging
the data in a meaningful way. Trying to understdreddata and find meaning was
difficult and time consuming; however, | believe tfesult is an authentic portrayal of my
experience in learning to practice leadership émia justice. Much attention and
discussion will be focused on the use of the themaeframework of a Freirean lens. |
propose the use of a Freirean lens for a theotdtamaework because it seems to fit well
with the topic of leadership for social justice andthodology of autoethnography. | use
the theoretical framework of a Freirean lens tdya®athe 17 vignettes by way of useful
Freirean concepts under dialogical/antidialogicdiural action. These concepts include
banking, manipulation, fear of freedom, paternalidimide and rule, false generosity,
problem posing, conscientizacéo, praxis, and indetapess.

By analyzing the data through a Freirean lensmatestrate how learning to
practice leadership for social justice manifesta sthool. The theoretical framework is
based on Freire’s woiRedagogy of the Oppress€®70) because Freirean theories of

dialogical and antidialogical action seem to fittwihe topic of leadership for social
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justice as well as the autoethnographic writingrapph—due in part, | believe, to the
need to critically examine one’s actions as a stleaaler. First, | provide a brief
overview of Freire’s life and work. | begin by dafig and explaining various Freirean
concepts fronPedagogy of the Oppresssdch as false generosity, banking,
dialogical/antidialogicalconscientizacdoand problem posing; | then use the specified
Freirean concepts to examine my practice of le&ifefer social justice. Next, | draw on
the implications of my analysis to the role of adisirators in U.S. public schools. Given
the meaning and value of leadership for socialgast pose questions about how one
might resolve those points | have illuminated tlglothe use of the Freirean lens of
analysis. The goal of this study was to answefdhewing question: What does learning
to be a leader for social justice look like? Aftarrowing the focus, through the use of
Freirean terms, | use the Freirean theoretical ésaark as a lens to view the data
presented to draw conclusions from the analysis.
Introducing Freirean Concepts

To introduce Freirean concepts, | first presenverview of how they will be
used in this study. First, it was important for tneinderstand who Freire was and how
the author came to develop a philosophy on edutatibo influenced Freire’s thinking,
and what important Freirean concepts one can dapmyucation. Freire’s ideas and
concepts about being more fully human through auitdéberation brought on by
critical dialogue are important to recognize anglgpo this study.

Freire was born into a middle-class family in RecBrazil in 1921. Because of
the world economic depression of 1929, Freire’sdieietlass family was subjected to
acute poverty. Perhaps because of this exposyreverty early in life, Freire dedicated
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his life to bringing about changes to improve ilved of those living in poverty (Shaull,
1970). The development of Freire’s ideas and casogpre influenced greatly by a
number of thinkers including Buber, Sartre, Mar¢&e&haff, Fromm, Aronowitz, and
Hegel, as well as many French philosophers (Blacki2000).

One important concept Freire borrowed from Santiek @hers is ontological
vocation, or the calling to become more human.rérgdi970) explained that “humans,
unlike animals, have the capacity to consider tbddyand, hopefully, help reform the
world through one’s actions” (p. 125). The refleatand action in reforming the world is
what Freire called praxis (Freire, 1970). Praxigngmportant concept in the Freirean
view of the world. According to Freire, through yiss oppression can be alleviated. It
may be the only way oppression can be alleviateelrd=(1970) stated,

Any situation in which ‘A’ objectively exploits ‘Bor hinders his and her pursuit

of self-affirmation as a responsible person is @heppression. Such a situation

in itself constitutes violence, even when sweetdnefhlse generosity, because it
interferes with the individual's ontological andstarical vocation to be more

fully human. (p. 55)

Human liberation was at the center of Freire’s thied education. This theory
identified the oppressed and an oppressor. Fregertged a dialectic analysis, because
without it one can focus exclusively on the oppeessithout recognizing there must also
be an oppressor. Human liberation is the aim tolveshe dialectical contradiction of
being people but living in oppression. Accordind-teire (1970), social situations may
present themselves as the dialectic oppressor poldsr over the oppressed. Without a
resolution, the oppressed can take the role obpipeessor’'s consciousness and be the

102

www.manaraa.com



oppressor (Freire, 1970). This then becomes thedeption of oppressive relations.
Freire sought not to have this cycle repeatedrditier the oppressed would become
aware of their situation througionscientizacdand liberate not only themselves, but the
oppressors as well (Freire, 1970).

Concepts fronPedagogy of the Oppressedy be used as part of the lens to
analyze the data in this study. The following lsri@f discussion of Freirean terms (based
on Pedagogy of the Oppressd®70). False generosity occurs when the oppressees
to isolate the suffering of those being oppressetiadieviate their suffering. This type of
help does not empower the oppressed, but only teriyoaddresses the situation of
suffering until the oppressor pulls back. This gitlee appearance of a compassionate
response without altering the fundamental struobfitbe relationship among people.
The opposite of false generosity implied by Fresehat of true generosity. True
generosity does not simply appease the conscidribe oppressor by soothing the
suffering of the oppressed. It is not temporartheg it works to resolve the structure of
oppressive relations. Similar to false and truesgesity, the next two terms are also
dialectical.

According to Freire (1970), dialogue can be defiasdfounding itself upon love,
humility, and faith, dialogue becomes a horizonggetionship of which mutual trust
between the dialoguers is the logical consequenaehich leads the dialoguers into ever
closer partnership in the naming of the world”gf). This dialogical cultural action is
used in education to liberate. Trying to learn fiagtice leadership for social justice,
dialogical cultural action was the ideal to whicstdove in this study. Dialogical cultural
action inevitably brings about situations in redaghips among people that can be filled
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with tension. This tension can include disagreemamtflict, and even anger. Some of
my experiences in trying to learn how to practeadership for social justice included
situations filled with tension. | believe enterimgo a genuine dialogue and relationships
at school, in the hope of creating more equitadéderling environments for all students
will inevitably involve tension. It has to becawssch person brings a unique worldview
to school with him/her.

The opposing theory/concept to dialogical cult@etion is antidialogical cultural
action. According to Freire, the use of antidiat@gicultural action in education serves to
oppress, not liberate. Antidialogical cultural aotincludes conquest, divide and rule,
manipulation, and cultural invasion. This was wihattempted to avoid, but found
myself performing in traditional leadership rol€seire’s concept of “banking” in
education is the key means of antidialogical caltaction.

The banking concept is perhaps Freire’s most rgaidlerstood concept in its
concrete practice. This is the process in educdtyowhich the teacher deposits
knowledge into the student. The teacher owns tlosvledge and the student receives the
knowledge (Freire, 1970). To extend the meaninganiking to this study, it could be
used in the sense that the school administratarsispgknowledge into the staff.
However, the alternative—problem posing—seems ehgihg to imagine as Freire
describes it. The opposing concept to banking ucation is problem-posing education.
It is an approach based on the Socratic methodestgpning in which the lives and
experiences of the students are used as the prooatgnt. As the concept implies,
posing problems as inquiry and making meaningamii&g can be more meaningful. In
problem posing, people are positioned as agent®wered to act upon their world;
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engendering a fundamental transformation of theegged. Conversely, the banking act
of depositing emphasizes a passive position. Pmoiplesing education can also be
applied to the administrator/teacher/staff relaglop as well.

The act of school administrators depositing knogéeohto staff members does
not fit. Banking does not fit. A school can only gmfar in addressing real problems and
issues through the use of banking. This would b#lai to the great-man or hero theory.
One person’s knowledge will run out, is too narrawgd cannot garner broad-based
support to address serious problems such as icgsstind inequities in school. Posing
problems with and among all staff members regarthiege important issues is more
promising. Rather than only one source of knowledgewith banking (i.e., the
administrator), posing problems empowers all inedlto contribute critically and
positively to the discussion. Through active—ratifi@n passive—engagement,
collaboration among many more people will incredisereby increasing the chances of
authentic change.

The last few concepts used in the lens to anahgzelata are as follows:
conscientizacao, praxis, and incompleteness. Camsracao is the awareness and
critical thinking one gains to perceive contradios in the world in hopes of asking
meaningful questions on how to transform the wtwlbe better, more equal, and just.
Incompleteness is Freire’s assertion that humamsat&now everything, that we
continually become more human but are never completinished in the process. To be
human is a state of incompleteness. Because wegantour world, humans are always a
“work in progress.” In can become quite intimidgtiend overwhelming for teachers to
work in this view and commit to the results. Simiyjaadministrators seeking to practice
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leadership for social justice have to relinquisimeauthority and yet are held
responsible for results. This can be equally irdeting and overwhelming. Finally,
praxis, as Freire argued, begins when one “readw/tinld” and reflects, then is moved to
action to better the world. Freire also envisiopeakis as a bridging between theory and
practice.
The Organic Beginnings of My Data Analysis

Trying to figure out how to analyze my data was ey in the beginning.
Analyzing autoethnographic data is time consumimdy@mplex. | felt there was a
natural connection to the theories and concepiseafe; however, this connection was
not apparent to me immediately. | needed to thimk @nsider many different
possibilities on how to identify an organic repraséion of the authentic connection
between my data and Freire’s theories. Much coraiid®, reflection, research, and
study went into identifying an appropriate, natueald authentic theoretical lens | could
use to address my autoethnographic work and theofisocial justice. Once | felt | had
identified this authentic connection, | used inagsdata analysis through the theoretical
framework of a Freirean lens. Following, | detallavthe data analysis encompassed
after making this connection. It may seem repedjtsomputational, or even
mathematical, but it is none of these. It is anlaxation of the method | used.

Data Analysis Through the Theoretical Framework ofa Freirean Lens

Holistically, the data analysis went from, firstligcrete analyses of the vignettes
through the Freirean lens, then a more holistityaisof the experience of learning to
practice leadership for social justice, as repriegsthy the vignettes. The data were
sorted and analyzed in several ways. | began withcomplete reading with no notation.
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| did this to familiarize myself with the data. Sstime had elapsed between writing the
vignettes and choosing the 17 pieces, | had torerikese were the ones to be included
in the final analysis. The second complete readiag done in tandem with Freire’s
Pedagogy of the Oppressddirst read my data then reread Freifeadagogy of the
Oppressedl took some notes during this reading, mainlyFogirean terms and
definitions. | read all 17 pieces again then weatkato Freire’d?edagogy of the
Oppresse@nd chose several Freirean terms that seemedldoabiineoretical framework
to analyze the 17 vignettes.

| again read the individual vignettes. During thiigp of analysis, | carefully read
each and made open handwritten notes on the hpyd As | read each paragraph, |
jotted down quick notes that included questions@mments to myself. The
comment/question notations made during this sthffeecanalysis, like all comments to
myself, were meant to assist in making sense ofigh&. |1 did not change the content of
the data. | needed to be sure, however uncomfertablade me feel, that | captured in
writing what | intended to capture. For exampld,sbunded brash at one point, | wanted
that to stay because at the time of the writinthefvignette | was probably acting brash.
This may be open to the reader’s interpretations Thto say, through my vignettes, |
tried to mirror, as well as possible, my leaderdyepavior at the time.

| again read the individual data. This stage ofymisiincluded another round of
note taking on the hard copy of each vignette.thisrreading, | made notes where |
thought a concept from FreirePedagogy of the Oppresse#s relevant. It was clear
throughout this stage of analysis the most comnate hmade was dialogic/antidialogic.
That is, | made a note next to examples in the tthatasseemed to show me a dialogical or
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antidialogical practice. The former, a dialogicedgtice, seems to fit well with learning
to lead for social justice in school, but this rdwf note taking was quick. | did not
elaborate on how | thought a particular Freireamcept specifically related to a piece in
the vignette. | simply wrote “dialogical” or “falsgenerosity” or “conscientizacéo.” |
constructed a simple matrix to plot where Freireamcepts occurred in the data (see
Table 1).

The final step in the overall analysis of the dagasisted of one last reading of
the data with an attempt to apply the Freirean eptscto the vignettes. Although | was
able to apply Freirean concepts to individual vitgee(as seen in Table 1), this step
involved more of an overall synthesizing of whapegred to be some commonalities in
the data. Below, | summarize the process of datdysis, illustrated in Table 2.

Analyzing and Organizing Data

Analyzing and organizing the vignettes was difficMVhen analyzing and
organizing the data, | wanted to ensure their prasi®n showed a meaningful picture of
my experiences. | wanted the organization to bepadimg, not simply a chronological
showing of events. There were many fits and staltss and flows along the way before
organizing them into categorical adjectives thatesent moments of learning rather than

stages. In the following discussion, | explain htata were analyzed and organized.

108

www.manaraa.com



Table 1

Matrix of Freirean Concepts Occurring in the Data

Title of vignette Adjective

Freirean concept crosso

“Lance Armstrong Analogy to
Leadership for Social Justice.”

Emotional /Euphoric

“My First Real Attempt at a TeamEmotional/

Meeting.” Contentious/
Tentative

“My First Data Road Show.” Euphoric

“I Don't Know What I'm Doing. Emotional/

Sarcasm Doesn’'t Work.” Contentious

“Sarcasm Is Not Effective. Peopld&Emotional/
Want Me to Make a Decision.” Contentious

paternalistic, hero, antidiatodpanking,
conquest, manipulation

problem posing, dialogic, antidialogic,
cultural invasion, conquest

banking, sor&ence of my
conscientizacao

conquest, manipulation

antidialogic, manipulation, paternalistic

“Stanford Testing, Race, and the Emotional/Euphoric/Cordialogic/antidialogic, problem posing,

Importance of Teachers’ Agency’entious

“Data Dave is Born.” Euphoric/Tentative

“What Do You Want Us to Do  Euphoric/

Dave?” Contentious/
Tentative

“The Tracking Debate Goes On.” Contentious

“It's Frustrating that Dave Doesn’tnconsistent
Answer Your Question.”

“The Manager Is in the Principal’dJncertain
Office.”

“I Question Myself.” Uncertain

“The Reporter Gets Dave Centeréthcertain/Tentative
Again on What's Important in
School.”

“Still Struggling With the Who,
How, and Why of Leadership for
Social Justice.”

Uncertain/Tentative

“Intelligence Testing, Race and Tentative
Tracking.”

“Teacher Swap, Teacher AgencyTentative
and the Teacher-as-Hero Notion.”

“Dinner Conversation.” Tentative

paternalistic

bankinggreoevidence of my
conscientizacgéo

dialogic, fear of freedom, cooperation

dialpgioblem posing, paternalistic,
conquest

dialogic, fear of freedom

paternalistic, manipulation, conquest,
antidialogic, false generosity, divide and rule

dialogic, my incongieness

paternalistic, dialogic/antidgic

paternalistic, self-absorbeg, m
incompleteness, my conscientiza¢ao

dialogic/antidialogic, paternalistic,
manipulation, conquest, false generosity

problem posing, dialogic, conscientizaca
some cooperation, some unity for liberation

dialogic, problgrmosing, praxis,
conscientizacao
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Table 2

Summary of Data-Analysis Process

Data analysis

Analysis action performed

Beginning of the data-
analysis process

Ending of the data-
analysis process

I conducted two readings of all autoethnographiitimgs on practices of
learning to be a leader for social justice.

I narrowed all data (20 vignettes) for further maation.

I chose 17 vignettes to include in this projed¢te3e 17 seem to be good
examples of how the learning process manifestguactice leadership for
social justice.

I made some grammatical corrections, but no nragudifications to the
original vignettes.

| reread 17 vignettes. No notation was made anrdading. Another reading
was conducted in tandem with Freir®edagogy of the Oppressddook
some notes, and chose several Freirean concepts/terbuild the theoretical
framework.

I conducted another close reading of each indalidignette and made notes
exclusively where | thought a Freirean concept/tapplied.

For the final step in the analysis of data, | omme read the 17 data pieces. |
took more in-depth notes to try to apply the sysihe-the Freirean
concepts—to the data.

Analyzing the 17 vignettes in a chronological fashithat is, analyzing them

based on the date | wrote them, did not seem ® @ielear picture of what was going on

in learning to practice leadership for social jostiEven after applying the Freirean lens

for analysis, there did not seem to be a logidaipological progression of improvement

on my learning to be a better leader for sociaigaes Thus analyzing these data solely by

chronological order was not meaningful in attemgtio piece together a potentially

larger story of trying to learn how to practicedesship for social justice.

Similar to learning anything, chronological sequegads the most obvious

assumption of how one will see progression in otedsning, and seeing that progression

in chronological order—a progressive narrative—amiortable and easy. In learning to
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practice leadership for social justice, it coulddbgued that there is more of a need to
want to view learning in chronological sequencecédrtain ways, it would be satisfying

to see how | could improve over time and, perhaps)e to that all important time when

| could point to completion. Chronological ordersvat an accurate representation of
my learning to practice leadership for social gestiMy data in this study, | would argue,
does not reveal me getting better over time. Myrlieg in this study shows starts and
stops, improvement and regression, ebbs and flewesesses and failures. These various
learning experiences will be discussed in thedhapter.

If the data are viewed as stages described bydjeetaval categorization and the
Freirean lens, the interpretation of how the leagrprocess manifests in leading for
social justice is complicated. Moments in whichipes dialogue occurred, where my
relationship with staff members seemed horizomdl ot hierarchical, could be
described—in Freirean terms—as dialogical. Howews#rer interactions with staff
members could be equally antidialogical.

After arranging the data by the adjectival catezgeimotional, euphoric,
contentious, tentative, inconsisteamduncertain,and applying the Freirean lens to the
vignette, there my learning process appeared te hmny ebbs and flows, fits and starts,
improvements and regressions. In general, there tiraes when great progress was
made in getting teachers and staff to addresssssiusocial justice in the classroom.
Other times, | appear to be simply a manager ahad, not addressing social injustices.

In the following paragraphs, | present a difficattd complicated juxtaposition of

some aspects of the data that | believe are renpdlhe data are categorized into
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adjectival headings but also show a dialectic afatjical/antidialogical leadership on my
part.

I am not certain if sorting the data by adjectivalegories alone tells a complete
story of the learning process of trying to leaddocial justice. There was an
incompleteness to the learning process in tryingad for social justice. In my learning
process, incompleteness was coupled with incomsigte trying to lead for social
justice. Sometimes my interactions and behaviomselto show evidence of leading
more toward dialogical cultural action. At othenés, it would appear | led more toward
an antidialogical cultural action. They are nogswof learning, rather moments of
learning. Collectively, these moments of learning ot progressive stages; rather,
inconsistent and incomplete occurrences that revegireat, on my part, from leadership
for social justice. Interpreting the data in thatext of dialogical and antidialogical
cultural action allowed for a meaningful story eatning experience to emerge that could
shed more light on what the learning process ldigksn trying to lead for social justice.
Applying the dialogical/antidialogical lens whenarpreting the data assisted in my
understanding of the learning process as well.

In sum, there seemed to be two dynamics at wotlerdata. First, the data can
be viewed in adjectival categories that show saaening—across the array of
experiences—in trying to lead for social justicexty the data can also be viewed with a
dialogical/antidialogical lens that reveals a reogity between my antidialogical and
dialogical cultural action. In the last chapteidaliss the dialectic tension of
antidialogical/dialogical cultural action and tradinal leadership/leadership for social
justice, to let a meaningful story emerge fromdaga.
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Using the Freirean lens on individual vignettes,antidialogical interactions
with staff, at times, seemed to occur simultangguslin tandem, with my dialogical
intentions. At times | was dialogical (communicatin such a way that helped staff
become more aware) and antidialogical (trying tehptihrough my agenda and get people
to think like me). Perhaps the closest parallei taa be drawn from this
dialogic/antidialogic dynamic in the data is Fr&rstatement ilPedagogy of the
Oppressedegarding revolutionary leadership (1970):

A revolutionary leadership must accordingly praetio-intentionaleducation.

Teachers and students (leadership and peoplepteotion reality, are both

Subjects, not only in the task of unveiling thatlity, and thereby coming to

know it critically, but in the task of re-creatitizat knowledge. ... In this way, the

presence of the oppressed in the struggle for libeiration will be what it should

be: not pseudo-participation, but committed invateat. (p. 69)

In my case, it appeared | was oscillating in relaghips where | was dialogical
and antidialogical in communicating and interactivith staff members. According to
the data, my leadership could not be completelgltgionary as | was both dialogical
and antidialogical with staff members. At timesrnwas genuine participation that
appeared dialogical. At other times, there was antged on my part to get something
done with little regard for genuine participatioorh staff. The promise is that my
leadership moves in the direction of dialogicakardl action. Another possible way my
leadership moves in the direction of dialogicakardl action is through the Freirean

concept of problem posing, which will be discussedit.
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A commonality in the data was my use of problemmmd-reire’s theory that
dialogue is a meaningful path in bringing about hariberation for the oppressed. In
several vignettes, | pose questions hoping to kabmmut critical thinking among staff
members. Some vignettes vary in the authenticityuaistions and problems | posed. The
data indicated that at times | was sarcastic, parbat of frustration, when | posed
guestions to staff members. Other times, it woploear that | was interested in staff
gaining some level of critical consciousness alsogtal justice. Thus, some questions
explicitly addressed matters of social justice. &mmple, in the vignette “Teacher
Swap, Teacher Agency, and the Teacher as HerolNothe problem posed is whether
teachers matter. | posed the possibility of swappmt teachers with those in the
struggling inner city. Examining this vignettewibuld appear that this type of problem-
posing dialogue did assist teachers in reclaintieg tagency. According to the data,
teachers seemed to think they could make a diféerenth all students in their
classrooms. This has implications for creating nsm@ally just learning environments in
school. To some degree, Freire’s theory that educé&ir human liberation is meaningful
and applicable; that teachers experienced somedbtimeration in claiming their
agency. Although it is difficult to determine ifahbecame permanently part of their
belief system. My interactions with teachers weaedogdjical, which may have led to some
reflection on their part.

Another problem-posing question | used was the BAdicks are Dumb, right?”
guestion. At times, | seemed to ask this questidrobfrustration. It is a provocative
guestion, and according to the data, | cannot baioehat it was a dialogical question
asked out of mutual trust. There is a meaningfulystmerging from the data about me
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trying to practice leadership for social justicéefe is a sense of urgency on my part to
try to bring about change in creating more socislige in my school. However, |
guestion whether my sense of urgency is truly &ol li®r social justice or out of
frustration, which could signal aspects of traditibleadership such as efficiency and
being an effective problem solver.

According to the data, one problem-posing dialotpae seemed positive
occurred in the last vignette, “Dinner Conversatidinwas an alteration of the “plight of
people of color question” | had asked before. Thisstion linked the plight of people of
color with that of the “glass-ceiling effect” foramen in the work world. It seemed to
have a small transformative effect on my colleagtes that particular dialogical
interaction with my colleagues, | appeared to besssful in communicating to them
some of the “unjustness” in the world. In this gds®cause it was more personal, it may
have been more accessible to them. According tddkee | may have assisted with the
process of them becoming more aware of certairuitieg in schools and society. This
was a start. Although promising, the data stopgpedtof indicating whether my
colleagues continued thinking this way subsequently

Six Adjectives to Describe the Learning Process

| assigned one or more adjectives to each vignemtetional, euphoric,
contentious, inconsistent, tentatiamduncertain.These six adjectives emerged after
long reflective readings and rereadings of the &itgs. While reading the vignettes, |
tried to consider many other factors as well, myia sort and develop the vignettes into
comprehensible and accessible categories. | f@&itvthen developing the adjectives, |
came up with words that showed an honest and atith@ature of my learning process;
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but also words that were not boring. The adjectivé=el, are authentic of
autoethnographic work. They have aesthetic medtiaapact, and are an expression of a
reality: my reality as a person trying to learrptactice leadership for social justice
(Richardson, 2000a). The vignettes do not correspmiquely to the six categories; that
is, not all vignettes fit neatly into just one agdey. Rather, some of the 17 can be
categorized under more than one adjective. Theaddliected over time varied in
complexity and in some incidences, simply couldewiform to a single category. Even
in one vignette, multiple categories emerged (sEHET3).

Table 3

Vignette and Corresponding Adjective Category/Theme

Category/theme Title of vignette

Emotional/Euphoric “The Hero—A Lance Armstrong Aogy to Leadership for Social
Justice.”

Emotional/Contentious/Tentative “My First Real Attpt at a Team Meeting.”

Euphoric “My First Data Road Show.”

Emotional/Contentious “I Don’t Know What I’'m Doin&arcasm Doesn’t Work.”

Emotional/Contentious “Sarcasm Is Not Effectiveople Want Me to Make a Decision.”

Emotional/Euphoric/Contentious  “Stanford TestiRgce, and the Importance of Teachers’ Agency.”

Euphoric/Tentative “Data Dave is Born.”

Euphoric/Contentious/Tentative  “What Do You Wanttd$o Dave?”

Contentious “The Tracking Debate Goes On.”

Inconsistent “It's Frustrating that Dave Doesnitsfver Your Question.”

Uncertain “The Manager Is in the Principal’s Office

Uncertain “I Question Myself.”

Uncertain/Tentative “The Reporter Gets Dave Geatégain on What's Important in
School.”

Uncertain/Tentative “Still Struggling With the Whdpw, and Why of Leadership for
Social Justice.”

Tentative “Intelligence Testing, Race and TracKing.

Tentative “Teacher Swap, Teacher Agency and tlaefer as Hero Notion.”

Tentative “Dinner Conversation.”
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Reading the Vignettes

The vignettes exemplify how my learning processifeated in trying to learn
how to lead for social justice. The vignettes citatd the data in this study. They are a
collection of narratives, and should be read wittopen mind. By reading with an open
mind, the reader will discern | am learning somaghiew. Inherent in all learning is
failure, set backs, and obstacles. The entire grbj@s been and will always be a learning
experience. The vignettes may be difficult to rqaatticularly if one is looking for a
manual or guidebook on practicing leadership faiaqustice. Similarly, they are not
awe-inspiring but rather portray certain human éomstthat could be considered
opposite to popular notions of leadership, suctoadidence, decisiveness, and
hierarchy.

One possible way to read and understand the vigitin the context of the six
adjectives and the Freirean lens. After each vigridte, there are one or more adjectives
to describe the category or learning experieno®gt depicts. These adjectives portray
authentic emotional states of being while learrsamething new. In this case, | was
trying to learn how to practice leadership for abgistice. At the end of each vignette,
there is a Freirean commentary. | added theséeaBreirean theoretical framework
guided this study.

My hope is that | have told a meaningful story thgb the 17 vignettes. | am
learning to practice a way of leading that is newne. Although the literature on
leadership for social justice is extremely compelliputting into practice the theoretical
concepts of leadership for social justice is diffidor me. Sometimes | am not sure if |
am practicing leadership for social justice at@liher times, it appears, at least to me,
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that | am practicing a leadership that contrasth waditional leadership: unheroic,
subversive to the status quo, communal, democsaiit equitable to all students. In
these vignettes | attempt to give narrative accoohiny experiences as a school leader
that may show how the ongoing learning process f@stsi Some data vignettes are in
the form of stories that are typical of my attentptpractice leadership for social justice.
Reading the Vignettes with the Freirean CommentaryCriticism, and Limitations
There is a Freirean commentary following each Migné&ach Freirean
commentary follows a uniform style. First, therdl\we a reiteration of which Freirean
concepts each vignette most matches. Next, therdigf discussion about how a
particular Freirean concept occurred in the vigndttnally, at the end of each Freirean
commentary, | briefly sum what was discussed. Titeer&an commentary should be read
as a Freirean perspective on what occurred in egadette. It becomes clear, when
reading the Freire commentary, that the remarksdon dialogical and antidialogical
cultural action. Where appropriate, some Freiremgastions have been included.
Some criticisms and limitations arose in using@réan commentary style. Some
of the criticism for Freire’s concepts include tise of abstract language, as well as the
oppressor versus oppressed binary. Since the ptiblicofPedagogy of the Oppressed
many scholars have pointed out the absence of ssldgegender and race as significant
factors in Freirean concepts (Weiler, 1991). Gstithas been leveled at Freire as to the
relevance of concepts and theories in today’s cexgystem of education (Blackburn,
2000). However, in the Freirean commentary sediter each vignette, | try to link
Freirean concepts from the 1960s and 1970s to tik ham currently undertaking in
my school. In some places the Freirean commentgygas to link Freire’s theories and
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concepts to my leadership behaviors and actionsthiar places the links may not seem
as evident.

Finally, McLaren (1999), a leading scholar in cdli pedagogy summed up the
greatness and shortcomings of Freirean theories@mekpts. In the following excerpt,
McLaren elaborated on one of the biggest criticisimSreire over the years: the lack of
examples provided as to how teachers are to mowe dritical thought to critical
practice.

Yet Freire’s weakness is also a source of his gtheand marks the durability of

his thought. It is precisely his refusal to speit alternative solutions that enables

his work to be “reinvented” in the contexts in whiiais readers find themselves,
thereby enjoying a contextually specific “trangdati across geographic,
geopolitical, and cultural borders. ... In fact, FFeeirged his readers to reinvent
him in the context of their local struggles. Freingtes that “the progressive
educator must always be moving out on his or her,@entinually reinventing

me and reinventing what it means to be democnatigs or her own specific

cultural and historical context.” (p. 52)

Clearly, “reinventing” Freire decades later to adrthe “local struggles” in this study is

relevant, important, and endorsed by Freire.
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CHAPTER V
VIGNETTES
The Hero—A Lance Armstrong Analogy to Leadership fo Social Justice.
Emotional/Euphoric
My educational career as a school administratortgd with all the right reasons
and for all the wrong ones. From the outset, | widuhve described myself as
being extremely eager to change the existing stnair status quo in education.
| was anxious to be remembered as the leader wladyfibroke No Child Left
Behind’s back; who exposed it for what it reallysyjavho saved education from
standardized tests; who did the right thing andsdtap for the little guy. In a
word, | wanted to be the hero.
Facing the possibility of an early death, Armstrarfigrs a similar viewpoint on
how he wanted to be remembered in his book It'sAbmiut the Bike (2001):

| want to die at a hundred years old with an Ansrilag on my back and the
star of Texas on my helmet, after screaming dowAlpme descent on a bicycle
at 75 miles per hour. | want to cross one lassfiline as my stud wife and my
ten children applaud, and then | want to lie dowa field of those famous
French sunflowers and gracefully expire, the péreatradiction to my once-

anticipated poignant early demise (p. 1).
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Armed with recently completed doctoral coursewpdssing marks on my
comprehensive exams and a state certificate in @idtrition, | wanted to
descend on American public education at 75 milehpar screaming, “Social
injustice! Social injustice!” | wanted everyone fesially the poor, the
oppressed, and children of color) to watch me sifgindedly bring down the
Goliath of NCLB then enjoy my (our?) sweet victasythe three P’s (politicians,
patriarchs & privileged) scramble to fix a systenolken by an unpopular, unfair
and underfunded piece of legislation.

In the early stages of my short career as an adstritior, it was rather
simple finding what | needed to support my claiat tdCLB was bad policy for
students with an IEP. Nearly all preliminary seaestyielded precisely what |
needed to wage war and defeat NCLB. Everywhenaétul was able to secure
some piece of anti-NCLB literature. | found matkada everything from the
statistical impossibility of large scale numberssaidents with an IEP ever
achieving the status of proficient to dark and desiconspiracies the Federal
government is plotting (via NCLB) to implode puldducation. | reviewed article
after article from peer-reviewed journals that badkup my claim that NCLB
went wrong somewhere with students with an IER,sbmehow at the end of the
day “this subgroup” would be the antithesis of Iggtion originally aimed at
absolutely, positively “leaving no child behind.féund information on the
Internet and media outlets that were not so pegierged that continually
lambasted NCLB because of its Republican domiraipgdort (even though Sen.
Kennedy greatly influenced its crafting and pas3age
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I had no trouble finding allies for my position. fict, | spoke quite eloquently
regarding how | knew best about what was besttiatents with an IEP. It didn’t
take me long to hone my skill in convincing anyihra¢ NCLB was bad for our
students with an IEP. Everyone jumped on my bandwabeachers naturally
agreed as they saw no immediate benefit to theim@aamounts of standardized
test preparation they were forced to do in therssrooms. University professors
I e-mailed felt equally disgusted that preciougnimstional time is taken away
from students (especially poor and minority studetd try and improve a
“failing” school’s status. | even found sympathythvhon-education folks. |
regularly would bring up the issue of fairness nstardized testing and students
with an IEP. Within 15 minutes of explaining mysien of how NCLB works,
anyone—I mean anyone—uwas telling me to “keep on’ idlat road to glory and
change that system for our kids!”

Unbeknownst to me, | was screaming down the adiration mountain at 75
miles an hour bound for a head-on collision witlterainty. Like the title of
Lance Armstrong’s book invokes something much deleae a bike, | wasn’t
quite sure what my philosophy of school leadersiap. | cannot say my
philosophy was not about me in the beginning bez#&usas. | wanted to bring
down NCLB; | wanted to save education; | wantetb&wye my mark on schools,
underserved children, the oppressed and alike;ite to be the hero.

This was the first piece of data collected for tnigoethnography. | wrote it
during my first year as an assistant principatkells a lot about what | would like to
accomplish and the orientation of leadership | p&hto use to get there; however, it
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does not say much about doing anything. It istie Igainful to reread. I think | sound
brash in this vignette. It is also pretentioussswaned | knew exactly what leadership for
social justice entailed. At the very least, | bediét exposes my beginning point in trying
to learn how to become a better leader for soagtlge. | appear extremely naive. | felt it
important to capture what was going on with mydfediystem at the time 1 officially
became an administrator.

Freirean Commentary: From a Freirean perspectoragf the concepts |
exhibited in this vignette include paternalism,tpaying the hero, antidialogical
(specifically conquest), and banking. Even thouas learning moment is filled with
emotion and euphoria, there are some insights laied as to what | was thinking as a
leader at the time. Freire’s concept of paternabsems evident throughout. In the
beginning, | did not seem interested in anyonegsiiror ideas on how to address issues
of injustice and inequality in schools. Freire (0p@ssociated paternalism with the
culture of silence. In my emotional and euphorarteng moment, while not seemingly
intentional, | may have been fostering a cultursil@nce; a culture that was saying a
hero could perform social justice without any help.

From a Freirean perspective, there may also beepealof antidialogical
behavior, perhaps that of conquest and manipulaticthis experience. It appeared | was
most concerned with my own agenda and obliviowmntgaging in any form of sincere
communication with anyone else. There is an absehary attempt on my part to enter
into meaningful dialogue. In a way, | am portraysgne form of conquest, as | have
made social injustices and NCLB a “thing” to conqusy me, the hero. | may very well
have been unknowingly manipulating people with wH@spoke. Additionally, and
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according to a Freirean perspective, my antidiaalgoehavior may be indicative of
banking. As | tried to garner support through myhla rousing against everything wrong
in public education, | was hoping to “deposit knedde” (my knowledge) to anyone who
would listen.

In sum this vignette had some great initial intemsi with a purpose to enact
social justice in school, even though | was misgdidHowever, from a Freirean
perspective, my approach to work toward equalitydhool was antidialogical; the
emotion and euphoria may wear off and the difficoléssy, and complicated work of
dialogical communication with many constituents Vdooeed to take over.

My First Real Attempt at a Team Meeting.
Emotional/Contentious/Tentative

| felt the tension as soon as | walked into themobwasn’t sure how this meeting

was going to turn out. This particular team of tears consisted of leaders and

veterans—many of whom were, and still are, departrcieairs with years of
experience. My job was easy: Facilitate a conveosadn how the team could
incorporate data as part of its team goals for thesr. My stance was the same
for this meeting: Assist the team in moving alongeaningful path that would
maximize the learning for all students. Togethex would examine, analyze and
discuss student data and come up with some possayle in which data could be
used. In my own mind, | wanted the teachers ty trake their instructional
decisions on data—whatever that means—rather thacHes.

From the outset, the various conversations seeméeé slipping away from
me. Everyone had something to say and | wasn'tisoal the comments directly
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related to data. | told myself to just go withtitat the team would eventually get
back on track and discuss data. A few comments katel as the conversations
progressed, | wasn’t so sure this meeting had angtto do with data. | heard all
kinds of comments; comments about students nahguim homework, or not
even caring about homework, being late for clags, l&knew these comments
were unproductive. Why couldn’t | simply put myt fd@wn and stop this vent-
session? Suddenly, | was taken aback by somethmgfdhe teachers said.
There’s no way the conversation should have evitegado this point. In
retrospect, | blame myself for allowing this comibtersurface. The exchange
went something like this:

Teacher: And what about Anudraha? She is compl&istyin my class! | mean,
she has no idea what is going on. She speakdlike tvords of English.

Me: My wife spoke only three words of English wkles came to this country!
Teacher: No, no Dave, it's not personal.

A foreign language teacher quietly intervened ataties! that there are
varying levels of bilingualism in that some studesgend more time in the
language-reception stage before moving into thglage-production stage.

| walked away from the meeting feeling dejectedaefdated. Questions
swirled around my head. ... Was | out of line? Dstiolop to a lower level of
dialogue? Is this the tough, important work of leeghip for social justice? Did |
destroy any chance of future dialogue? With my gemknd of fifteen years in
language acquisition, why couldn’t I simply answke the foreign language
teacher did? Was it about time | let people knovatwistand for? Am | too
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emotional? Am | a language-minority zealot? It Mate, and | needed to get

home.

I thought a good meal and great conversation wiyhwife would quickly
erase my leadership debacle that occurred earlteschool. It didn’t. The
meeting, but particularly my comments, consumethoyghts the entire evening.
| kept hitting the “pause-review-play” sequencetbus in my mind. What could |
have done differently? Was any good to come ofvti@e situation? What about
the data? Couldn’t | just do a mini-workshop on THRtal Physical Response)
and effective strategies to use with ELL (Englestguage learners) students?
Should | approach the teacher? An apology? | hadengoiestions than answers.
| wrote this after being frustrated due to the nmggts unexpected outcome. This

meeting was fairly typical of others I'd had wittaims of teachers in the beginning. | was
not getting anywhere as | did not get the sensghéra were committing to at least the
spirit of NCLB. Even though NCLB has some sevemtglomings, particularly with its
emphasis on accountability and high-stakes starmatdesting, the “spirit” of NCLB

was to close the achievement gap between all supgrof students by race, class,
ability/disability, and native language. The NCLd&jislation was passed in an attempt to
eliminate the achievement gap.

Freirean Commentary: From a Freirean perspectoragsconcepts exhibited in
this vignette include problem posing, dialogic,idiaiogic, cultural invasion, and
conquest. From the outset of this learning expegeit is evident that | went into this
meeting fully intending to participate in dialogic@mmunication. | wanted to facilitate
a collaborative, dialogical discussion that focusedard data in hopes of assisting
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everyone to reflect deeply on their teaching pcastito better serve all students. | did not
achieve an awakening of consciousness in a pedaj@gnse in that meeting; rather |
became quite frustrated.

According to a Freirean perspective of leadershigt | was practicing may be
considered antidialogical, particularly in cultunavasion and conquest, partly by me but
partly by the teachers. Complaining about studantsblaming them for not conforming
to what we want them to do or be is a persistefdalpin many schools. Indeed, teachers
vent against students and what they are unablectmnaplish. According to Freire (1970),
with the possible exception of the ELL teacher,di@ogue did not approach dialogical
cultural action, as no one was willing to considéat anyone else is saying. True
dialogue must be open and based on collaboratareitey (Freire, 1970). What was
happening was some form of conquest and cultuvalsion against students; one
student’s lived experience is even blamed andnaizgd. | tried to pose the problem of
understanding the complexities of learning anokeguage with a personal example of
my wife’s experience. From a Freirean perspectiatdmpted problem posing, but it
was not out of a genuine concern to get my colleago become more aware; rather it
seemed to be a strike back.

In sum, from a Freirean perspective, to best nteeheeds of all students,
educators must collaboratively participate in catidialogue. The group in the vignette
had the opportunity to do this but failed to dacempletely. As a leader, | needed to
stem off the antidialogical episodes of culturalasion and conquest. There was no need
to complain about students or their lived expemsnand | needed to say something
about this. Finally, from a Freirean perspectivebfem posing needs to be used in ways
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that serve to get educators to think more deepbyiakerious problems; not as weapons
to silence them.
My First Data Road Show.
Euphoric
“This wasn’t so bad!” | remember thinking to myséWfanda asked me to sort of
go on the road with her about the whole AYP/datagthShe set us up to visit the
high school on an in-service day. Our mini worksk@s going to deal directly
with the subgroups of students not performing wedlur school district. Our
audience would be any teacher K-12 who had anesten learning more about
the achievement gap in our school district. It whert and sweet. We presented
some pretty compelling data, and exposed someuseinequities on our school
district. | used some of Andrew Hacker’s work ttphatarify just how
systematically unequal schools can be, at leasnvdaking at performance
outcomes. Some of Hacker’s work points to the cexits of race and class,
particular in terms of the achievement gap. Forrapée, we used a table that
depicted as parental income rose, so did test scdree table revealed this in all
racial groups (African American, Hispanic, WhiteydaAsian). Many participants
naturally drew the conclusion that even though weahigh performing, affluent
school district, those not performing well are unally students of color (as well
as ELL students, low income, and students witHE#?).1
At least superficially, | can remember this mingeetation being fairly
successful. Looking back on it now, | don’t rememéee single contentious moment.
No one challenged us. No one was trying to makeses: No one blamed the students.
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It could have been that people were tired and diccare. But they chose to attend our
session. It appeared that everyone at least sawanhechievement gap exists in our
district. Perhaps it was because | teamed up wjtiprimcipal and we made a compelling
argument with the Hacker material. It was harcetb From a social-justice-awareness
perspective, it seemed like an effective start \gitlbd potential. But it ended there. What
to do about inequality and the achievement gapirdestrict never came up during that
session.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette included banking arwhscientizacacClearly, we exhibited
Freire’s concept of banking. | went to this miniksinop with the purpose of “filling the
minds” of attendees. In this case, | wanted teacttebe aware that there was an
achievement gap in our district. | naively belietieel only way to do this was to
explicitly present to them that students of cotbudents learning English, and students
receiving free and reduced-price lunches were dueaing academically at the same
rate as their White, affluent peers.

From a Freirean perspective | needed to go deepeeded to ask more pointed
guestions about why an achievement gap existsapgidmeeded to push those in
attendance to participate in a dialogue that iretlieixposing the social, political, and
economic reasons for such achievement gaps irctteobkand district.

| Don’t Know What I'm Doing. Sarcasm Doesn’t Work.
Emotional/Contentious

Two whole days under my belt. Not sure what I'nmgoSarcasm has gotten me

in trouble before, probably will again. | ask myfséd sarcasm effective? Not
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sure. So I'm walking around, trying to visit clasems when a teacher flies up to

me and asks whether or not | think it importangéd a child help if she really

needs it. Of course | was a little suspicious. Qfrse | want to give all the help
possible to a child. As it turned out, the studemteed was one that just
transferred from Cleveland to our nice upper-midcless suburban school. The
story was she was a little rough in the beginnidgr attitude and academic
performance was a little rough. So, | guess thedweas that | wasn’t sure when |
should get the child help. This was not how | veadifig. All children deserve
help, but not because they're faulty.

It was posed to me that if we could intervene eartia this child, no time
would be wasted. Suddenly, | had a gush of “I kmdwat I'm doing.” | went
sarcastic. | said that we had it down to a sciebaek in the day in Chicago.
When | was teaching, | knew the first day (notstseond) who was going to
succeed and who wasn't.

I looked back in my journal and, although it's dhdsaw this piece and thought
it important to include. Clearly it was not appriape to think sarcastically about
knowing the “first day, not the second” about whathdents would be successful and
which would not. This is important to include besasarcasm (either in one’s own mind
or verbalized) does not seem to add anything tietied) a particular situation. In this
case, | was upset that someone could jump to saoh@usion and | chose sarcasm as a
way to express it. One thing that concerns me rtit@e my brash sarcasm is that |

sounded like a braggart. Indeed, sarcasm got tteolbene in this situation, but sounding
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like a braggart does nothing to breakdown hieraadtbarriers between administrators
and teachers who inhibit authentic dialogue onassfisocial justice in schools.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include manipulation axwhquest. The Freirean perspective
may also suggest the brief interaction with theecteer was antidialogical. It is
antidialogical because | failed to dialogically eagg this teacher in a way that would
have fostered open inquiry and questioning. Frdfnerean perspective | may also have
needed to “question back” rather than passivelydshy and listen to what is wrong with
the student in question.

This antidialogical interaction involved conquestiananipulation. | clearly
remember this day and situation. | remember beéry frustrated and impatient. | made
the remark “We could figure out the first day oheol who was going to succeed.” out
of both frustration and a lack of patience. Howevadmit that it was a useful technique
to gain control of the situation. Perhaps the teaduestioning me put me in an
uncomfortable, inferior position. From a Freireangpective | may have been trying to
manipulate the interaction in my favor; and beim@iposition of authority, | was
successful in silencing her with my sarcastic reply

In sum, there may be a connection between thedameiperspective and the sense
of urgency for social justice in schools. Whereessponded in an antidialogical way, the
alternative could have been to press on, to quebaok, dig deeper, and use more
problem posing with this teacher. However, to dse literally could mean that | am
involved in dialogical discussions all day. Frore ffreirean perspective this may be
exactly what school leaders should do, regardleesw much time each dialogical
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interaction consumes. Social justice is importaotlkwn school, but it is unclear how to
reconcile the urgent work of social justice in salisavith authentic dialogical
interactions with all teachers at all times.
Sarcasm Is Not Effective. People Want Me to Make Becision.
Emotional/Contentious
One of the things I've been trying to get a haratieas a first year principal is the
committee work. Two days before the start of s¢taidhe first staff meeting of
the year, teachers sign up to serve on various dttees. Throughout the year
the committees meet. | am supposed to convenengeeé&dr some of the
committees. | have not been diligent about congeoammittees in a timely
fashion and my staff has let me know about it.
One of the committees formed before | arrivedybe deals with academic
and behavior interventions. So it may be a teamrartch committee. I'm not
sure. It's probably on of the largest committeesthé first meeting, roughly 15
staff members attended. | had heard some grumbilitbnpvember when, after a
couple months had gone by, committees had notl m&bhounced in a staff
meeting that the reason committees had not metwdsault; that | needed to get
a handle on the committee work around school dlffrconvened a meeting in
December.
| probably did not conduct the meeting in an editimanner. | read over last
year’s file, thought about what academic and bebiaviterventions were all
about, and made an agenda. After about five omewutes into the meeting, it
was clear there was no clarity on what the committ@s supposed to do. | spent
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the rest of the meeting trying to get a feel foemtthis committee wanted to go. |
wanted to steer the committee in a direction thatilel benefit the entire school,
but shortly into the meeting, it became apparenjusecouldn’t find a consensus
on anything. Many of the teachers expressed aealé&sipick up where the
committee had left off the previous year. The neviyear, surveys were
conducted on student behavior throughout the gidAccording to this data,
overall student behavior was pretty good excepttercafeteria and playground.
This has been my experience as long as I've beeduoation. Children
apparently do not behave as well during lunch aeckess as they do in the
classroom. | opened up the topic for discussion.

There were many conflicting opinions as to whatsitieool should do about
improving the behavior of the children during luranid recess. It varied from
“we should do nothing” to “we should have an elabte training system in place
for our cafeteria ladies.” One teacher brought Une tpoint that it really didn’t
matter to us how the children behaved in the catetes no one is obligated to
supervise them during lunch. Another asked if iddelp if teachers ate lunch
with their classes; however, she wasn't sure altlo&it'buy in” on this initiative.
Judging from the various sighs | observed arourgdrdom, | sort of felt this
dialogue was not going anywhere. | asked aboutterdbuchy area, the
hallway.

There seems to be a touchy subject at my schaoddinge completely endorse
while others absolutely loathe. “Zero voices in tralway” is a touchy subject.
Some staff members believe it an effective wagatthtstudents self-control while
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others see it as an infringement on their wantmgrteet colleagues and students
in the hallway. Again, | went around the room agkior input on where the
committee was in terms of setting such policy. &galn, | received varying
opinions on whether or not we should demand absdalilgnce in the hallway or
let a little chit chat go while walking to and fractasses.

The dialogue between teachers did not seem vatfufrdt didn’t seem like
people were asking questions to get at the rotit@behavioral problems in the
cafeteria, playground and in the hallways. | watée frustrated. | didn’t feel |
was conducting a very meaningful meeting. | wdiitla sarcastic and regretted
it later. After about 20 minutes of complaining armiconsensus, | asked if
anyone has heard gunshots. The effect was cleae \We were complaining
about how bad our White, affluent suburban studdmglsavior was when there
really was no reference point of how “bad” it loakd shouldn’t have said it, but
| didn’t know how to refocus the team. The meequigkly wrapped up after my
sarcastic comment but | issued a homework assignmieay took my sarcastic
comment at face value, but seemed a little indiffeat what | was about to
assign. | said that our sole responsibility for thext meeting is to figure out who
(what?) this committee is and where it needs talgdging by their facial
expressions, either no one will do it or I'll hageevolution on my hands.

As usual, | walked out of the meeting feeling likadn’t accomplished much.
After all, one of the departing comments was “Yoovk we're back to square
one now, don’t you. We talked and talked last ye®t nothing ever got done.”
The next day | began to receive a few e-mails iggrthe meeting. Some
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teachers wanted to quit the committee while otheexled to add two more cents
to the conversation.

A few of the comments consisted of teachers ndimgato continue as
members of the committee. They felt it a wastienef 1 could understand this as
they are accustomed to working hard and like sglyiroblems. However,
another major area of concern was with me. Somehiers told me that
“decisions need to be made.” | asked for an exptemma | sort of knew the
answer but asked anyway. They never came out lgisad said, “Dave, you
need to make a decision.” | can only infer thatitivganting me to “make a
decision” is what some of the teachers “really” waBased on the dialogue after
the meeting, | can only speculate that in soméaf minds a “strong” leader
who makes quick, fair and conclusive decisionsdeadn effective way to run
both committees and the school.

My standard response—because this is only one oy meamples similar to
this—is the following:

Me: “Well, | can go ahead and make the decisioyoiii want, but it would be my
decision.”

Colleague: “Oh well, | guess they are just goindhtave to live with your
decision.”

Me: “Yes, ‘they’ will have to live with my decisidBut what if my decision puts
you in the ‘they’?

Colleague: Long pause...

Me: “That's what | thought.”
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Colleague: (An attempt at saving face.) “Then yakenthe decision and we try it

out for a year.”

Me: “Wouldn't it be meaningful to attempt to wodward a consensus. Maybe to

a point where at least everyone could walk away largdwith whatever decision

the team makes?”

Colleague: “I still think there needs to be someomaking the decisions.”

| went back to my office and thought about the casttbetween traditional and
nontraditional leadership. | though to myself, tinistance probably best illustrates the
contrast between traditional and nontraditionadlégahip. | think at least superficially, |
attempted to try to accomplish a more democraticgss to decision making. | cannot
say that a week or so later all the committee mesiibed committed to collective
decision making. It was and still is a long procsd, | believe, can better address the
needs of the school. Would it be much easier asigféao make, what | think is an
arbitrary decision? Although it would be likelybe faster and easier, but | do not
believe it to be a sustainable process. That lanidike all the important decisions, there
is no way | can adequately represent those closeisé problem. Paradoxically, although
some teachers “just want me to make a decisioa&Isy decision making in this type of
process as unfair to the teachers.

Judging from my tone, | think | felt fairly strongabout a more democratic way
of doing things at my school. It was over a year #mat | wrote this, and | still get these
same comments. But | do not like resorting to sargavhich | find myself doing
sometimes out of frustration, or sometimes becatigamaturity. The democratic
decision-making process is not the most efficieay wf getting things done, but is
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productive because it brings to light so many npwesibilities and solutions to
addressing complicated problems. Moreover, mudhefiterature on leadership for
social justice advocates a democratic decision-ngagrocess in schools.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include antidialogicadanipulation, paternalism, and fear of
freedom, but also toward some dialogical interaxtisuch as problem posing. From a
Freirean perspective, the sarcasm | used in thisetie was inappropriate and probably
antidialogical. To be certain, the sarcastic remarked referencing gunshots was unfair
and uncalled for. It was unfair and a form of maégion and of paternalism because |
knew no one in that room that day had the expeei@mcl background | did. This is to
say that no one in the meeting had spent any tior&img in an inner-city school
neighborhood where violence was commonplace. | kmaking the comment would
have a silencing effect; it silenced all hope afigiee dialogue during the meeting as
well. Ideally, genuine dialogue could have followag sarcastic remark had someone
challenged me on it; however, | must have known-dsed my position of authority to
intimidate—they would not challenge my faulty compan of inner-city and suburban
schooling experiences.

From a Freirean perspective it would appear we wereing toward a dialogical
experience, at least in the beginning, before #éneastic remark. | presented a topic of
discussion, that of student behavior at lunch acéss. | listened intently to what each
person had to say; | believe everyone in the ro@s @oing the same. However, based
on a Freirean perspective (1970) the distinctios that we were simply discussing and
not dialoging. We were talking about a problem, thete did not seem to be any genuine
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attempt at understanding the problem at a deepel. Eompounding this superficial
attempt at dialogue is the idea that the topidwdent behavior at lunch and recess may
not have much significance with social justice.t®a other hand, perhaps silencing
children during their break time is an issue ofiglgastice.

Finally, from a Freirean perspective there wagast one attempt, at the end of
the vignette, to use problem posing. Although stiberiencing frustration, | did want to
pose a scenario of what would happen should thietdze in charge of making all
decisions. | posed this scenario to the teachérstepping back and looking through a
Freirean lens, one must ask why teachers would degisions made for them. From a
Freirean perspective, this may be a fear of freemhowhich people are fearful to realize
their own awareness, influence, and agency in aughy that could be meaningful and
impactful to students.

In sum, from a Freirean perspective my novice giteahdialogical cultural
action in this vignette was an important start. @wding to the Freirean perspective,
sarcasm is not effective in initiating genuine, mpend honest dialogue. Problems about
which dialogue should occur must get at the broadeial, political, and economic
underpinnings directly related to education.

Stanford Testing, Race, and the Importance of Tea@hs’ Agency.
Emotional/Euphoric/Contentious

“So all Black kids are dumb! Right?” | said tryirtg get my point across about

using the Stanford test for placement into acceéetzlasses. Mr. S. looked at me

quizzically. | wasn't attacking him, nor did helfeevas attacking him. | think he

138

www.manaraa.com



was just a little thrown off by my bluntness. Irt#d out the statement after 20
minutes of what could be considered solid profesdidialogue.

He made several great points during our exchangestdted that in his
tenure, all students “rightfully placed” into acaglated classes always are the
ones with the highest Stanford scores. He wenb @ay that he has noticed
throughout the years that even though studentsav@tanford score of 75
percent but straight A’s and high teacher recomnag¢iods, still do poorly in his
class. | asked about students that just happer jooor standardized test takers.
To no avail, he was not convinced. | asked abatehability of the Stanford.
Still, he came back to the point that there is edla direct correlation between a
Stanford percentile score and achievement in acatdd classes. | was inching
closer to the atom bomb statement but | wasn’telyet. | was, however, running
out of counterarguments.

| started going down the path of what the Stanfaad historically meant for
some and not meant for others. | asked if he wadita with how the Stanford
was first normed, how questions were manipulateNao/e Americans would be
confused and not able to answer them and thatwthsall to ensure White
supremacy. He reeled me back in and reminded masit2008, not the turn of
the century ... the last century. Mr. S wasn’t buyiutngt | was selling. | didn’t
know what else to do.

We use the Stanford/Otis Lennon Test as one afiteeia in our district for
placing students into accelerated track classeshé@tearly elementary level, it's
used to screen students for possible placementhetgifted program. At fifth
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grade, students scoring in the"™®percentile in language arts and the™05
percentile in math are seriously considered forederated placement the next
year at the middle school. Some students havedlrbaen in the accelerated
math or language arts program for some time betmming to the middle school.
Some of the other criteria for acceptance into éexeged classes include grades,
teacher recommendations, work ethic, love of ma#ding etc. What gets tricky
sometimes is when a student has all but one afrttezia for placement into the
accelerated track class. Many times, the Stanferdgntile score is the only
criteria holding a student back. My interactiongiwieachers and staff on the use
of the Stanford percentile score for this purpoas brought up a whole host of
other complex issues surrounding such “ability”teeas the Stanford.

“So all Black kids are dumb! Right?” | said it agail had to say it again.
Now | had to explain it; and his again quizzicabkoasked for an explanation. |
laid out my logic argument. | said if what you'r@ygng is true, and we don’t deny
the infallibility of the Stanford test, there’s tano way African American
students should be placed into accelerated clasaefeast at the same rate as
their White counterparts. | went on to say thatlstuts of non-native English
background and with cultural heritages other thlhe mainstream are also more
susceptible to not being placed into accelerateds®s based on a Stanford
score.

Mr. S didn’t dispute my reasoning. In fact, he agtevith it. He said he knew
that students of color and non-native English stuslevere underrepresented in
accelerated classes both here at our school asagaflationwide. He gave me the
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impression that he was fully aware of the inhertural and linguistically
biases built into the Stanford, or any standarditst. But then he went down a
familiar path. One that we all travel.

Mr. S calmly stared at me with a look of contempflatHis next comment was
not to be off-the-cuff or vindictive, but ratherlbegan to give reasons why such
inequalities exist in school. | have to admit, thase the moments | yearningly
wait for. Not because it's some deep, philosophiocaiversation that’s
stimulating, but because it represents thoughtfafgssionals trying to do the
“good work” of educating all students. Mr. S stadtby saying he did not imply
that “All Black kids are dumb!” However, he did i that students of color did
not score as well on the Stanford for a varietyeafsons, one of which is directly
correlated with home life. He claimed that if aldrdoes not have academic
support at home, he’s really doomed at school. $/acknowledged that our
mostly all-White student population does well mtgdecause they come to
school more academically prepared and receive thé &f support from home
that fosters high performance and academic excedi@m school.

I thought to myself, “Aw, screw it. Is it worth'itPcontemplated my next
move. “Is it worth dropping another atom bomb?”degtioned myself. | mean, |
could have split hairs for the rest of the peribdt we only had a few minutes
left. | could have whipped out some demographia tzt suggest there is
nothing wrong with Black families. | decided towlbat I've done in the past;
which is cut to the chase, drop an atom bomb ard\d&t happens. | mean, at
this point, it seemed like the temporary barriefi@rarchical teacher—
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administrator relationship had been broken dowrti@ugh with Mr. S I'm not
so sure he’s ever recognized some fear factorarhtérarchical teacher—
administrator relationship thing.)

The bell did ring and it was the end of lunch, ayMausy time. So, since Mr. S
decided to do a commentary on life in Americanetgand public schools, | did,
too. | dropped the royal A-Bomb. “Well, then, | gaef you're poor or Black or
both in a U.S. public school, you're doomed, ehdid it. | know it was a far-
reaching, generalizing, all-encompassing, sweepmgmentary on American
society, but, | guess you have to start somewhere.

This interaction with Mr. S made me think. I’'m sotsure what Mr. S walked
away with from our minidialogical workshop on racégss, ability, and
standardized testing. | think we both knew whaheztber was trying to
accomplish, though. He wanted the best and théntegg in his classes, and he
felt that the use of the Stanford test was the twaystify those ends. I, on the
other hand, was looking to point out a particul@ueational structure that may
need reexamining, especially as the face of Ul#ads change and educational
iniquities persist by race, class, native languaayed disability. I'd had other
similar conversations with both Mr. S and otherdieers on the very same topic.
Many have proceeded in the same way. What's friistydor me is | don’t know
what my effect on people has been. | can't realythat | know Mr. S is a
changed man. Maybe his belief system has beeneaifleg our interactions, but
maybe not. I've thought about how I've changedugfio It seems to be getting
easier for me to participate in these types of eosations. Because | am
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explicitly talking about equality in education, thasier it seems to be to orient
myself toward leadership for social justice. Almdst the old saying “practice
makes perfect” (although I'm far from perfect) hirtk about how effective peer
coaching and cooperative groups are when studemtasked to teach something
to their classmates. And like another old sayirifybu really want to learn
something, teach it.” The more | engage in meanihgkues surrounding social
justice and equality in school, and the more | Xty say it, the more | know I'm
changing as well as possibly assisting others tnge as well.

An unintended outcome of my interaction with MrasSyell as the
interactions I've had with other teachers and staffthis topic, has been one of
“innocent shifting of agency.” By this | mean teach (and administrators)
sometimes do not realize or understand the enornmblugence we have on
children. It's an influence that can greatly helplonder student achievement.
Thus, the shifting of agency is something we allf@achers can be quite modest
folk, so any credit or kudos directed toward thean often be deflected. But
where do we deflect? Like a mirror checking the suays, they have to be
deflected somewhere else. So, what | often heaachers receiving a
compliment on how well a particular student’s gradee, and in response the
teacher states, “She’s a hard worker. She desetived\.” Sometimes when |
hear a teacher trying to deflect his/her agenayouinter the deflection. If a
teacher tries to deflect credit for a high perfongistudent in class, | say, “So the
teacher has nothing to do with Hannah'’s good gr&déssfollows a similar
pattern each time | say it. The teacher will sayel)VDave, come on, it's all part
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of the overall equation of a successful studenRarents, student work ethic,

teacher, and yes, the administration. They'remiportant.” To which | then

state, “Wow, you teachers really don’t know how minfluence you have, do
you?” The “supportive parent deflection” is very palar.

| wrote this story about a week after | had thisversation with Mr. S. | have
added and modified material in this vignette altmgway, as many similar
conversations have taken place with many diffepeiple since my interaction with Mr.
S. In fact, over time, there have been near duglcaf this very same dialogue on the
very same topic. It is a story that continues o repeatedly.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include antidialogicadldgical, paternalism, and problem
posing. From a Freirean perspective this vignedtedreat opportunities for genuine
dialogue; in that it contains a series of inte@awdiin which all the “pieces are in place”
for substantive, open, and honest dialogue thatttank the problem of ability tracking
that continues to plague education. There wereestnagpportunities for dialogue as this
topic had direct implications for this particulaather’s classroom: receiving students
into the classroom with less than high scores oalxlity test.

Freire’s (1970) concept of problem posing is qajparent as | posed questions
that required more than a superficial responsetl@dontent of those questions directly
addressed social justice. However, | grapple withgoing far enough with problem
posing. The interactions seemed antidialogical nbaybe a little different from the
Freirean sense of antidialogics. By this | meantéaeher and | are posing problems to
each other but not really trying to see each osheoints of view. | may even be banking
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a little in that | am imparting knowledge about thistory of standardized testing. | need
to ask myself what exactly is my responsibilitywihe level of knowledge | need to
impart to sheltered suburban teachers? Can prowdsing alone accomplish critical
consciousness? Freire (1970) stressed the impertfreontextualizing dialogue so that
participants can critically consider their situat@and understand the source of the
oppression. Although suburban teachers may ndiéernes oppressed in this situation,
their critical awareness and understanding abaiityaioacking, as well as their
influence as a classroom teacher to make a differezould be meaningful in
challenging the status quo.

In sum, from a Freirean perspective there were dppiies for in-depth
dialogue. It is apparent that we needed to colkziboely go deeper in the dialogical
process to fully realize Freire’s concept of diabadcultural action and authentic
awareness of social injustices. By listening anusatering each other’s worldview we
may have begun to gagonscientizagao

Data Dave is Born.
Euphoric/Tentative

I’m not sure exactly when Wanda (the principal) ea#tok call to “make me good

at something.” Maybe she saw a particular strenigtine. From the outset,

Wanda gave me the responsibility of working withgtaff in terms of getting

teachers to understand [adequate yearly progresdp ANCLB, and data. It was

a rather huge undertaking as we had not made AYReatniddle school the year

before | arrived. Wanda believed this importante 8hew accountability was

here to stay, so better sooner than later the stafbraces it. Another possible
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reason Wanda placed this responsibility on me cbakk been my interest and
background in working with students with an IEPniitheless, | knew it would

be a daunting task to try to get all teachers atadif 10t only knowledgeable on
AYP, NCLB, and data, but marching in the same tdoacThe subgroup/cohort
not to make AYP in the middle school in my distvas students with an IEP.

I busily got to work when Wanda gave me the nadaidk with the staff
regarding AYP, NCLB, and data. | had the opportutdt present for about 20
minutes at the very first staff meeting. | washifend new assistant principal. |
was boring. | had to go over all the mundane lisgch as “safe harbor,”
“weighted aggregate target,” and nasty things thaijppen like “reconstitution”
when a school does not make AYP for five consecysiars. With over 70
teachers in the meeting, neither time nor intevess devoted to any interactive
dialogue. It was something | needed to do, | guasts| could tell what the
teachers really wanted was to get back to theimme@nd start setting up for the
first day of classes.

Although | knew the teachers didn’'t walk away wathhch from my AYP
presentation in that first staff meeting, | woukle more opportunities to work
with smaller groups of teachers in the future. 8ihbad already broken ground
on the subject, | had a starting point. Shortlyeathe beginning of the school
year, my first year, | began to attend team mestififpese teams were organized
by grade level and usually included one of eactheffollowing teachers:

language arts, math, science and social studies.

146

www.manaraa.com



This vignette described events in my first yeaamasssistant principal. It seems a
little presumptuous because it places me at thiecehgetting my school out of AYP
trouble. Nonetheless, there seems to be sometbmg atudent data that can have the
potential to draw in and engage staff membersaly be presumptuous to state that data
and evidence on student performance do not lieghiew as a starting point for critical
discussions on the achievement gap between partigtdups of students, it does seem
effective to present data for professionals to w@rs Analyzing student-achievement
data, having dialogue surrounding that student, @aid trying to keep emotions at bay
(particularly mine) may be a meaningful learningexence for all. However, as will be
evidenced in the next vignette, it is difficultramain emotionless at all times regarding
issues of social justice.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include banking aswhscientizac&an this vignette, banking
was fairly evident because | owned the knowledgea(dto impart to the teachers.
Although imparting important student-achievemernadan be meaningful, Freire may
suggest turning this dynamic around; specificdibnding over the data completely and
letting the teachers collaborate and dialogue tkencantextualized sense of how
students are achieving.

In this vignette, turning over the knowledge to thachers may have been
difficult. A closer look using the Freirean lensynmaveal that the binary of
oppressor/oppressed is already set up going irgartbeting, as | was known as Data
Dave from the outset. From a Freirean perspedtigehierarchical arrangement can be
changed, altered, or even eliminated all togettinee; dialogue cannot be realized to its
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fullest extent. Thus, according to Freire (1970)this vignette knowledge is a “gift
bestowed” on the teachers (p. 72).

Looking at my attempts to lead for social justitem a Freirean perspective
there is some evidence afnscientizagdon my part. That is, | am understanding a
particular inequality in society (an achievemernt gatween groups of students),
becoming critically aware of its persistence in@uh Conscientiza¢dg and trying to act
on it by sharing out at a staff meeting. Althouging Freire’s concept of
conscientiza¢cdd was not taking action against an oppressivead my own life (I am
not oppressed), rather | was attempting to takeraeigainst the injustice of the
persistent achievement gap.

In sum, according to Freire (1970) my attempt atagjical cultural action is
noteworthy but limited. From a Freirean perspectiwat was lacking was my working
toward cooperation among all staff members; thstieiong authentic dialogue among
teachers around student-achievement data could iwaded a “cooperation” and “unity
for liberation” (p. 173).

What Do You Want Us to Do Dave?
Euphoric/Contentious/Tentative

“What do you want us to do? Just tell us what yamtaand we’ll do it!” | often

heard this rather forceful comment/request/demaoih fteachers during grade-

level team meetings. | avoided answering this guestvhich, | know now, made
people even more frustrated. Retrospectively, heryéwean't help but wonder

just how uncomfortable | made people feel by netaming their questions
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definitively. The source and focal point of thigstration came from my attempt
to have the teachers incorporate the use of datheir instructional practices.

The utilization of data was to become one of twalgall grade-level teams
would develop and submit at the beginning of tigkyear. The premise was
simple: Data were to be incorporated into the diecismaking process in terms
of classroom, grade-level and departmental planmirggruction and assessment.
I had a few ideas to present to the teams in teriakeveloping these data goals,
but | essentially had no overall, one-size-fitsgéin in mind. | wanted to
facilitate dialogue that was meaningful and praatjaialogue that could be
called authentic and inform instructional practidgesheir classrooms.

Because we made our AYP (based on achievemens)amue principal,
Wanda, was determined to maintain this status—astaf “not” being “At
Risk.” She set forth the agenda at the openingp@isthool year that all teams set
data goals. My job was to provide the informationthe teams and assist in their
developing of data goals. Most grade-level teamstrvece a week and are
interdisciplinary—a language arts, math, socialdes, science and if possible
the special education teacher. Specialty teachach as health and art do not
attend grade-level team meetings. To begin the fdaias, | presented, at the
opening staff meeting, a case study of a hypotietia@dle school with fairly
challenging achievement score data. | didn’t sagimilnen, as | tried not to say
much during the grade-level team meetings. | sirgplye the case study to the

groups of teachers and they were to analyze pdatiaiata; e.g., demographics,
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scores, etc. As this was a large-group presentationreal work would be done
in smaller, grade-level teams.

At my first team meeting, | showed the teachersdmmwvhere to retrieve our
achievement data from last year. | also presentedraewhat interactive website
that ranked students into the five state-mandagsigghations: 1. Advanced; 2.
Accelerated, 3. Proficient, 4. Limited, and 5. Basishowed them how to
download last year’s achievement tests from the@lgpartment of Education
website and do a quick item analysis. One of tamgeof teachers showed me an
idea they had regarding common assessments.

Common assessments surfaced from a team of teaaharseffective way to
use data to inform instruction and ultimately betterve the students. The
teachers explained that they give commonly constdugssessment tests every
two weeks. In an effort to customize the teacheagding process, they meet to
tweak assessment items as well as compare reSuitdly, all the dialogue and
not “telling people what to do” seemed to have bpaying off. | felt the multiple
uses of data these four teachers were involveceie @enuine, authentic and
directly aimed at better serving all students. Eh&sir teachers came up with a
way to track what they teach, how they teach it taeddegree to which students
learn it. They were using common assessments tomaaty improve their craft.
This was real progress. | shared what these foachers were doing with
Wanda. It seemed as if the data initiative hadlfyngotten off the ground. We
could finally see—systematically—which studentevating behind on which
standard. | was excited, and so was Wanda. A westt passed and the emotion

150

www.manaraa.com



was still running pretty high. | envisioned my emtichool doing what these four
teachers had done with data. This would pack cuipench behind that old
cliché “all children can learn.” Not only could atthildren learn, but we know
who is falling behind and what we can do aboutauld the utilization of
common assessments school-wide be “the answertterserving all students
..."the path” to genuine social justice and equality all? There were only a
handful of teachers utilizing data to better infoimstruction. Only a handful. ...
Wanda is okay with this. Wanda is patient.

“So Dave, what exactly are we supposed to do?” Agbaheard these
comments, both directly and indirectly. | was begig to feel a bit frustrated.
How could this process be so difficult for teacRdrge deluged them with data
for a long time now. Accountability, test scoreatesreport cards are nothing
new for them. | was having a difficult time undengting why teams were having
trouble coming up with data goals. What is so habdut incorporating data into
instructional planning and practices? | kept sayidgta-driven decisions” over
and over in my mind, but maybe | thought too muchtMaybe | was getting down
on the teachers. ... Maybe | was turning too negalitiéenking | could motivate
them better, | used cute little clichés like, “Wilad they do before all this data
was available to them? How did they make decidibas? If they are not making
instructional decisions based on data then whdtésdlternative? ...”"Hunch-
based decisions?” The way | see it is if one te&teachers can set data goals,
can come up with a way to use data to truly infaretruction (common
assessments), then everyone can.
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When | wrote this up, | was trying to push throulé setting of data goals for all
teachers. It seemed fairly clear then that | fietirgyly about the use of data to drive the
social-justice initiative. To some degree, | watofeing orders from my principal, as it
was her initiative to have all teams of teachetdlsese data goals. Although my level of
frustration seems fairly apparent, my brashnessnisé¢e have declined. Perhaps my
brashness diminishes in this vignette as usingestiudiata as evidence to illustrate the
achievement gap seems to decrease my reliance @tioarand personality.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include dialogical, fedrfreedom and cooperation. From a
Freirean perspective, it seems obvious in thisetfignthat for some reason teachers were
fearful of data and setting data-based goals. Alghat may appear that due to teachers
not wanting to set data-based goals they were gxigld-reire’s concept of the fear of
freedom, this vignette also contained examplesadbdical cultural action and
cooperation.

Freire’s (1970) ideas and concepts of dialogicélcal action, specifically that of
cooperation, point out that cooperation occurs eviign there is a high level of authentic
communication and trust among members of the gamaithe leader; members do not
allow the world to be revealed to them by anyorse;ehnd a common belief among
members that they are capable of pursuing liberdtigether. In this vignette, at least
one group of teachers indeed felt empowered entiuglork collaboratively to
understand what the data from students were teliem. From a Freirean perspective
my leadership was exhibiting dialogical culturaliac with this particular group of
teachers.
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One point on Freire’s concept of cooperation inagjecal cultural action needs
further discussion: Freire’s (1970) idea regardingone revealing the world for anyone
else. This seems relevant and applicable to thisette. First, it would appear leaders
can never “force” followers to do anything. | couldt force teams of teachers to set
authentic, meaningful data goals. | could pointrthie the direction of analyzing student-
achievement data, but they needed to carefullyidenthe data, reflect, analyze, and let
it “reveal” something meaningful that would ultinelt assist them in better serving
students. However, it is understandable that tivexdd be real fear in going through this
process; for teachers to actually understand acepaproblems associated with the
achievement gap.

In sum, from a Freirean perspective there exidisesutic dialogical cultural
action through cooperation with at least one teiteachers in this vignette, which |
believe is not an easy process for anyone; ndigdaglers nor followers. From a Freirean
perspective, | should refrain from telling teachwtsat to do, as this would perpetuate the
oppressor/oppressed structure and not move adultsd freedom and liberation—
although moving in this direction would undoubtediguire greater responsibility,
commitment, acceptance, and most likely, risk.

The Tracking Debate Goes On.
Contentious

“Come on, I'll walk down with you.” | said to MrdV. as the fourth period bell

was about to ring. In anticipation for their nexass, students were busily

gathering their things from their lockers and gegtia few extra seconds of
precious social time with friends before the tabdyl rang. We couldn’t walk side
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by side. This would take up too much all-importgece in the hallway, and
we’d end up being bumped into by an unsuspectimgpardinated preadolescent.

We made it to Mrs. W’s room and continued our cosatéeon on tracking
students by ability. She wasn't confrontationabelligerent about tracking
students by ability. Her arms weren't flailing alboHer voice wasn'’t high-
pitched. But she was adamant about separating antbving students based on
ability. Statements such as “But Dave, come on,haxe to agree that if | only
had one true level of students to address | cowddtrall their needs in my
classroom.” | listened as she continued. “Daveyduld be so much more
effective to have an ‘in-between-track’ of studeng aren’t quite ready for my
class.” Mrs. W had thought about this proposition $ome time. This was
evident from the elaborate description she putféotme. She was passionate
about tracking students, so | wasn’'t about to stumtn her ideas ... right away,
that is. Some of her argument contained the useagans for tracking students by
ability such as “Students can’t learn complex cqoteaf they haven’'t mastered
the basics.” and ‘Tracking enables the studente&on at their own pace.”

| waited and listened. | was anxious to jump in gnek all the reasons why
tracking is bad for students. Something was diffevgth Mrs. W and the nearly
all-White affluent school where | found myself aBistant principal. While many
teachers have not had the experiences I've hadhicep like the southside of
Chicago and inner-city Cleveland, | felt a distifidifference” in working
through complex issues such as tracking with Mrand/the teachers and staff. |
could remember trying to work through complex isssigch as tracking at my
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former school in Chicago, however, one particuksue could never stick around
long enough to really capture our attention. Iniive@s, even good critical
discussion, were always fleeting in Chicago. Tragkioes capture our attention
here and it is addicting to think of it as a sotutito low achieving students. At
least outwardly, Mrs. W never bashed me for gogarast her thoughts and
ideas on how tracking was good for students. Caehgr | gained a real
appreciation and understanding for teachers thatiatty can stand up for
something they believe in, even though an admat@tdisagrees. Strangely,
even though tracking is kooky in my mind and belystem, | felt that the
teachers naively espousing it because they genuiosdieve it good for students,
may be getting a bad rap. How dare | think lesthefm for always putting
students first. | guess | rationalized it as simpfmisguided” commitment.
Although on the other hand, wanting to track studday ability is like a drug
addiction. | know this is a bold statement to maiwel | didn’t have the heart to
tell Mrs. W. this, but tracking students by abibiyvays comes up as a possible
solution to academic achievement problems. Someiitaehe first solution to
come up. Sometimes | hear it so much | start batieiv a viable solution. That's
why it’s like a drug addiction. Whenever studerdshdt achieve, or groups of
students such as students with an IEP do not aela@ea level commensurate
with their non-IEP counterparts, removing and sejiarg—or tracking—them
into a slower paced or more “basic skills” classeses to be the answer. There

are serious problems with tracking and I've triedassist teachers and staff in
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understanding these dilemmas through dialogue bagtesentation of research
and data.

Students began to file into Mrs. W’s classroom asentinued to converse
just outside her door. She knew this tracking tldagld work. She, like most
teachers, was committed to meeting the academatsradeall students. “And
Dave, if we track them by ability, the students fiviblly enjoy the success which
will make them feel so much better about comirggtmol each day.” | felt |
needed to say something.

“Okay Mrs. W | get your point, but how can we beesall students will
benefit from ability tracking? The research is lcut clear on this one, and has
been for some time. Who do you think benefits framgtability grouping?” Mrs.
W didn’t need to answer, she’d heard this countguanent before. | proceeded.
“Okay, okay, so if we track by ability, do you neal how small we need to make
class sizes to be truly effective? It's impossibleere’s no way we can reduce
class sizes to 10 students per class.” Mrs. W reatdhthis counterargument, too.
Her response? “Dave, I’'m not saying the entire sdlghould track, I'm just
saying baby steps, that's all. Start with one scge one grade level or even one
team and just try it out.”

The fourth period bell finally rang and not oneMdfs. W’s students was late.
| got a call on my walkie talkie to swing by theimeaffice when | get a chance;
something about a student needing to talk to mardigg a schedule change.
Mrs. W leaned into her classroom and reminded théents to begin the bell
work that was displayed on the SMARTBoard. Mrsnd/laveren’t finished. |
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only had about a half minute to really say someghimeaningful. It was evident
that we both respected each other, but disagreeal particular educational
issue. But I'm the administrator and | needed tovk2some “food for thought.”
Mrs. W exhaled and said “Well, that’s just howelf®ave.” She put one foot
into her doorway of her classroom when | said, “MV¢ consider this. What if we
tried your plan and tracked students based on gbiWho do you think would
end up in those low/slow track classrooms? Andenhiinow we’re not by any
means diverse, what would happen if the few sted#rdolor that we do have
ended up in those classrooms? Or what if the laekied classrooms were
comprised of students on free and reduced lunchéstdents with an IEP?”
Mrs. W retorted, “How many would we be talking abddave?” | inched
backwards away from Mrs. W’s door as the hallwalshed down and became
dead silent. It was clear we ran out of time. Alistance of about ten feet, | went
a little global on her as | was trying to frameghiather complex problem in a
much broader context. | answered, “Well, traditiipathese are the students
that end up in low track classes. And they donttsed mainly because there is
some degree of social and academic isolation apdad@tion that can lead to
lower expectations, lower achievement, and higledaior problems.”
“| gotta go Dave. We'll talk later.” Mrs. W said dsdisappeared down the
hallway heading back to the office to talk to adstiot about scheduling.
This piece is something | wrote as a compilatioexgeriences with teachers and
staff regarding the subject of ability trackingidthe bits and pieces of many experiences
I have had with many colleagues. This conversiggpbaed many, many times. There is
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no “real” Mrs. W per se, and yet, we have all bbks. W at one time or another. She is
symbolic of the teacher—administrator interactibhave had with staff about ability
tracking. | can remember not feeling good aboutgisny past experiences in inner-city
Chicago and Cleveland when working with teachersamplex issues such as tracking. |
felt | was throwing a trump card of sorts to besbleague. | also felt | was “using” the
very children | was purporting to help; namely thegho have been marginalized and not
served well by public education, to make a poird professional argument.

Even now, | believe, at times, there is an “expergegap” between my staff and
me. Because | may have more experience workingstittients of color or students with
an IEP, and | may have more knowledge about tliica&tional reality, | get the sense
sometimes that | am automatically at some advantduge working through these issues
with teachers and staff. It is almost as if | h#twe last word. | could be confused on this
point. I'm not sure. | am rather new as an admiaist. To counter my feelings of
inexperience, | rationalize that social injustices not happen over night; therefore
eradication of such injustices will not happen ovght either. | feel a little suspect,
though. | have asked myself, what orked in an all-African American school? What
would the response be of African American teachkrgZhicago, when | worked at a
nearly all-Mexican American school, | naively blairtee “oppressive suburbs.” Now |
work in one of those suburbs | used to rail agaifisis was not the only time ability,
race, class, and student achievement came updassi®ns.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include dialogical, plein posing, paternalistic, and conquest.
Because this vignette was written as a compilatiditerally dozens of similar
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interactions | have had with many teachers, | belfeom a Freirean perspective the idea
of tracking is well entrenched, and something ethusaruly consider a solution to
student-learning problems. Regardless of the besreafid drawbacks of tracking, many
educators immediately consider tracking as a ren@dyudents’ lack of academic
achievement.

From a Freirean perspective, this vignette illusttadialogical cultural action and
problem posing, because there seemed to be a d#geeerity on my part and that of
the teacher, to listen and consider the poss#sliéind realities of what each was posing.
For example, there were many occasions on whidh&a seemed to almost plead their
case for tracking students by ability. | listened @onsidered what a “tracked” school
would look like. Similarly, when | posed problemgmwtracking students by ability to
teachers, they listened and tried to envision whmt classrooms would look like
completely free of tracking; maybe even what it ldaiake to meet all their students’
academic needs. From a Freirean perspective tlmgdeamay have fallen short and
begun to look a bit paternalistic, with some eletaer conquest. Following, | look more
closely at this vignette.

First, there may be some concern with the way iiclwh“present facts” during
dialogical interactions with teachers. According-teire (1970), paternalism and
conquest directly address the imbalance of powethis case, the imbalance may be that
| am the administrator and | may be perceivedyasdrto control the situation by the
selection of facts | choose to use and experiehclesose to present. The imbalance
occurs when a teacher may not want to challengassgrtions regarding tracking. If
there is a level of fear and intimidation occurtingwever subtle, the teacher and |
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cannot get at genuine dialogue that leads to atithewilaboration to understand tracking
students by ability until that barrier is complgtbloken down.

From a Freirean perspective, to stay clear of patesm and conquest, the school
leader must allow for free-flowing problem posimgaccur, without recourse, regarding
very meaningful issues in education such as trgckinacking has direct implications to
social justice in schools. The leader, by usind@m posing, allows teachers to “figure
out the ills” of tracking. This could take a lonmée, perhaps months or years. However,
if the teachers cannot “own and understand” wlaatking students by ability means,
then meeting the academic needs of all studentsemilain elusive and difficult to
accomplish. If, through dialogical cultural actid@@achers and administrators pose
problems collaboratively in the absence of seléiest and the coercive presentation of
one-sided facts and experiences, the possibiligtefor better meeting the needs of all
students.

It's Frustrating That Dave Doesn’t Answer Your Quegion.
Inconsistent

| don’t want to frustrate people. It's not my intea have frustrated, unhappy

people working in our school. This happens someatith@ugh. Much of the

frustration seems to be centered on my decisioringability (or lack thereof).

Where | think most of the frustration comes fromvh&n | put questions back on

people. They are not the simple issues or questipansback on people. In a way

| feel guilty because | usually take care of theiat stuff like deciding whether or
not staff members should sing the Twelve Days o§tafas for the children this
year. To me, those are not the big questions thatito be asked. I'd asked my
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staff once to take up a dialogue with a colleaguenv@ regarding how students
learn best. In essence, | asked them to arguet.itSmin a way, I'm taking the
easy way out. | take care of the really easy $ikdfsinging songs, should we
purchase the yellow and/or magenta color ink cagdgs this year, and where the
recycling bin should be located. | guess all thesesy decisions” have (directly
or indirectly) to do with student learning and agfement.

People want me to make the easy decisions, andahthet time | do.
Perhaps | “look” more like an experienced, assuesthinistrator. | don’t know.

Back to the difficult questions, that | never ansyly staff jokes that
“Martin never answers your questions.”) Two sta#mbers said they had
actually deleted an e-mail they planned on sendiegbecause it contained
guestions they knew I'd put back on them. | gudssgiood they’re joking about
something that is important to me. The one diffiquestion | asked, “How do
children learn best?” was never really tackled. Ifmat sure why people did not
feel compelled to explicitly dialogue and debais tbsue. Ultimately | heard
rumblings that there is no time. Time. | guess mddtsay there’s no time for
anything. We simply do not have enough hours ird#tyeto complete everything
we need to complete. True, there is a lot to acdismpm schools, and we need to
prioritize based on need, so why not make issugs &show students learn best
a top priority.

My aversion to telling people an “answer” to a diifilt question can have
unintended outcomes, though. For example, one @éathers thanked me for
helping her become more self-reliant. She saidKenteer think and solve
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problems for herself. Superficially, | guess tlosrsds great. However, | wasn’t
quite sure how to accept her “thank you.” | feltile like a patriarch dispensing
valuable life knowledge so she could fend for Hensehe wilds of public
education. Maybe I'm overanalyzing a simple, kiedtgre; overanalyzing a
simple “thanks.” I'm not sure. | do know that | wiato build capacity in our
school. If I leave tomorrow, | can be relativityrtzen the place would flourish
without me. | also would like to see all of us e point where we’re not
“thanking” but rather collaboratively working togkéer to collectively benefit the
school as a whole. It would be very meaningfulafall asked each other “big”
guestions like, “How do students learn best?”
| extracted this piece from my journal. Looking kaow, | know | have changed
course a bit in a year. For example, one of mysgyaals to be more decisive in my
decision making, mostly because it exasperatesi@edpen | keep putting questions
back on them. | struggle with the degree to whishduld make decisions, which
decisions to make, or which dialogic engagemeng Biwould pursue as a school. | have
considered making the decisions for little issliks,the 12 Days of Christmas, but leave
the big issues to a more democratic process. Bisbiges, | mean | could use the
guestioning process to perhaps get staff to tegt tvn assumptions. | know this can be
a little frightening, as many people have diffigudidmitting a long-held belief may not
be the best way of doing something or even nedgstaee. | think about Freire’s theory
of the “fear of freedom” and see how this reallgsithappen in decision making.
Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include dialogical athe fear of freedom. In particular, the
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concept of fear of freedom seems evident in thgeeite because | want teachers to
dialogue about important issues directly relatesttment learning, and teachers do not
immediately want to do this. There may be more gain here, which warrants further
discussion.

In a dialogical sense, viewing this vignette frdme Freirean perspective, there
may be questions as to why teachers are seemioglifoctable with me making all or
most decisions; questions how and why this arraegelcame to be, and why having no
decision-making power is not an issue of concertidachers. Viewing this situation
through a Freirean lens may reveal that the oppdese so identified by their
oppressor’s role that the thought of letting go gaohing the responsibility of freedom
becomes risky to attempt. Although | do not belidve particular Freirean dialectic
plays out exactly this way in my school, that ishame being the oppressor and the
teachers frightened to be free, it may take oniqguenmeaning which will be explained
next.

In this vignette, perhaps it is the “notion” or ‘age” of administration that
complicates empowering teachers to make importaciswns for dialogical
arrangements. Without exonerating my complicityhiis arrangement, | do not think the
teachers identify me personally as the oppresater, they identify the group to which
| belong as the oppressor. Perhaps because | aanainistrator, | am associated with
traditional beliefs of what administrators are extpd to do. If administrators have
traditionally been viewed as the sole decision makehat it is their primary purpose to

make decisions on all matters big and small—teachied staff could naturally be
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hesitant in assisting in the decision-making precas they do not want to be accused of
overstepping their authority.

In sum, from a Freirean perspective, my intentmerigage teachers in dialogical
cultural action to discuss important issues ofadaistice, such as how students learn
best, the fear of freedom may be preventing tlisifhappening. Additionally, from a
Freirean perspective, traditional roles of what enilsirators and teachers are “supposed
to do” need to be rearranged. On the topics of albehildren learn best and decision
making, Freire may suggest a format that promopes aialogue and exploration, one
that enables teachers to take professional rigksdihnot rely on administrative approval
or heavy oversight.

The Manager Is in the Principal’s Office.
Uncertain

I’'m a little mad. | seem to be evolving into thedder | don’t want to be. Lately,

my leadership could be described as a computeescthe master schedule, and

a calculator. I'm a manager; and judging by whats®folks think, not a very

good one.

I’m not doing what | want to do. False veracity—ank my ass off. I'm
relentless in trying to make my school run smoothlyant it to be efficient and
effective. | work so hard trying to make sure etreng is running right that |
don’t even realize what I'm forgetting; forgettimgportant things. I'm trying to
be a great manager. The funny thing is | don’t kimmy staff even agrees with me.
Many staff members may even say I'm a poor manéigenot sure, but | sense
my staff feels that since | work so hard, the jeimbuld run perfectly; that there
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should never be a glitch in any schedule, any ptaoe or any routine. After all,

if | work so hard, what am | doing? Shouldn’t a lrein school be indicative of

the principal’s hard work?

Yet, I'm on amphetamines (figuratively) about getshit done. Getting it
done becomes the end, and it never ends. Theralwdlys be another schedule
to make, another routine to develop, another pddicg procedure to review,
another something to manage.

This was in my journal, written early in my firstgr as an elementary school
principal. | wrote it after a long drought from tlieerature on leadership for social
justice. | had literally gone months without reaglansingle article, book, website, or blog
on social justice. Worse yet, the orientation afdership for social justice as an approach
to leading my school had not yet entered my mihis. important to stay connected to the
literature on leadership for social justice. Peghggading and staying connected to the
literature on leadership for social justice helpsfkme grounded and gives a sense of
purpose, conviction, and focus on how to betted leany school. If | do not stay
connected to the literature, | could get overwhelméh the busy work, and it overtakes
me. Additionally, | have come to learn, since bdimgoduced to the leadership for social
justice literature, that if | stay away too longyéts more and more difficult to use the
theories in practice. In my situation, as | amméag to lead for social justice, | feel |
may be wasting other people’s time by starting stogping the dialogue on how to best
serve all children. Thinking back now, | can sagttbne of the reasons | again began to
read the literature on leadership for social jestitthe time of the journal entry was that
| was angry about what | was doing, that is, | seeémo be doing exclusively managerial
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work. The false veracity | mentioned is real antsistent. If | don’t actively
acknowledge and try to avoid it, it becomes quégyeto slip into a managerial role that
never addresses issues of equity and social justicg school. The work of leadership
for social justice is never over, never ending.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include paternalisti@mipulation, conquest, antidialogic, false
generosity, and divide and rule. Although briefs ignette was very meaningful in my
learning process, as it provided several point&loich to reflect and gain insights into
leadership. For the application of the Freireancepis to this vignette, | must first
provide some background knowledge.

Before trying to overlaying the Freirean perspextm this vignette, it is
important to know how and why these Freirean cotscepre assigned to this vignette.
What may not be readily apparent in this vigneteeray actions and behaviors in
carrying out the managerial roles in my schoohat particular time. The Freirean
concepts of paternalism, manipulation, conquesidiatogical, false generosity, and
divide and rule are closely tied to traditionalnfsr of leadership: managing a school
could include any and all of these Freirean coredgainaging a school so that it runs
smoothly and efficiently could involve any or afltbe antidialogical Freirean concepts.

| alluded to the term false veracity at the begigrof this vignette. False veracity
is the term that may best sum my behaviors andretn trying to manage my school in
this time period. Working hard as a manager magapputwardly sincere, but if it is to
the exclusion of dialogical cultural action, itasly superficial and perhaps even
temporary. It is a good way to keep everyone cdntemexample of this is scheduling.
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To build a master schedule, many variables nebe toet. Inevitably, these
scheduling variables in the building of a mastasslschedule can be traced back to staff
preference, even staff comfort. For example, if sone likes to have classes scheduled a
certain way, perhaps around recess or lunch, thesds to be a decision about whether
this benefits students in academically positive svdfyit does not, antidialogical
techniques could occur. For example, in the absehcstical, open dialogue, the
manager begins to find ways to manipulate the sdeesb that staff members may be
content with the flow of their classes. This manglude false generosity, as there is an
effort to “make people feel good.” Scheduling istjone example of the many
managerial roles administrators must perform. As bhef exampled indicated, there are
many challenges to performing managerial tasksayswhat promote social justice
through dialogical cultural actions with all stafembers.

In sum, from a Freirean perspective, manageriatjmes by a school
administrator can be antidialogical and includehstmncepts paternalistic, manipulation,
conquest, antidialogic, false generosity, and @\add rule. Similarly, from a Freirean
perspective, this is no surprise in education,@dng to the “established class” of
oppressors. Moreover, because | belong to thiblestiad class, which is in many ways
tied to traditional leadership roles, 1 will constig struggle against leading in
antidialogical ways.

| Question Myself.
Uncertain

We had an in-service/records day on Halloweenh&rhorning, the teachers

completed mandatory on-line safety training anthm afternoon worked on
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report cards. It was about 4:00, time to leave, whdeacher came in asking
about a student she has who is performing poorheinclass. | asked a few
guestions and it was quickly discerned that thislent lives in a home where a
language other than English is spoken.

The teacher described the girl as having poor gsadige to lack of
motivation. The teacher has done anything but gpren this student. She’s
constantly looking for ways to intervene and h&lpys to motivate and engage
her. We discussed what could be done. She gavdittie background.

The teacher, Mrs. Mays, said Maria lives with herdian grandmother and
possibly great-grandmother. She knows that Spasispoken at home, but
Maria doesn’t seem confused at school in termamjliage. She is relatively new
to our district.

| must say that Mrs. Mays is a motivator. | feekivaied when | walk in her
room. She’s always looking for the positive angiéhow to best work with her
students. She’s been around. She’s no rookienk tsthe has over 25 years of
teaching experience. So when we began the conw@rsdiout why Maria is
performing so poorly, the first few questions wairgctly to the home culture;
specifically, the home language. When | raisedjtirestion of whether or not
“living in two worlds” could be affecting Maria’s @demic performance, Mrs.
Mays joked, “Oh, | forgot | was talking to ‘BilingiiDave.” | was happy that
Mrs. Mays felt comfortable enough to joke with kewever, | wanted to be

certain that Mrs. Mays and | were understandingreather as it pertained to
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Maria’s academic situation. Again, | knew Mrs. Mayas just joking; however, |
wanted to see if my ideas were being dismissedez@alousness.

| pursued it a little farther and simply rephrasetiat | had just said. “So, do
you think it's possible for a student to struggtademically if she is essentially
caught between two worlds, a home world that mayadike the middle-class
world called ‘school’ she attends every day?” Tdidn't anger Mrs. Mays,
rather she seemed genuinely pensive by my quektian’t explain the reaction,
but the “wheels started to turn.” | don’t think niyteraction had much to do with
it, as | know Mrs. Mays to be a motivator.

About three weeks later, we conducted parent/teaadrderence night. At
Maria’s conference, both her mother and grandmotitéznded, along with me
and a reading teacher. She opened with, “Can wekwagether to make sure
Maria succeeds?” Mrs. Mays had a plan. The plan e Mrs. Mays had
enough of Maria coming late to class every mornBige was not going to accept
mediocre effort out of Maria any longer. Not thatsMMays ever did accept these
things before, but now it seemed different.

[Sometimes | confuse myself. I'm trying to learivéca better leader for
social justice in an affluent, nearly all-White smban elementary school. | don'’t
latch on to situations like that of Maria and MMays; however, | confuse myself
because | don’'t know if these are the situatioas ktishould latch on to. It's
confusing to me because sometimes | don't beliggelinl ask myself, why

would | have this conversation with Mrs. Maysltiv think about what social
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justice means and come back to notions of equ&ldy.ask myself if I'm leading
for equality. The answer is | don’t know.]
After this exchange with Mrs. Mays | got to thimkthat maybe I'm having
this conversation because I'm trying to learn tagfce leadership for social
justice, not because it is innately “right” (or fideous, whatever) to somehow
stick up for those that may not be in the “normriddwhat the hell is the norm
anyway? | should stick up for those that arentlike. Well, that's confusing.
This experience with Maria and Mrs. Mays remindezlgha similar one with a
team of teachers at a different school. In comggettie two experiences, | noticed a few
similarities and a few differences. One similaxitgts that, for some reason, in both
situations, we were talking about second-languagmers. One difference | noticed was
that | was less emotional in the second convensaliavould be naive to draw a
sweeping conclusion that by virtue of caring altend placing second-language learners
at the fore, somehow | am practicing better sgastice in my school. Ironically, though,
I am hard pressed to say these issues are nat ford of many of my conversations with
staff. | think the staff also knows that theseiarportant to me. Yet, | cannot say | know
what | am doing or that | am certain that becabesé are important to me it must be an
example of practicing leadership for social justiogoking back on when | wrote this
and thinking about it now, a year later, Mrs. Mags not changed. She is still a great
motivator.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include dialogic andontpleteness. There is clear evidence of
dialogical problem posing in this vignette. Thisittbbe seen when | asked Mrs. Mays
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the question, “So, do you think it's possible fastadent to struggle academically if she
is essentially caught between two worlds, a homedatbat many not be like the middle-
class world called ‘school’ she attends every ddy®m a Freirean perspective, the
problem posed of living in two worlds had the pdiaito be democratically discussed
whereby mutual inquiry could reveal meaningful amdtiple understandings of how to
best meet Maria’s academic needs. Shor (1992) wesdatnsively on the power of mutual
inquiry. However, somewhat more salient—and mastugitive—is my incompleteness
in this vignette; specifically my questioning of aH am attempting to do as a leader.

According to Freire (1970), incompleteness is aheutic approach to education
that allows people to strive to be more fully humBeing critically aware, reflecting,
and hopefully acting on one’s incomplete learniag be a powerful experience for
school leaders. In this vignette, there is evidesfame being critically aware, reflecting,
and acting. From a Freirean perspective, quesiomiy efforts in trying to practice
leadership for social justice moves me toward aencatical awareness and
understanding of social justice. Thus, from a [é@irperspective, learning is never
complete. If | can question what | do and belies@aa&chool leader, and continue to
critically learn and reflect on my practice, | sklbgrow and improve.

The Reporter Gets Dave Centered Again on What's Imprtant in School.
Uncertain/Tentative

It was a parent—teacher conference night at my schod | was trying to catch

up on answering some e-mails. There’s usually natimto do on these nights

except sit in on a few conferences should the aalequest my presence. My

presence usually signals there’s something wradkg,d testy parent. | didn'’t
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have many of those this night, so | was followipgpn a phone call that | needed
to make.

Sue is a community reporter who's doing some peaotiwork at my school
for her university class. She had sent an e-mé&hadays earlier inquiring
whether or not she could ask me a few questioriketopic of motivation. |
always think it a good thing to inspire the nexheetion of teachers (puke!). We
ended up speaking for nearly an hour, and I'm noeshe came away with what
she was supposed to accomplish for her univerkigsc

Sue asked if I wouldn’t mind answering a few qoesti‘off the record”
regarding motivation. | said if it's off the recofdl say anything once! She
opened with the usual, “Do you think there’s aruessvith motivation?” |
countered with “What’s your definition of ‘issue’¥Ve both laughed after Sue’s
huge sigh. We laughed again when we both refereti@ethmous Clinton line of
“It depends on what your definition of ‘is’ is.”Wasn't trying to be a jerk and Sue
certainly knew that. Likewise, she’s “reporter sgvand can pick up on a line
crap in a heartbeat.

The conversation moved pretty quickly after that foke. In fact, Sue seemed
to move off script as soon as she detected thaslgeing to question every
preconceived, packaged, canned, sanitized, hade-tis-to-complete-the-
requirements-of-my-university-class-assignment timesOur conversation went
something like this:

Sue: Do you think motivating students is important?
Me: Oh yes, it certainly is.
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Sue: What's the best way to motivate students?

Me: Oh, one must have a strong external reward stadents will respond.
Sue: Well, then are all children motivated the savag?

Me: Oh no, one must differentiate his/her motivadictechniques.

After about five minutes of my ornery non-answ8tug tossed in the towel.

“Alright Dave, what do you really think?” | had dtught in my head and |
had to get it out. | suggested to Sue that maylevation is intrinsic; that maybe
the problem is not about material rewards, insgirgspeeches, stickers or
interesting curricular games (the opposite of teenthings | was being sarcastic
about moments earlier). | suggested that maybertrogvation for students could
be about empowerment and a sense of the world drthem. | dove into all
kinds of fancy academic things. | spoke eloqueiityut how we’re the 11th
highest academic performing school district in Oara that we ought to teach
our kids about perceiving the political, social,da@conomic contradictions in
society. | talked in-depth about when children caalize these contradictions in
society, they will be moved to act and work agaimsistices. | went on for a
good long while.

Sue’s next question was “So, what's the role oftélaeher in motivating our
junior souls in schools?” | was waiting for this egtion. | had a good answer to
it. | proudly said that 80% of the teaching forcetihe United States is White
middle-class folks. | was even more proud of my pesit. ... “ Sue, it's not
enough to have everyone on the bus. It's far moportant to have everyone in
the right seat on the bus.” [I don’t know how I didbut | somehow linked that
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weak-ass bus analogy with my lily-White schookigist need to hire more
teachers of color.] | told Sue some more good asadstuff. | said there’s no
way a White teacher of middle-class backgroundlcaow how to motivate a
child from a traditionally marginalized/oppressesbgp, i.e., a child of color, a
child with a disability, a child of economic disashtage, etc.

| explained how I’'m on top of the social food chdirat | stand to gain the
most in NOT preparing our junior souls to be awafe¢hose political, social, and
economical contradictions in society because ifl] d could mean that White
kids may begin to not replicate the status quobé&iter yet, through education,
White kids of privileged may work to tear down Ipeng that have maintained an
unjust educational system/society. | whined &elitibo. | said it's hard to be a
principal for social justice. Her next question waefinitely not scripted, nor was
about motivation ... or maybe it was ... my motivation.

Sue asked, “What are you doing here? Why aren’tigdgbe inner-city or
something?” | think | whined a little more afterathquestion and maybe even got
some sympathy. | launched into the “how” of thingsw | needed to enter into
dialogical relationships with teachers, how we regbtb question each other in
professional ways so we could try to create a nastlearning environment for
all students. | quoted some of Freire’s work. Said she’d like to see this stuff
I’m quoting.

Sue is pretty close to our school still. She israter parent and still volunteers
once in a while. This piece is also fairly symbafca few recurring themes I've noticed
about myself trying to learn to lead for socialtics. First, | can make an abstract
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argument about how one should practice leadershigdcial justice, but the practice is
lacking (hence Sue’s comment). | do not know whgn make the abstract argument
without practice. | do know | have to make a cotexkeffort to avoid making the
abstract argument and get on with doing sometiim@reness is an effective starting
point, but | cannot stay there forever. Second, didlogue with Sue represents another
layer of leadership for social justice: specifigalt appears inverted in my
school/district. That is, those traditionally margiized in public education are not
represented in great numbers, as they are in tie gity. This realization does not
dismiss my responsibility in trying to lead for squstice, but it would appear | need to
at least do a better job in raising the awarenesstudents—in particular—toward greater
social responsibility. However, in contrast, | cahsimply equate leadership for social
justice exclusively with the inner city. There msportant social justice work to be
accomplished in all schools everywhere. For exantpéeprivileged in my community
need to be enlisted to support social justice,laimd my work with teachers, in
dialogical ways. Finally, this interaction with Saed the way she got me to think and
reflect could be similar to Freire’s (1970) idegooéxis: refection on dialogue, followed
by action.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include dialogic/antidigic and paternalism. My conversation
with Sue was somewhat paternalistic and antidiakdgas my contributions to the
conversation did not seem genuine, humble, or nde a way, albeit harmless, my
interactions with Sue were a bit sarcastic andsaitered. However, from a Freirean
perspective we were engaged in critical dialogusoate level.
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In sum, from a Freirean perspective we engagethiogle that would be
considered important in getting at the structufegppression in society. In our
interactions we questioned the status quo of estutand White privilege. Most
importantly, from a Freirean perspective, my writteflection after the vignette indicates
I am considering the world in which | participabtayve identified the problem, articulated
what to do, and all that is missing is taking dffexzaction to do something about
injustices.

Still Struggling With the Who, How, and Why of Leadership for Social Justice.
Uncertain/Tentative

“I’'m struggling with identifying who’s poor.” | sapne day in a conversation |

had with a teacher in my office. | go on to explaivery deconstructing terms

what | mean by my opening sentence “I'm struggintlp identifying who'’s

poor.” | say it over and over, about ten timesskaf | have the right to sort folks

into rich and poor? | ask the question again, “W@oor?” I'm beginning to

sound a little arrogant. | ask what'’s poor, howtigefined? | say, | think I'm

being a little presumptuous. | am struggling taufig out just who is poor when

I’m not even poor! She interjects, “Sounds pretfy-town to me Martin.” She

bursts out laughing. | laugh, too. She got me @ time. | say, “Wait, wait, wait.

I’'m trying to help, am I not? | have to start sonene, move forward, to help,

which would inevitably mean some level of idergtfan of who the poor are,

right?” | ask again, “So who are the poor?” She sayMartin, why don’t you
just treat everyone the same?” | retort with, “Nm, no! Total equality on paper
equates to inherent inequality in real people’$vYou’re making the colorblind
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argument!” | ask one more time. “Who’s poor?” | tala deep breath, sigh, and
once again, reconcile myself to just wanting tghake poor.

| tell her, “Here’s how bad | get. While | know lgiast | want to help the
poor, instead of fighting through my pitiful littheental struggle of who’s who in
the world of poverty, | take a stand and act onaare value of wanting to help
the poor. And this is what | decide to do. | hélpse who are nice poor people.”
She asks, “Okay, Martin, what does this look likes¢hool?” | go on. | say, “This
is what I think it looks like. | think nice pooritthren are ones who follow the
rules but don’t have much money. They respect me#rer adults in the school,
are kind of shy and reserved, but just don’t halet @f money. They may or may
not be on free and reduced lunches, may wear setamd clothes, and try to do
their homework every night. They’d be much betiglents if dad were not on
disability and unable to work, or if mom had grategfrom college and been
able to get a professional white-collar job. Noreddss, these poor children come
from hard working families because mom works 13$iaway at a menial job.
They struggle, but they’re kind, respectful, meegerved, and don’'t have much
money. They’re the type of children teachers sdy @n'’t you just want to take
him home with you?’ Or, “You know, if | could jastopt her for a year and give
her some stability, | know | could develop thoselgthabits.” | take a deep
breath and continue. The teacher is listening diose

As the economic downturn has wrecked havoc onifobsrtheast Ohio,
some families have gone from relative financial fmytrand security to
momentary poverty. At times, my heart especialgsgut to the children in these
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families. Are they poor? Technically, yes. But theythe sweetest, kindest, most
respectful and hard working children. They’re neiremy office because of
discipline. They’'ve always got smiles on their fadeéhese poor children get good
grades, t00.” She interjects a brief thought tovslme down. “I think it's about
striking a balance Dave.” She has used this “stitkia balance” argument
before, but | don't listen. | keep ranting. “Therete are those few families that
are seemingly choosing a life of relative povestyat least modesty. These
families would appear to be of low income compacethe affluence of the
community around them. The parents of these childre usually well educated,
more liberal than their conservative counterparnsmy community, politically
informed, sensible, polite, helpful to the scheolnteering) and definitely hard
working. The children are different because thera noticeable gap between
what is important to them and what is importantite mainstream (i.e., material
wealth is of little importance to these childrercaese, it would appear, parents
refuse to (or can’t) shower them all with the latgists and gadgets.) Still, these
children live in 1,100 square foot homes with rdegialks. They don’'t wear the
latest fashion in clothes or shoes, and may or n@yqualify for free and
reduced lunches. Yet, no one feels sorry for tiidgmay are summed up as good,
sensible, hard working children who know what'samant in life. | guess when |
help these children and their families, it makesfest good. So | guess my
struggle continues. | ask myself, ‘Are any of theskdren really poor?’ | don'’t

know. | struggle because | can’t answer it. Somediirbelieve | need to simply
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draw the line in the sand and boldly proclaim: ‘$h$ who is poor. Here they
are. Here is how we are going to help them. Done.”

The teacher again says, “I still think it's aboutiking a balance, trying to
help those you can, and feeling okay about helffioge you can.” Again, | don'’t
listen. | rant on. “But it's complex. Not only ddaHink about the ‘who’ but also
the ‘how’ in helping the poor. What about the notéce poor in my school, the
ones who make my life difficult but are just ag(emore) needy than some of the
ones I've just told you about? And what about therpstudents with parents who
aren’t so nice? What about the parents who alwagsrsto be working an angle
and trying to ‘get something’ from the school? kit were as simple as boiling
it down to ‘here’s our group of students on freel @aduced lunches.’ | wish |
could make it that simple and say that all we haveo is check the free and
reduced list and have them. Not only can’t we @, tlue in part to
confidentiality issues, but it wouldn’t tell the @¥& story. So I'm back to my
patriarchal struggle of trying to decide who'’s paarmy school. | know some of
the not so nice folks are poor, but they are diffid say they are difficult
because it rarely is the student that is diffignfomuch as the parent. Children
are great.”

The teacher is being very patient with me, butdlso trying to accomplish
something with her. | want to raise her awarenessvall as other teachers’
awareness of the complexities of working with sttslef poverty. | continue.
“Maybe it comes down to my understanding their lpignd, in turn, helping
teachers understand their plight. | often thougla class problem and not a lack
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of caring/compassion problem. By class probleme&amthat nearly all our

teachers come from middle class backgrounds. Térel/to bring with them

middle class values: efficiency, punctuality, resger authority, perseverance,
competitiveness, frugality and alike. | don't thihlese are so bad, but it could
mean a clash at any given time, should a child/panet ascribe to these middle
class values. What do you think?” She says, “Thig great discussion, but |
have class in thirty seconds and need to go tt#tleroom first.”

I thought to myself ... So the struggle goes onvAs/ene knows, children
with less financial resources tend to be margireiand negatively impacted by
public schools; | get frustrated with my indecisigss of trying to figure out if
one student/family is more worthy than another.

Stepping back and analyzing this vignette, theninte practice leadership for
social justice seems to be evident, but somethppgars to have gone astray. While | am
trying to dialogue with the teacher regarding th@ortant social justice issue of class,
my retreat away from leadership from social jusitcroted. To think or consider, as a
school leader, serving only the “deserving pooutsnts is not leadership for social
justice. I've had many discussions like this altbetrelatively few students of poverty in
our school. The discussions of class are very itapband complex with staff. Equally
complex is my position in these types of exchangesh as this one with this teacher. It
appears she is helping me clarify my belief syst@thpugh | am clearly exhibiting a
retreat from leadership for social justice.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include paternalism,ampleteness, anzbnscientizagcdoFrom
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the outset, this exchange with the teacher is teesaded. By this | mean there is not
enough listening, considering, and responding orpary. The teacher does, from a
Freirean perspective, seem to engage in problemgusth me; and | may be behaving
paternalistically by setting up a situation in white teacher does not have the
opportunity or environment to engage in dialogmatural action..

Ironically, although it seems the teacher is tryimg@ngage me in authentic
problem posing to better understand and clarifyntieaning of being poor, | respond by
persisting with paternalistic behaviors. First,dymot be “banking knowledge” with this
teacher, as it would appear | incessantly talk tfiyst thinking | understand the
problem of poverty at my school. If | were trulyrik@ng knowledge, | might look on this
teacher and situation as an opportunity to “begidis of knowledge” unto her. | do not
seem concerned with changing her way of thinkinghash as | want to figure out the
problem of poverty for myself. This is where, frantreirean perspective, the teacher
helps me.

Despite my paternalistic behavior, from a Freirparspective there is evidence
of the oppressed (teacher) trying to liberate fhygressor (administrator). In Freire’s
dialectic of oppressed/oppressor, true liberatioly oomes when the oppressed and the
oppressor together are engaged in dialogical @llaation and pose problems together to
gain a critical consciousness,aanscientizacdahat leads to reflection and praxis
(Freire, 1970). What was missing in this “almostldgical” interaction was my problem
posing back to the teacher. | am not certain wiateacher took away from the
interaction. It would appear | was able to recogmzy incompleteness in understanding
poverty specifically in my school, and perhaps stycin general.
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In sum, for this vignette, and from a Freirean pecsive, my paternalistic
behaviors have again interfered with authenticogj@lal cultural action; however, some
good may have been accomplished. First, | recodmzgincompleteness in learning.
Next, although difficult to ascertain, the teachray have learned from this interaction as
well. From a Freirean perspective, although indeedeacher used problem posing and
was interested in my critical consciousness, shertay have benefitted from this
experience.

Intelligence Testing, Race and Tracking.
Tentative

Jane, our school psychologist, is a great persamjby working with her, and |

think the feelings are mutual. Jane knows her.s8ifé’s the “go-to” for any and

all questions on [Individuals With Disability AclEPs, intelligence testing,
suspected disabilities, etc. I've often asked larexplain one thing or another to
me, and | know, with a great deal of certainty ttblae’s got the information |
need. Jane is often called upon by teachers whene ik a suspected disability.

Since we are a middle school, rarely is there arfigi@e” disability that is

detected in one of our students—especially if tingesit has been in our district

since kindergarten. Jane also splits time at adée@dementary school, so for

Jane to miss a disability in a K-3 student, antddwe that student arrive at the

middle school without an IEP, wouldn’t, well, ben@aJane knows her stuff.

Occasionally we get a transfer student from Clevel@ne student we
received was an African American seventh grade $ag loved football. He was
in our school exactly two weeks when Jane wasaal®n. One of the teachers
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was convinced Sam was learning disabled. Admitt&Hyn had some academic
gaps and holes. Jane attended the meeting to digmssible placement into
special education. Jane wouldn’'t have any of ie 8kin’t think testing this early
was a good idea. She stated that accommodationadjudtments to the
curriculum needed to be made first. This was Thaystdidn’t say anything in
the meeting. On Monday, the teacher said that sbeiged all the
accommodations and adjustments, but Sam wasadlilg. Jane was livid. She
refused to test him stating that the proper tims waeded to assist in Sam’s
adjustment to a new school, curriculum, teacheis, 8@am left our district a short
time later. | saw Sam in the lunch room the dajelffte This time | did say
something. | remember wishing him well with higlbatl career.

A few months later | had lunch with Jane and wecdktup a conversation
about intelligence testing. | told her | didn’t puuch faith in those instruments
as they are culturally, linguistically and raciallyias tests. | told her | could get
proof that these instruments were biased; thaw#rdict is out on these things. |
went home and got right to work. | gave her evengtlfirom Steven Jay Gould’s
work to the evil origin of the Bell Curve. | congalla healthy list of websites and
other resources that Jane could explore. | wasatertcould win her over.

| anxiously awaited Jane’s arrival Monday mornimgatsk if she had not only
received my homework, but actually read and ingastd it. Jane looked at me
and said, “Yeah, yeah, yeah ... so they're biased.té% all about the
interpretation. Why are you so anti-establishment#elt good to be called
“anti-establishment.” It conjured up images of meahippy flower child in the
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sixties protesting government cruelty to our peomority students. “Yeah, I'm
all about standing up for what | believe in; stamgliup for the oppressed.” |
thought to myself.

How easy it seemed to form an academic argumennsigan oppressive
educational structure such as intelligence tesbognot say a word on behalf of
a Black student who needed a voice? And how iribisdhat Jane refused to test
Sam but reluctantly and half-heartily admits tha wery instrument he puts so
much faith in is flawed.

This experience fundamentally changed me. Whabetidve? What am |
scared of? Had | spoken up on Sam'’s behalf, woalstiti be at our school? Who
cares about my argumentation ability anyway? SotwiHacan logically tear
something apart like the Bell Curve but not defdrvery children being
harmed by it. Isn’t practice more important tharetbric? | screwed up by
remaining silent. Retrospectively, | guess | wased to say something because |
cared more about myself, about what people woulk tbf me if | rocked the
boat too much. I'm still trying to figure out how do this thing called leadership
for social justice.

Jane services multiple schools in our district. previous vignette is based on
interactions in the past at our middle school. Wdtakes me after reading this is my tone
of sounding too much like a “social justice crugddeereally did send her a myriad
references on the cultural and linguistic biasestedligence testing. | started with the
default mode of passionately “sticking up” for thygpressed. But shortly thereafter, |
know | became smug and arrogant. | admit it feticgto hurl statistics about the
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numbers of poor and oppressed in public schoalscé had a teacher tell me after a staff
meeting in which | presented on poverty, “Dave, peuer once mentioned anything
about the poor farm boy living in rural America anddat he needs to do to overcome
obstacles such as breaking out of poverty, gettiggod education, and doing better than
his parent did.” | remember coming back with, “Wu know that’s not a fair
comparison. While there are more poor White folkémerican schools, poverty in the
African American community runs a much higher petage, something like 33 percent
to only 12 percent for Whites.” This was a typicsgponse of mine, which probably
earned me the nickname of “Data Dave.” It's hardiszern whether these types of
interactions actually affect behavior and translate a better understanding of social
justice on the part of teachers and staff. It seleme®d to keep my ego in check; that my
sense of success and accomplishment should beeddraum helping see that all students
are served well and achieving. As the data showyirvignettes, | catch myself feeling
good to dazzle people with numbers and statistics.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include paternalism |aligcal/antidialogical, manipulation,
conquest, and false generosity. From a Freireappetive, there are antidialogical
elements in this vignette. One that is most coringris that of the silence associated
with paternalism.

There were clear opportunities for me to say somgtbn behalf of Sam during
team meetings or other interactions with staff.nfr@Freirean perspective, any silence is
antidialogical, however, | believe the effect—ewymbolic effect—created when an
administrator fails to say something regardingrguastice in education is antidialogical.
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School leaders wield considerable symbolic infleemcvarious settings, so to not
communicate dialogically on the misguided “test alate” practice of students of color
is tantamount to being a paternalistic oppressor.

From a Freirean perspective, the way | gathereslress to present to Jane to
“win her over” was also antidialogical; specifigathat of conquest, manipulation, and
false generosity. Why did | take such a time-corisgrnterest in putting together an
elaborate argument to “convince” Jane that cedapects of testing are bias? In a classic
Freirean sense, | believe | was trying to maniguéatd conquer the situation through
false generosity. Not only with Jane in this vigagbut many times administrators feel
compelled to “enlighten” staff members with theskitresearch. From a Freirean
perspective, administrators objectify teacherssiatl, believing they need to be
enlightened by administrators, as they do not msesethe proper knowledge to think
critically about complex, difficult issues suchtasting. There is a patriarchal “feel” to
meting out data and research to teachers and staff.

In sum, all is not lost in the vignette. Indeednira Freirean perspective, setting
aside my antidialogical misgivings, there were #alogical opportunities in this
experience. Dialogue surrounding the topic of Imagsting is authentically trying to
uncover an issue in education that directly impatigdents who have been traditionally
marginalized in public schools. Additionally, fraenFreirean perspective, | have
critically and sufficiently reflected and considérhis problem and now it is time to act
on changing it. | had such a dialogical opportumitth Jane in this vignette. | needed to
continue the critical dialogue rather than tryindet research, data, and information do
the speaking for me.
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Teacher Swap, Teacher Agency, and the Teacher asrideéNotion.
Tentative

John had that look in his eyes again. It was a lthak signaled a dearth of
predictability. | felt uneasy. | didn’t know what ¢xpect when | walked into the
team meeting with John that day. | suppose Johtddmiconsidered one who
“shoots from the hip.” At times | really love himgally like what he says. Other
times, he annoys me, really gets under my skinséigre reason, I'm always on
his radar screen. He’s constantly feeding me adstehet of one-liners: “You're
on your way up Dave ... I'm on my way out.” Underitgsne on his e-mails it
reads, “you never know what impact you have on sod&y what you say or
do.” Needless to say, | knew something was brewimgn we walked into the
meeting together.

| wasn’t saying much during this particular meetifgst sort of letting the
teachers discuss matters on their agenda. Todaslteking the Henry David
Thoreau approach to school leadership: “those adstrators who administrate
least administrate best.” | would just stay outlod way.

John fidgeted in his chair, flashing occasionalrglas at me and the other
teachers. His playfulness was obvious, althoughetime | had absolutely no
clue about what he was concocting. Days beforepamber John asking
whether or not | showed the Mexican students IhaugChicago the movie
“Stand and Deliver.” | answered affirmatively. Hsleed whether or not this
inspired my former students to do better. | warhad that “hero” worship is a
dangerous path to travel in school leadership. ihped out that Hollywood loves
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to paint the picture that all poor minority studemteed is a hero in the
classroom. | told him Jaime Escalante was just beoexample of
oversimplifying a very complex, messy problem lmbgkimprovement.

I’m not sure how John pulled it off, but during theeting he threw out the
possibility of whether or not a teacher like JaiEszalante could reach all our
at-risk students. One teacher piped up and saitlifivee tracked students he
could get all the at-risk students “proficient dp@ve.” Another teacher chimed
in and stated that it all depended on student’s édife, that good parents
determine whether or not a child succeeds in scHaehs confused, but anxious
to contribute to the dialogue. | asked one of #achers to name her best student.
She did so, and | asked the following question:d@ksene is your best student,
straight A’s, top of the class, model citizen, &tow let’s put Gene in the lowest
performing school in Cleveland. How does he do@buildn’t distinguish one
particular answer as several teachers spoke at ohbere appeared to be some
confusion regarding my proposition. | was quickbsed with a counter question
from the teachers: “Do his parents go with him?5did, “You choose.” As the
teachers talked about this scenario and how Genddhactually do, there
seemed to be a consensus forming. They agreeG#m would do well in an
inner-city school only if his parents followed Hionthe low performing school. |
asked them why they were being so modest. Whgk®titedit where credit is
due? There was a long pause, and they all lookedeatvith blank stares. They
weren’t following me. | asked them if Gene’s doaedl in school had anything to
do with good teachers and good instruction?
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My next question to them came quickly: “Do you khanK—12 education in
this district is pretty darn good?” Heads noddedan down. | then asked,
“What would happen if one of our students had aifactive teacher one year?
Would/could she recover, bounce back academidadiynext year?” The teachers
related personal stories about what might happeme @acher stated that in his
previous position, he initiated a “lunch club” progm in which students ate
lunch with him each day in his room while receivingra help. He said that the
students that participated in this program prefodtisuper well” on both their
report cards and standardized tests. It was powerfid inspiring to hear him
talk about how well his students did. The bell rang we continued our
conversation in the hallway. He noted that whettefftehis former school at least
he knew those students who were with him duringjumeh club” benefited
enormously. He couldn’t say that of the students mdver came to see him. His
final comment was, “So ... yeah.”

As | walked back to my office, my mind was racimgila a minute. What did
he mean by, “So ... yeah?” Yeah, good teaching truafipsducational
obstacles? Yeah, take the hero out of the equatidrkids don’t learn? Yeah ...
what? Did the teachers make some kind of connebtbreen “hero theory” and
student achievement? Did | make some kind of céion@cwWhat was John up to
anyway? Did | dignify their work with my questiarsd prodding? Did they walk
away thinking that their teaching makes a diffeeeircall students’ lives? |
wasn’t sure where | was going with my line of giseséhg during the
conversation. At the time, | didn’t think it a diegic line of questioning. |
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imagine | was somehow projecting a belief that ge@thing occurs everywhere,

and that the “good parents/good home life” mythvigll, just a myth. | would

learn, however, that for some reason, teachers givenormous amount of credit
to the parents in this community, a community inctvih too, am a parent.

If there’s one piece of writing that has stood i of time, this is the one. It was
one of the first experiences | had written, butrerereading it now it seems to still have
relevance. This type of dialogue was/is not isalatdvave had many similar
conversations that follow the same (and predicjaditay line.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette include problem posid@logic,conscientizagdocooperation,
and unity for liberation. Indeed, this vignette hasurred in similar ways frequently in
my tenure as a school administrator. | believedlase several Freirean concepts that are
moving toward dialogical cultural action in thiguette.

From a Freirean perspective, meaningful probleningosas used when asking
teachers to consider their influence and agenoutir a hypothetical exchange of inner-
city and suburban teachers. Posing the probleweichers about whether they matter and
make a difference seems trivial, as the answerldtadways be obvious. However, for as
long as | have posed this hypothetical scenartedaohers, they almost inevitably divert
credit for student academic performance. | beliéwan a Freirean perspective, for
teachers to achieve trgenscientizacdand realize their full potential, influence, and
impact on students, they must participate in cotscepcooperation and of unity for
liberation. The following are excerpts frddedagogy of the Oppressgetreire, 1970) on
these two concepts:
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Thus cooperation leads dialogical Subjects to fabas attention on the reality
which mediates them and which—posed as a problenaleciyes them. The
response to that challenge is the action of diakddgbubjects upon reality in order

to transform it. (p. 168)

Freire (1970) stresses the importance of unityilb@ration:
Whereas in the antidialogical theory of actiondioeninators are compelled by
necessity to divide the oppressed, the more etaspyeserve the state of
oppression, in the dialogical theory the leaderstrdedicate themselves to an
untiring effort for unity among the oppressed—andyuof the leaders with the
oppressed—in order to achieve liberation ... one tvesoa true individual by
sundering the false unity of the divided self. (pp2—173)
Although the way events played out in my vigneteer@ot a perfect match to Freire’s
concepts of cooperation and unity of liberatiomréhare a few key similarities. What |
was trying to accomplish in this vignette was, tigio hypothetical problem posing, to
get teachers to genuinely consider their colleciive individual influence and impact on
students. By collective impact, | wanted teachersome to a collaborative
understanding that the vocation of teaching caa bmeans to create more equitable
learning spaces for all students.

In sum, From a Freirean perspective, administratsking to practice leadership
for social justice may conclude that the use ofttyygothetical teacher-exchange scenario
is a meaningful technique school leaders can upeotmote dialogical cultural action.
Similarly, from a Freirean perspective this mayabgood way to unify teachers to realize
how much influence they have in the classroom, @eealization of their agency as
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teachers); however, my problem posing may need wegper. That is, the content, from
a Freirean perspective, is thought provoking, sigfitly complex, and morally and
ethically beneficial for students, but it follows+tanes—more of a question/answer
format (“l speak, you speak”) rather than collabi@sinquiry.
Dinner Conversation.
Tentative
It was one of those weeks again. By Friday, theae avnagging sense | did not
do good work. | hate these kinds of weeks becdese kinds of weeks represent
all the things | do not want to become as an adstiaior. For the last five days
I've found myself doing time-consuming things ttat't seem to have anything
to do with children. Yes, | know our school lewyrdi pass and we need to cut
personnel. | know | need to put together a newsckahiedule. | know | need to
make sure the custodians disinfect hard surfacesyanight. These are all
important things that need to get done, but theyrast what move us as a staff in
a new direction. This week was one of those wéeitd tid not seem to utter one
single word about social justice in our schoolHs just before the holidays, so
everyone was a little on edge as there are a milliongs to get done in their
classrooms and homes.

The week was over and the holidays were closéese teally wasn’t any use
in bringing up the subject of social justice, byaist felt this nagging sense to do
it. The quick and easy way to do this, so I'vereat, is to speak directly about
the topic of study in my dissertation. Sometinesljump right in without
making reference to my dissertation, but whatd feithe dissertation project is a
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sort of hook to ask more questions, and to stadt@mntinue critical dialogue on
social justice. So it was when | went out to dinmgh some staff members.

We began with the usual small talk of what's goodh@ menu, what did you
get last time you were here, it's nice to get aud eelax once in a while, etc. But
the question | waited to answer was “What are yoind over the break?” | let
the question go around the table. | waited patierilach shared what was going
on over break. | listened, nodded and commented W ow, that sounds like
fun.” Then they got to me. “Dave, what are you dpaver break?” To say |
didn’t have a plan on how to answer that questiaubd be untrue. | bowed my
head down a little, put both arms flat on the tadahel made a gesture with my
right hand as if to feign writing. | told them | waxcited to do some writing on
my dissertation. Having done this several timethepast, | knew the protocol of
guestions that would follow. One strange phenoméhanalways happens with
issues of social justice is it quickly falls on gréority list if not concertedly kept
in the forefront. That is, no one talks about sbjiatice if no one talks about
social justice. I've told my entire staff seveiaids that my doctoral work is
about social justice, however, the same questiongedorth whenever | bring it
up, usually in this order: 1. Oh, | didn’t know yaere writing your
dissertation?; 2. How much longer do you havengsh?; 3. How long does it
have to be? How many pages have you written s¢ &u?, 4. What's it on? The
last question, “What's it on?” is the one | alwaymit for. When | say I'm writing
on learning about how be a better leader for sogiatice, the conversation
usually dies, unless, that is, someone wants tornese.
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After getting through all the usual questions—wHidon't like to answer—
Sally leaned forward and asked, “Dave, what doeslézship for social justice
entail?” Not that | feel like I've laid a trap orreything, but it is an effective way
to spark dialogue about important issues of sgdisiice education. | stated that
basically in public education some students areegmwell and some are not.
Usually, that statement will kill the deal on thpos | may get a few courtesy
nods, but not many folks in schools want to takkalhe inequality in public
education.

It's interesting that there’s really no guessingndiat I'm claiming is the
inequity in schools. Everyone seems to know tleseth some type of “gap”
between the mainstream kids (White upper middiesgland “others” (children
of color and/or low income, students with an IERgksh language learners).
But it's also interesting that we always start twversation with African
Americans. (Sometimes with Latinos if they knopebh& Spanish.)

So after telling Sally that I'm trying to learn hdw be a better principal so |
can try to bring about a more socially just eduoatior all students, she says
what we all say. ... “Dave, don’t you think it hatoato do with we way a kid is
raised? If he’s raised to value education, therlhes successful, don’t you
think?” By now, that’s really all it took. Everyora the table is engaged. The
conversation isn’t riveting (yet) but everyone naag to weigh in and make a
comment. Cecilia says, “Some Black people are mamists than White people.”
Someone else says she grew up in Cleveland arasibad. Janet, at the end of
the table, doesn’t say much but seems to be agyedgth my argument that
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regardless of what one thinks the cause is of #pelgtween groups of students,
all children deserve the opportunity to do wellndahelps me when she said,
“But Dave, who creates that opportunity for all &itb succeed?” | said that is a
very difficult question to answer, that | don’t kmbow to bring about this type of
“overnight” change.

Janet’'s comments were only a short interlude tootrerall discussion as the
others weren’t having any of the “opportunity dission.” | didn’t mind, because
I had another move lined up. As | looked aroundt#iide, | was the only male;
and the youngest. | couldn’t very well argue withge women that it's not the
fault of Black kids or their parents for not doimgll in school, our school. | was
clearly outnumbered. | felt it necessary to givaitaarity to my fellow colleagues.
This is when | linked the Black plight with thavvamen. Now | could have been
way off base, or out of line, but it seemed to wbekplained that if you're Black
and born in a particular zip code your life chan@deing successful in school
could be limited. They waited for me to go on, lnseahis comparison alone
wasn’t working. | said it's kind of like trying ttame all the female CEOs we
know. Silence. Dead silence. Or trying to namehadifemale superintendents we
know. More silence. More dead silence. | used rhgadistrict as an example.

Because my school district and community couldamsidered, in a phrase,
very traditionally conservative, | needed to mdie link to inequality that made
sense. | wanted to press for critical consciousiesst had to be comprehensible
to the women. They obviously did not seem too Sfref@to people of color and
the ravages of racism. And after trying the “in ydace tactic of ‘if you're the
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wrong color in the wrong zip code™ argument, | thght of something else.
Having a woman superintendent in my very consereatistrict would be highly
improbable. Of some 550 employees, only a hanéid,than five, are people of
color. Further, there is only one certificated eoyse (guidance counselor)
currently working in our district. Nonetheless,dk&d the question to my friends.
“Do think it would be easy for a woman to becompesintendent in our school
district?” Some more silence.

It seemed to click after | asked this questionugiio Everyone around the
table knew | was making the glass-ceiling link lzetapeople of color and
women—-both in school and in the work world. Becaliseolleagues with whom
| had dinner were women, it appeared the criticahsciousness was personal,
and, seemingly, more effective. They could have yaeking my chain, but they
truly seemed to get it. It seemed like they wetle tbinternalize the Black
struggle with their own struggles as women. Becdluisg must have felt a similar
marginalization being a women at some point inrthts, there was (at least
there appeared to be) some transfer to the undedstg of marginalization of

students of color, and perhaps others as well (Estiedents with an IEP, etc.)

This was the most recent vignette on a dialogigpedence directly related to

social justice. Although it is probably naive ty #awas miraculous, it seemed extremely

positive and potentially transformative for me aotne staff members. In the time

leading up to the dinner conversation, | was pgitigha previous vignette “The Manager

is in the Principal’s Office.” First, it began withat “nagging feeling” of yet another one

of my retreats from social justice work. Yet agdime had gone by and | was not
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engaged in the work of social justice; rather, sWwaing a manager and “getting things
done, marking off items on the to-do checklist.thslugh | used many of the same
techniques to bring about critical dialogue on éssaf social justice in the hopes of
raising awareness, | seemed to do it in a manaemihs less emotionally charged. |
relied on evidence, facts, and data. After alk difficult to dispute a history of
inequality between men and women in this counther€ appear to be pivotal learning
moments for me in this vignette. One such momeist getting everyone quickly
engaged in the dinner conversation, a discussiphcély dealing with social justice.
Thus, although not perfect, it is, evolutionaripesking, different from some previous
attempts to do the same.

Freirean Commentary: From a Freirean perspectoragf the concepts
exhibited in this vignette included problem posidiglogic,conscientizacdoand praxis.
Present in this vignette was not only the Freir@amcept of problem posing, but two-
way problem posing between the staff and me (#8gt, Dave, who creates that
opportunity for all kids to succeed?”). From a Feah perspective, this moves all those
involved in this critical discussion on a meanirigésue closer to dialogical cultural
action.

From a Freirean perspective the staff membersndidad successfully consider
the link between women and people of color; thah face oppressive structures in
society that prohibit true freedom. This criticahsideration, understanding, and
reflection of the social, political, and economéntradictions in society may have been
the beginning otonscientizacdand praxis. Moreover, from a Freirean perspectjvas
a leader, used techniques that worked more effdgtia stimulating critical dialogue,
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and getting more commitment and agreement frometiaoth whom | was attempting to
collaborate. However, there is a word of caution.

On occasion in this vignette, when | revealed toréhader that | “knew what my
next move was going to be” or “l was waiting focBla moment as | have a plan” | may
need to “proceed with caution” in those instanéegsm a Freirean perspective, these
occasions when | need to proceed with caution cbeldiewed as flirting with
paternalistic behavior. Although it is appropriatea leader to have a plan when these
moments arrive in which opportunities for opentical dialogue can occur, one must be
careful not to be condescending in working wittifsteembers with a “packaged”
routine that treats all situations and people Hmes This would immediately move to
objectify participating members and possibly—inifgan terms—turn them into
“things” to be conquered (Freire, 1970, p. 16 Heed to be careful that, as stated in the
vignette, | do not behave in a condescending fas{@a., “but it had to be
comprehensible to the women”). This, too, can turitkly into paternalistic behavior
thereby leading to antidialogical rather than diatal cultural action.

In sum, from a Freirean perspective, there are rpasitive steps | have taken to
move toward dialogical cultural action with thesaflsmembers, as there exists evidence
of dialogue surrounding important issues in edocatparticularly that of social justice
(i.e., “no one talks about social justice if no dalixs about social justice”). Additionally,
from a Freirean perspective, to uncover, explonedeustand, and authentically address
issues of social justice in schools there need® tmutual problem posing and a level of
critical consciousness through the use and refinéwfecareful questioning techniques,
as evidenced in this vignette. Finally, school &xadvho are entrusted to work with
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teachers and staff need to proceed with cautiotheadignity and lived experiences of all
involved is important. If leaders are to be auttoatiy in unity with their followers—
because much is at stake for such meaningful isSaustucation—leaders must try to
avoid antidialogical interactions at all times.
The Vignettes as My Ongoing Story of Learning

These 17 vignettes represent my ongoing storyarptbcess of learning (or
trying to learn) to practice leadership for soqistice. There was some direction
provided in reading them, as they were arrangexadjectival categories. The next
chapter, as well as subsequent discussion, wilhiteganalyze the vignettes as to what

these stories mean in my learning process to lgaddinsocial justice.
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CHAPTER VI
MODIFYING THE LEARNING PROCESS

It is difficult to describe and explain the proce$srying to learn how to practice
leadership for social justice. | believe an homeghway into analyzing the learning
process depicted in the vignettes is with the dselgectives. Modifying the learning
process through the use of adjectives is valuaslentiny reasons. First, the adjectives
are simple, clear, and accessible for anyone tenstehd. The work of school leadership
is important and needs to be understood in waysthaower school administrators to
act. Truly, | believe, the work of better servirlgstudents in schools is—or should be—
the topmost priority for all of us (educators amsheducators). Using simple, clear, and
accessible adjectives to describe this work can belp further the cause of social justice
in schools. Moreover, the adjectives used to tagitgnettes are in plain language, and
clearly depict what was going on in a given sitator interaction. | believe the
adjectivesemotionalandeuphoric, contentiouandinconsistentanduncertainand
tentativedo not pose any immediate confusion; rather, theylascriptive words to
which anyone can relate. They are neither nebulousague. Second, the adjectives are
not finite, fixed, or static. In trying to learnWwdo lead for social justice, my experiences
and learning have been ongoing, never-ending, aredset. Similarly, my experiences
seem to be fairly broad-ranging in many aspects. de of adjectives helps describe and

encompass just how broad-ranging learning expeggenan be when trying to lead for
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social justice. For example, the adjectives eughamd contentious accurately describe
just how diverse, and in some cases, diametricgdposite to the work of leadership for
social justice in schools. The adjective tentatiga bring forth a rich meaning that
suggests my momentary understanding of realityedlsas my careful procession of
how to lead in the present. Thus, the use of aggsts helpful in describing and
modifying how the learning process manifested ameng how to practice leadership for
social justice.

The experiences school leaders may go through sebmincomplete. In the
following discussions, | attempt to align adjectiweith the responsive role they played
in the vignettes. Although there certainly may kengnother interpretations, the
following is one interpretation of the ongoing leiawg process in this study.

An Emotional and Euphoric Response

My initial reaction to the theoretical literatura teadership for social justice was
exhilarating. | was energized by “the call” by slze in the literature for more just and
equitable learning environments for all studentalirschools. This initial reaction
produced behaviors, actions, and beliefs that cbaldescribed ammotionaland
euphoric.lt was emotional to think about the unfairnessdhools, that some students are
served well whereas others are not. It was emdttorthink the lines of equitability were
usually drawn on race, class, ability/disabilitydanative-language proficiency. To think
of these injustices in schools, one can easily iImecemotional, even angry. It was
equally euphoric to think and believe | could makdifference in improving inequitable
learning arrangements in schools. Emotional anth@tipresponses were recorded in the
data in such vignettes as “The Hero—A Lance ArnmgjrAnalogy to Leadership for
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Social Justice.” and “Stanford Testing, Race, &ediinportance of Teachers’ Agency.”
It is clear that when leaders are in these emdtimmé euphoric spaces, they believe in
making a difference, in changing the status qud,wdtimately assisting in creating a
more just learning environment in school for alidgnts.

A school leader’s emotional connectedness to makidifference does not
happen only once, at the beginning of learningeading theoretical literature on
leadership for social justice. When I initially cetine theoretical literature on leadership
for social justices (Brown, 2004; Furman, 2003asba & Murtadha, 2002; Marshall,
1995; Murphy, 2002; Shields, 2004), they served siarting point for me in this study;
however, | am still emotional about making a difece and trying to lead for social
justice. In many of the 17 vignettes there is enabeof emotional and of euphoric
responses. Thus, part of the experience of leatoipgactice leadership for social justice
includes one’s emotional connectedness to tryirgléwviate unjust and inequitable
learning environments in school.

A Contentious and Inconsistent Response

In addition to emotional and euphoric, it seemssfids that leaders learning to
practice leadership for social justice would exprece the feelingsontentiousaand
inconsistentOnce | knew | was emotionally committed to thepgmse of leadership for
social justice, and | could think of the possikeft of assisting to bring about change in
school, | felt | wanted to act on what | believ&diis is probably similar to Freire
borrowing the Hegelian theory of praxis; a conrattetween theory and practice,

reflection and active attempts to transform thelav{ffreire, 1970).
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As a school leader, impacting change and leadingdoial justice inevitably
means entering into dialogical relationships witkffs This is where possible contentious
interactions can occur. School leaders engagimgmtentious interactions with staff and
colleagues on issues of social justice seems aigeit However, the interactions do not
necessarily need to be negatively contentious. Maaynples in the vignettes point to
such strategies as Freire’s use of problem posiagk staff and colleagues to think
about potential alternative ways of thinking howbtst serve all students. Examples in
vignettes such as “What Do You Want Us to Do Dava®] “The Tracking Debate Goes
On.” show how debating and arguing issues of sgasdice can be contentious, but
positive and productive:

However, there are contentious interactions widffsind colleagues on the part

of school leaders. These interactions may be fatisiy for the school

administrator. This frustration resulting in conteyus interactions can be
evidenced in my data in the vignettes “My First Résempt at a Team

Meeting.” “I Don’t Know What I'm Doing. Sarcasm Dse't Work.” and

“Sarcasm Is Not Effective. People Want Me to Malkeaision.” For example,

in some of the vignettes, when | seemed mostdtadtabout not dialoguing on

what | thought were important issues of socialiggsand how to best serve all

students, | made sarcastic remarks that were afterstrued as being
contentious.

So far, | have proposed—aligned with the vignetteégepossible learning
experiences for administrators trying to lead fugial justice. After becoming initially
energized by the theoretical literature on leadpriir social justice, there seems to be
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an emotional connection and a commitment to leadefsr social justice, as well as a
euphoric feeling that one can make a differenceipdove education for all students.
Then, there seems to be a learning experiencénitiaties moments of contentious and
inconsistent engagement, as the school leadertérigst to practice the theories of
leadership for social justice. Yet another learremperience occurs that could be
described with the adjectivesicertainandtentative.

An Uncertain and Tentative Response

At first glance, the adjectivientativewould appear to be a “way of being” that
school administrators would strive to avoid. Frdma butside looking in, to be tentative
in school leadership may appear to others as anesaklack of confidence, insecurity,
an inability to be bold with various initiativesyéeven stern, when dealing with difficult
staff members. However, meaningful change in impr@the life changes and academic
success for all students cannot be accomplishddangingular type of leadership;
leaders must recognize the broad spectrum of theing learning process that everyone
in education experiences.

To be certain, it is dangerous in education toktloihlearning in static terms; that
is, once something is learned it becomes fixedgfimnd can never be unlearned or
amended. Learning is tentative in education. Terad¢arning does not mean fleeting,
elusive, or timid. By tentative learning | specdily mean learning that is more
provisional and existing for the present, alwaygect to change. Trying to practice
leadership for social justice is tentative in maspects. Knowing that learning is subject

to change, any interactions or learning experientieus open to change. Learning to
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practice leadership for social justice is tentabeeause the hope is that learning
experiences and interactions with staff are natefiand final.

In my learning experiences to try to practice leadi for social justice, there
seemed to be times when | questioned my overalhdtment to leadership for social
justice; a retreat of sorts from practicing leatlgrdor social justice. | have experienced
uncertaintimes in my commitment to leadership for sociatipes It is difficult for White
male school leaders to reconcile their backgrouitld tnying to practice leadership for
social justice. In my case, this notion is accetetias believability comes to the fore in
purposefully addressing the fact that a White ntgangots to practice leadership for
social justice in an affluent, mostly racially asmcioeconomic homogeneous suburb.

Along the similar lines, leadership for social jostis permeated with
uncertaintiesalong the way. It is uncertain when one is learingractice leadership for
social justice. Trying to engage professionalsiaogjue that questions their belief
system almost inevitably results in uncertaintynaay levels. Such questions as whether
swapping teachings in the inner city and suburbama@nything can provoke responses
that are uncertain. Thus, the adjectiuasertainandtentativecould be used to describe
another learning experience of trying to practeadership for social justice. Below, |
discuss the difference between the two adjectives.

Difference Between Uncertain and Tentative

There is a difference between the two adjectivesertainandtentative.l used
the adjective uncertain to describe times in tha ddnen | am uncertain about the
usefulness, purpose, and even my own commitmdaattership for social justice. In
contrast, | used the adjective tentative to deediibes in the data when | am not
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guestioning leadership for social justice but migdgors and actions indicate some
hesitancy and reluctance to do what | know to banmmgful and aligned with the
orientation of leadership for social justice.

My uncertainty about practicing leadership for abgistice can be found in
several vignettes including “The Manager Is inBmmcipal’s Office.” “Still Struggling
With the Who, How, and Why of Leadership for Sodiastice.” “I Question Myself.”
and “The Reporter Gets Dave Centered Again on Whatportant in School.” In these
vignettes, evidence seems to indicate a level objeven retreat from the orientation of
leadership for social justice. For example, intlgmette, “The Manager Is in the
Principal’s Office.” | seem to be consumed by tloéion of efficiency. This leads to the
concept of “false veracity” and the “leading in tworlds.” One world is that of
leadership for social justice. The other is tradhiéil leadership. In this case, according to
the data in this vignette, being a manager in agckeems to align more with traditional
leadership. The dilemma of leading in two worldd i described in more depth later in
this study.

The adjectiveentative,used as a category heading for some of the viggat
different fromuncertain.By far, this adjective draws the most vignettedarrits
category heading. It is a pervasive feeling, atBttbehavior, and action in the data. At
many times, being tentative seemed to best desitrélearning process of trying to
practice leadership for social justice as a Whiganm

Many of the vignettes overlap in categories. Thiwisay, although there is
evidence in the data to support categorizing vigisainder the adjectivamotiona) for
example, the same vignette may fall into more thag category. For example, the
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vignette “What Do You Want Us to Do Dave?” fallsden both the adjectival headings
of emotionalandtentative Similarly, the vignette “Data Dave is Born.” fallsder both
euphoricandtentative.

It can be difficult to draw conclusions when anatgzoneself. When | analyzed
these vignettes, | looked for patterns, recurrirggries, or behaviors that seemed to be
salient in answering the research question. Asaggel struggled with issues of
subjectivity and objectivity. At times, studyingeself takes some of the emotion out of
the analysis: studying myself is familiar becausenlattempting to analyze my very own
actions, beliefs, decisions, and leadership. Irresty looking directly at a particular core
behavior that may or may not coincide with whatlttexature on leadership for social
justice calls for can be emotional, especially sichool leader is doing the opposite of
leading for social justice. The struggle of studyoneself, and the challenge | continue
to battle with in self-reflection and action, is mgrcissistic tendencies. This is why the
Freirean theoretical framework helped in structgimmy analysis, and was presented after
each vignette. Because an autoethnography is a alwaysis of oneself, becoming too
obsessed with one’s own behaviors can be naratssi$tus, the hope is the Freirean
theoretical framework will serve as a reference lenassist in avoiding an analysis too
narcissistic, but still critical and thorough. ietl to look for an honest story that reflected
a deeper sense of what may have been going omwitearning process.

Paternalistic Behavior and Another Retreat from Lealership for Social Justice

The data indicated some inclination to paternaliséhavior on my part. Because
the original vignettes have not been altered, thay authentically capture a “way of
being” at the time the vignette was written. Theywof being, in some cases, reflected a
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feeling or action of mine. Some of the data indddadirrogance. At other places, there is a
presumptuous tone in my writing. This tone, acaogdo the “theory of antidialogical
action ... involves a Subject who conquers anothesgmeand transforms her or him into
a ‘thing” (Freire, 1970, p. 167). In the vignett&till Struggling With the Who, How,
and Why of Leadership for Social Justice.” the ddtawed | seemingly do not care
about the other, but rather am focused on mysedfso indicates that, had | allowed the
other to contribute more positively during our naietion, | would likely only have been
interested in the teacher agreeing with my struggféegure out who is poor. Thus, the
paternalistic behaviors in the data indicated @tidical examples, not mutual trust.
More succinctly, the data where a paternalisticavedr was noted could represent more
of a hierarchical than a horizontal relationship.

Another somewhat salient area in the data is matieeness and uncertainty. |
really struggled with what to do and how to dddh one hand, data could be interpreted
to show | am not practicing leadership for soaistice (i.e., questioning myself,
sometimes aloud, rather than engaging dialogieellly staff members). On the other
hand, data could be interpreted to indicate tlyagrto practice leadership for social
justice is complicated work, full of uncertainti®esent in much of the data is the
guestioning of myself, my ability to be a leader docial justice, my commitment to
social justice, and my false veracity. This is e€&é/ important to me as one
commonality in the data is getting off track andgmcupying myself with how | should
“be” as a leader for social justice. The retreatfieadership for social justice does occur
from time to time in my learning experiences. Cdesing the vignette, “The Manager Is
in the Principal’s Office.,” and my aversions tésaveracity and leading for social
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justice, it is clear that the very thing | triedaweoid, a traditional, managerial orientation
to leading my school, is what | am practicing. tuld seem that false veracity is the
antitheses of “how” one should lead for socialipestin the data, there may be many
reasons for my false veracity to the practice atigship for social justice such as
internal/external pressure, fear, not bridging thiemd practice, and not staying current
with leadership for social justice literature. Ntredess, false veracity to leadership for
social justice in my vignettes is an honest pogftay my learning how to practice
leadership for social justice. In the next few gaaphs | delve more deeply into what
may be manifest in my learning process of tryingractice leadership for social justice.
A Deeper Look into Teaching, Administration and Inrer-city and Suburban Schools

Asking why | work as an administrator in an afflemearly all-White suburb is a
regular occurrence for me. Some days | questionMéfy the seemingly meaningful
work of inner-city Chicago and Cleveland to workhe affluent suburbs. Working in the
inner city, in schools that were predominately Mshite, nonaffluent, seemed more
meaningful in addressing issues of social jusfitee need and urgency for better
schools, teachers, and administrators is undeniali&ny inner-city schools. This need
was visible and present in my work each day in &jocand Cleveland. | knew | would
continually encounter issues of social justicenimer-city Chicago and Cleveland. The
needs of the students, at times, were pervasivwadtdifficult to avoid issues of social
justice, as the needs of the students were vedgegrvin the everyday work in Chicago
and Cleveland. One clear example is that of acadperformance.

Hacker (1995) cited many examples of performanta teat point to an
achievement gap. Darling-Hammond et al. (2001; ibgsHammond, Holtzman, Gatlin,
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& Heilig, 2005) closely examined the differences$ween schools with highly qualified
teachers and those that do not have highly quéliBachers. Evidence abounds that
schools predominately serving students of colaigestts receiving free and reduced-
price lunches, and students whose native langsaget iEnglish perform lower
academically. In contrast, schools and districthesuburbs that are predominately
White, affluent, and have highly qualified teachiaching all subject areas perform
better academically. This can be seen on manyrdifteneasures, ranging from a narrow
high-stakes state test to graduation rates.

Serving all students well should be the unceasitent of the teachers, staff, and
administrators in all schools. Analyzing my datd dot include a comparison of my
dramatically different experiences from the inngy-of Chicago to the suburbs of
Cleveland. The implicit distinction between my wankChicago and my current work in
a suburban school is evident. As a teacher in @bicapproximately 80% of my students
spoke Spanish as their native language. All stigdierthe school received free and
reduced-price lunches. Gang violence was commomrasd students were unlikely to
graduate from high school. In Chicago, seemindlgtaldents | taught were
marginalized, faced less chances of academic ssicaed were more likely to withdraw
from school. Currently, students in my suburbarostkdo not face these challenges.
Some students are marginalized in my school, an byesociety. In some cases, students
with an IEP, the few students who are receiving fied reduced-price lunches, or
students who do not speak English as their natinguage are at greater risk of academic

difficulty than their typical suburban peers. Tryito reconcile the obvious social-justice
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work in the inner city with the more discrete wamkhe suburb can erode the attempt to
do social justice work at all.

The “Eroding” Issue: Trying to Avoid the Retreat From Leadership for Social

Justice
In some regards, because the sense of urgency sutiurbs for social justice is
much less present—but still a need—administratansremove themselves from the
meaningful work of trying to serve all students W&he erosion of commitment to social
justice is real in the suburbs. In the inner adigucators and administrators have a sense
of urgency, understanding that their work is meghih Because students are not served
well in the inner city, there is clear “academiognd” to reclaim. The achievement gap
is always prevalent, even discussed openly. Istieirbs, there is always a push to
improve, but lost in the discussion are the stuglertito may need to reclaim the most
academic ground. There is an achievement gap isubyrban school district, but it is
not talked about frequently or openly.
It is quite easy to become “professionally distedttworking in the suburbs.

Other aspects of schools take precedence, sucimdsafsers, schedules, and night
events. Data without a social-justice focus consdmyes, weeks, and months of time.
However, | argue that the urgency of social jusisceot solely eclipsed by
administrators becoming professionally distrac&ethool administrators are not overtly
trying to avoid addressing issues of social justicenay be that because administrators
in suburban schools are not faced with pressingssf social justice each day, the
importance of social justice begins to erode uatientually, it is not important. This is
why, to avoid being professionally distracted frovaaningful issues of social justice,
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administrators in the suburbs must essentiallycédhe issue” and actively engage
themselves with others in purposeful dialogue aietesbcial justice and serving all
students well.

This erosion may be the reason this project amdeleship for social justice are so
important to me. | have made an effort to avoiddabhtcome of being professionally
distracted from important social justice issuesdhool. My background working in
urban schools has carried over to my present pasiti the suburbs, and | feel a sense of
urgency to force issues of social justice now. Haevesometimes | am unable to do this.
Why | cannot seem to “shake” or avoid this disi@acentirely will be addressed in the
last chapter.

In many instances in the vignettes there were @me&fub problem-posing
examples aimed at sparking dialogue on how to addssues of social justice in school.
However, equally evident in the data are examplesengetting off track and not trying
to lead for social justice. It appeared that ifd dot actively try to force the issue of
social justice, important dialogue did not surfaerhaps this argument can be made
about any school administrator anywhere; we seetho @ better job in the suburbs of
becoming professionally distracted from socialipestrather than confronting injustices
directly in our schools.

In sum, there are two important points here. FHeiarding my learning to lead
for social justice, it is vitally important thattifiere is any chance of leading for social
justice, it is not “just going to happen” if | doihspecifically bring it up, or force the
issue of social justice. The second point speaksytpositionality, and the reconciling of
my privileged status and commitment to leadersbisbcial justice.
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Continual Learning

There is no end point for this project. The workigoing, and my learning to be
a leader for social justice has not concluded. &lage some conclusions that could be
drawn as a result of looking at the data gathenefitiae research question initially posed
in this project. Gathering data on learning hové¢ca leader for social justice, it has been
clear to me that there is no one way, method,ybe sin how to lead for social justice in
school. It appears that, unlike other traditiorgelership models, leading for social
justice is as complex, fluid, and challenging agtlaimg in public schools. In other words,
although there may be a more prescribed, formtveay” to lead with traditional models
such as situational leadership (Hersey, Blancl&idatemeyer, 1979), leadership for
social justice does not follow any pattern, matsitep by step, or checklist. In examining
my attempts to practice leadership for social gesin school, | believe that leading for
social justice cannot be formulaic because it agsumuman relationships are complex
and unpredictable. The transactional nature ofticel leadership has, as its goal,
obtaining some end (more work from the employeaenedficiency in the organization,
etc.), whereas leadership for social justice sérive liberation for all, improving the
academic and life chances for all students, andatthnal equity for all students. In the
following paragraphs, | attempt to draw some cosiolus as a result of trying to practice
leadership for social justice in school.

Researched Question Addressed

The research question in this project was as fadlddow does the ongoing
learning process to practice leadership for sgastice manifest in a public middle
school?

213

www.manaraa.com



The only departure from the original research qaestould be rather than a
public middle schodl could askin school,as | gathered data in an elementary and a
middle school. The extent to which the researctste was addressed or answered will
now be examined.

First, it is clear from the data gathered that Isdithlearning to be a leader for
social justice. There is no end point to my leagnifihere is no definitive time when data
clearly showed some high level of proficiency angea leader for social justice. Rather,
there were many examples of ups and downs, stadtstaps, and successes and failures.
Researching myself through an autoethnographyigided me to gain insight into who
| am, particularly my position as a White schoataaistrator. It was prevalent many
times in the data that paternalistic behaviorsaotmns surfaced. Similarly, the
resistance to (but my acquiescence of) traditiborahs of leadership offered a difficult
paradox and personal challenge. Further explanaioaeded.

| am a White male of privilege in a position of paywattempting to practice
leadership for social justice in a school locatedn affluent, nearly all-White suburb.
Set apart, this statement would definitely minintize legitimacy of this project. One
should ask whether a school leader belonging teetkteree groups (White, male,
privilege) can even practice leadership for sgcigtice. It simply does not seem genuine
that, having no history of suffering from systeroappression such as racism or sexism,
I could have the wherewithal, ability, or compejjifeeling to somehow understand the
plight of those who have been discriminated againdtoppressed by institutions such as
public education. Not being a minority, | cannajw to have ever had first-hand
knowledge of what students who have been discritethagainst go through on a daily
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basis. | can only try to assist in working to braedgput change, and hopefully, improve
the educational outcomes and life chances of teagkents who have been traditionally
marginalized.

Recently, in the social sciences, autoethnogragthities have given voice to
people who have been traditionally marginalizedaniety. The logical dilemma is that
because | hail from the dominant group, | havebs&n marginalized. My voice has not
been shut out. Yet, | am conducting a study on hetearning process looks like in
trying to practice leadership for social justicem®re appropriate question may be
whether a White man of privilege should even bedoeting a study on leadership for
social justice. The question of whether | shoulddf# from a study of learning how to
practice leadership for social justice is a legdienone. In one sense, it seems | am
perpetuating the status quo of White male dominamsehools by conducting this study.
However, in another sense, assuming White meniboigrto perpetuation of social
injustices in schools, it would be good to have #imen of privilege try to learn to be
better leaders for social justice.

The question must be asked whether | should begtyi practice leadership for
social justice. Logic would indicated that a perstimer than me, one with a better
understanding of what oppression means, shoulddzbrg for social justice in my
school. Many times during this study | have quesoif | am doing more harm than
good. Although | want to practice leadership fociabjustice, | am uncertain how others
may view this. How can | be believable as a ledolesocial justice when | am White,
privileged, and in a position of authority? Accaorglito some examples in the data, | am
doing things that are actually the opposite of @lgcistice. Some of my behaviors are not
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democratic, but paternalistic. To address this tjuesit is appropriate and meaningful to
return to the adjectives.
The Adjectives Used and Moving Toward a Meaningfutory

In the following discussion, each adjective wilhseas a springboard into a
meaningful story emerging from this study. Follog/tthe discussion of each adjective, |
will attempt to allow a meaningful story to emefgam the data in this study.
Tentative

At the beginning of this project, my attitude anmmgbeoach toward learning how to
practice leadership for social justice was notaewe. In the beginning, my attitude and
approach could best be described as brash, orazx@gant. This was evidenced in the
first vignette. However, on many occasions (as aglthe present time) | have exhibited
behavior that is best described as tentative. &etieres | have questioned myself on
why | did not simply say something in a situatibattl perceived as unjust. Even when
that same situation would arise again, | stillddito say something. Shields (2006) wrote
about the pathologies of silence in fighting againgistices in schools. In not speaking
up, or by taking insufficient action, my tentatiems could be traced back to not wanting
to cause trouble or get in trouble with those imeo | am not shifting responsibility;
rather, according to the data, it appeared thatemtativeness was not due to any overt
reason to maintain the status quo and my privikega White male. Again, there does not
appear to be any overt evidence of this; howeheretmay have been, to some degree,
more subtle behaviors that at least subconsciousilid indicate that | had a vested

interest in remaining tentative in trying to lead $ocial justice.
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If being tentative could accurately describe whétoks like to lead for social
justice, there may be a positive side to beingatérd in trying to practice leadership for
social justice. Being tentative in my varied leathgp functions (e.g., decision making)
indicates | am still growing; that | do not knowegything there is to know about leading
for social justice. In short, the adjective tertatiess may be synonymous with learning
how to practice leadership for social justice. Eheosuld be an advantage to being
tentative in trying to practice leadership for sbgistice. In some ways, being tentative
has helped keep in check some of my paternalistiatiors. Although my paternalistic
behaviors certainly came out while trying to preetieadership for social justice, they
could have been more prevalent had | not beenttemta times. In this way, there was
an advantage to being tentative, as | could haea b®re counterproductive to social
justice. However, silence is not productive eitlzr | needed to overcome my
propensity to be silent (while maintaining pateistat behaviors at bay). Digging deeper,
however, tentative could have another meaning.

Despite what traditional leaders prescribe to sthdministrators—that one
needs to be decisive, driven, confident, and sdtieed—I believe that being tentative
when learning to practice leadership for socidigesis a virtuous pursuit for all school
leaders. First, and particularly in the case of d/male school administrators with
influence and authority, being tentative in leagnia practice leadership for social justice
signals an ongoing learning process. To be celitamany of the vignettes, where |
thought | “knew what | was doing,” it almost ineadily turned out that | learned
something. This is meaningful because it showstthahange existing oppressive
structures in school, leaders need to at leashbeigh an open mind on how to do this.
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Thus, the adjective tentative could take on themmgpof provisional, on-time learning
that is always subject to change.
Uncertain

It is important to note the difference betweentthe adjectives, tentative and
uncertain. The way | understand it, and as it anflerge later into a meaningful story,
tentativeness to lead for social justice could ¢soaiated with some degree of fear. | may
have very well known it was good to speak up wheogportunity arose and be a leader
for social justice. | did not, and thus felt guiftyr not doing what | knew to be socially
just. In contrast, being uncertain to practice é&alip for social justice is different. The
adjective uncertain, in this study, means not @y refrain from stepping up and being
a leader for social justice, but questioning mysalfiers, and perhaps the entire theory of
leadership for social justice. | may have been tageat times as to why | should
practice leadership for social justice. It is thosges in the data when | retreated from
leadership for social justice. It is different fraemtativeness because with tentativeness, |
seemed to still believe that social justice is int@iat. Perhaps with the adjective
uncertain, | question the truthfulness of sociatige. Being uncertain in trying to
practice leadership for social justice will emelagger in the “Meaningful Story” in the
next chapter as a default into traditional leader#iat looks more antidialogical cultural
action.

There are a few reasons why uncertainty is appatgpm describing my attempts
to practice leadership for social justice. Firstplnot belong to a group that has been
traditionally marginalized in society. This alorenanake my work suspect: | do not
fully understand what oppressed individuals hayeeernced. Second, because the
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literature is still emerging on how the theoreticahstruct of leadership for social justice
manifests in practice, | am unable to claim expertLast, the data in this study do not
support some level of excellence or even profigreRarticularly, there is no layered
description other than that of myself. Data showed | tried to practice leadership for
social justice, but the effect | had interactinghwindividuals is unclear. Only time and
follow up could reveal my impact in trying to preet leadership for social justice.
Uncertainty indicated in the data is both not knayvor understanding) what to do, as
well as not knowing my effect on others. | knowrfrthe theoretical literature that |
should strive to eliminate injustices in schoold @mat | should lead so that others think
likewise, however, actualizing that goal was difftdo obtain. This was the uncertainty |
experienced in trying to practice leadership faralgustice.
Emotional

The work of trying to practice leadership for sbqustice in school is emotional.
Looking at the data, on more than one occasioadlliecome emotional. Some of this
emotion was manifested in sarcastic comments cabeh This is regrettable because
sarcasm, at least in my data, did not seem totteadransforming of action in favor of
more equitable and just education for all studeR&her, my emotional sarcasm often
led to the opposite. | found in the data that whessponded sarcastically to a particular
issue | perceived as unjust, most often staff mesnthiel not respond, ceased to engage in
dialogue with me, and took the opposing view thét better (or at least easier) to not
address social injustices in school.

Perhaps emotional responses are to be expectadng to practice leadership for
social justice. As educators, thinking about tHeafof social injustices in school can
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provoke emotion. As evidenced in the data, it pkeeban emotional response from me.
Sarcasm is certainly not an appropriate respose didministrators when trying to
practice leadership for social justice; howevelsome cases it seemed inevitable.

Emotional behavior accurately describes me trymigad for social justice. On
one hand, being emotional led to anger, whichdesbtcasm in my leadership approach.
On the other hand, being emotional about socidéiceisignals a level of commitment
and passion to alleviate and, if possible, elir@nahjust learning environments in
school. In sum, the work of leadership for soaistice is challenging. When | am most
committed, | am emotional about affecting changging to undue the status quo that
privileges some students over others in schodffieult and emotional work. According
to data collected, it would appear that the walgdrmeled my emotion and passion for
changing injustices in school seems to be my onpoimallenge.
Euphoric

There are two ways of viewing learning to practeaership for social justice as
euphoric. First, as seen in the data, there werestiof great exhilaration, times when |
felt | was doing good, meaningful work with teachestaff members, and students. On a
few occasions, through dialogue and relationshifaing, | was able to get people to
think and feel more deeply about social justice laow to better serve children in school.
These times were small successes that were shedtdr did not affect more than one or
two people. Nonetheless, it was a euphoric moméetw could see colleagues’
attitudes and actions changing to better servgtadlents. It was euphoric when | played
arole in getting teachers to rediscover their agehelping them believe that what they
do in the classroom can be very powerful in hel@hgtudents learn.
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However, in staying true to the adjectives thatdstly describe what it looks like
in practice to try and lead for social justice, teeling of euphoria at times was
somewhat negative. On occasion, there seemeddghagernalistic side to the euphoric
feeling of accomplishing something with teacherd staff. Looking at the data, | had to
try to guard against times when popular decisignsight me popularity. It was euphoric
to feel this popularity; however, | should have médcclear why certain decisions were
made: | was attempting to put students first, neage staff members. Sometimes | failed
to make mention of the coincidental nature of papdecisions with doing good for
students. Rather than showcasing the goodnesslkofigsuch decisions with social
justice, | accepted all the accolades for myself.

Contentious

This is an appropriate word to describe some ofiialpgical (or antidialogical)
interactions with colleagues in trying to practieadership for social justice. Whereas
other adjectives described certain aspects of hovanifests to learn how to practice
leadership for social justice, contentious centeostly on the struggle to bring about
change in my school district. Unlike my emotioredponses, which were often
inappropriate, being contentious and argumentatitie my colleagues usually did not
push people away or close dialogue all togethdrwire able to stay calm, contentious
dialogue was productive and beneficial in gettieggle to consider the injustices in
school and what to do about them. However, at keaty in my tenure, my
contentiousness would lead to some form of persstaggment (“My wife is an English
language learner”), which ultimately gave way tceamotionally charged interaction on
my part.
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Some of the contentious moments in trying to pcadieadership for social justice
occurred because of the nature of the distridtelnobattled with others (and myself)
regarding who truly is oppressed and marginalipeouir White, affluent suburb. |
contentiously argued that whereas 95% of our stigdme performing well academically,
if we dig deeper to find out who comprises the 5f# is not performing well, we will
often uncover the ugly truth that it is those studehat have been traditionally
marginalized in society and in public educationidents of color, students with an IEP,
students receiving free and reduced-price lunddtes, Conversations became
contentious when this was uncovered because thelswere not performing well had
been well hidden for so long in my district.

Leading for social justice is contentious. Althoudiacked out of potential
battles because of fear, or leadership weakneasgahg the status quo in schools
requires contentious battles and arguments. Spgtte is about fighting against
prejudice like racism and discrimination. Fightiiog equality for all students in school is
important, meaningful work. Contentious is an aateiwvord to describe what | believe it
takes to lead for social justice in schools; howgtgebe clear and honest, it does not
describe my leadership action at all times. Lookihthe data, clearly there were times |
was contentious and willing to fight for socialtige. Other times, | backed away from a
potentially contentious moment. Although it may hetthe scope of this project to figure
out why | would back down, suffice is to say | aitien | should not have.

Inconsistent

Along with inconsistency in my leadership actiortriying to lead for social

justice is the notion dftarts and stopsThe learning process for me has been one ofstart
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and stops. Looking at the data, which is spreadwet time, they indicate a pattern of
starts and stops. Chronologically, the data appealinear. There seems to be no clear
progression in the data of becoming a more and prarficient leader for social justice
over time. If the first vignette is compared to thst, there does appear to be a
progression of improvement; however, | seem to entay the same pitfalls (i.estarts
and stopyat different points throughout the collectiondafta. Encountering these
pitfalls along the way is what made my learnindgtad for social justice inconsistent.

Inconsistency is an accurate adjective to destribveit manifests to learn how to
lead for social justice. | noticed that my leadgydkehavior changed daily, weekly, or
even monthly depending on the situation and peioptaved. According to the data, |
used some of the same strategies to try to getamplies to consider injustices in our
district, but the strategies were not used systeaiBt | maintained a plan of what |
wanted to do or say with particular staff membbtg,it was often a short-term plan; a
plan just for a team meeting or presentation ferdfaff. This lack of a long-term plan
may have contributed to some of the inconsistendyying to practice leadership for
social justice; however, there is one other fatiaronsider in my inconsistency in
leadership, which | describe next.

Retreating from Leadership for Social Justice

In considering the data and asking why trying areto be a better leader for
social justice was inconsistent, one pattern seamecherge. | seemed most engaged
and focused on bringing about a more just learemgronment for all children when |
was reading literature on leadership for socidiges This included theoretical works on
leadership for social justice by such authors asngn (2003, 2004, 2012), Grogan
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(2004), Foster (2002), Murphy (2002, 2004), Lar&®i0), Murtadha (2002), Theoharis
(2007), and many others. In fact, in may be edbean ever for school administrators to
stay connected with emerging literature on leadpr&h social justice, as there seems to
be great emphasis on social justice in mainstré@naiure on educational leadership.
When | stayed connected to the literature, | seeimé@ more consistent in trying to
practice leadership for social justice. In contradten | did not stay connected to the
literature on leadership for social justice, | sedrfar less consistent; that is, my actions
did not indicate that | was even trying to leaddocial justice in my school. This is when
| retreated from leadership for social justice.gDrally, the literature on leadership for
social justice energized me to take on this projectio an autoethnography on this very
important topic. In summary, | do not know why awhl got away from the literature on
leadership for social justice at times. Answeringttqjuestion may be beyond the scope
of this project. | do know that there was a profdeffect on me and my learning how to
be a leader for social justice when | did not stagnected to the literature.

The literature on leadership for social justicelesar on the end goal in education.
The theoretical literature on leadership for sogiatice calls for a change in the way
schools are led by school leaders (Furman, 2008zer@eld, 2004; Murphy, 2004).
Rapp called for leaders for social justice to “sedilissent, rebel, subvert, possess
oppositional imaginations ... committed to transfargioppressive and exploitive social
relations in and out of schools” (p. 226). The peaEnin the theoretical literature is that
some students are served well in schools wher&assoare not. The students not served
well in schools are those who have traditionallgrbenarginalized in society, that is,
students of color, students whose native langusageti English, and students with an
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IEP. As a person of privilege, | found it difficuti be absolutely certain about what | was
doing. As the data indicate on several occasiogsestioned myself, my ability, my
potential to affect change, and even my commitn@sbcial justice. Using the adjective
uncertainto describe my leadership is truly humbling, if depressing. Uncertainty’s
opposite, confidence, is usually what constitugraat in their leaders. Again, to be
honest with myself in assessing my ability to tryptactice leadership for social justice,
uncertainty is an accurate depiction of my leadprdyoth then and now.

These adjectives could be helpful to other schdofliaistrators involved in trying
to practice leadership for social justice. They rhayappropriate to the practice of
leadership for social justice for a few reasonsstfFthese adjectives do not offer an
immediate solution to social injustice in scho@scause social injustices in schools
have been pervasive from the beginning of publiccation, eliminating them
immediately is impossible. It is, however, impottémstrive toward eliminating
inequality in education. Sustainable change thahtaias social justice probably occurs
gradually. One should be leery of immediate sohdito social injustice in schools. One
example of an immediate solution to closing theéeaament gap has been seen with
high-stakes testing in schools and districts adtesdJnited States. Many schools have
dramatically increased test-preparation time ia b€ quality classroom instruction. Thus
the adage, “It didn’t just happen over night, sadin’t cease to exist overnight” could be
a useful way to assess how these adjectives apphetpractice of leadership for social
justice in schools.

Similarly, these adjectives could be useful for adstrators like me, White
privileged men in a position of power, influencaddeadership. The hope is that these
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adjectives, used to describe the learning procesying to lead for social justice, places
one in a role of more awareness to a lasting effgwdt is, | hope to have uncovered
some part of the problem perpetuating the statosofigsocial injustices in schools,
possibly paternalistic leadership, often used byt&men in power. Perhaps these
adjectives, showing the learning process, reveaksioing authentic and meaningful—
not an immediate solution—to trying to lead forisbfustice.

The final adjective comes from Freire’s (19R®dagogy of the Oppressdtwas
not a new concept to Freire; rather one Freiredveed from such philosophers as Hegel.
To sum up the six adjectives and the way they adeédthe research question—
tentative, uncertain, emotional, euphoric, conten$i,andinconsistent-all seem to fall
under Freire’s concept aicompletenes#ccording to Freire, incompleteness is
inevitable when people maintain an open mind tonieg. Freire (1970) believed
learning is incomplete and unfinished, that humaindss must continue to search for
meaning. All six adjectives seem to describe indetepess in my work in learning how
to be a leader for social justice. Incompletenssvident in the data. Throughout this
project | have questioned myself, my ability todeand even my commitment to social
justice. | have experienced great self-doubt aleitly seemingly small but euphoric
successes. There is no end point to my learnihg @ better leader for social justice.
There are some limitations to this work that hagerbincluded in much of what has been

stated in this conclusion, however, a few will ligcdssed in the final chapter.
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CHAPTER VII
A MEANINGFUL STORY

In this study, | wanted to try to show, through tise of first-person narratives,
how learning to practice leadership for socialiggstnanifested by a White, male
administrator of privilege working in a nearly &lhite, affluent suburb. It would appear
that these characteristics—White, male, adminstyguburbs, and social justice—do
not seem to go together. | initially wanted to stsdhools and administrators where
students with an IEP were doing well academicdlhis original intent did not fully
materialize, as | was unable to find a single stbodlistrict that had successfully
eliminated the achievement gap between studentsamitEP and typical peers. As |
became energized by the theoretical literatureeadérship for social justice, my focus
shifted to wanting to investigate how it manifestedearn to practice leadership for
social justice. Although I still struggle with det@ning the who, what, and most
certainly the how of practicing leadership for sbqustice, the conclusions from this
study seem to point to the meaning of social jesticschools as decisively being about
serving all students well, not only those tradiittyy marginalized. It seems ironic that
the person least likely in need of social justac&yhite man of privilege, could actually
start down the path of leadership for social jestiad wind up learning many new things.

There is irony in this story because | should retdporting how learning to

practice leadership for social justice manifesec&ise of who | am and what | represent
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(White man in a position of power), | have questidif there is any relevance to this
story. Specifically, a White man of privilege irpasition of power has little connection
to the suffering and plight of the oppressed. k@ teason | have questioned the
relevance of the story as to who may benefit fravovking my story. Thus, a legitimate
concern could be the following: Would this storystary about trying to practice
leadership for social justice, be better told bjmeone with a real connection to
personally experienced social injustices; someaitte fwst-hand knowledge and
experience of being oppressed and the target ofiglimation? To be certain,
conventional thinking would point to someone ekdérig this story.

| also question whether | should be benefiting flmstudy on social justice. It is
undeniable that White men in positions of powereheneated decades of injustices in
public education. However, given that many pubticools in the United States have
White male administrators, this study can offer stinmg to readers regarding how
school leaders can work to better serve all stsd€tdrhaps the data and some
conclusions from this study can serve as somewtatonscientizagdfor White male
school administrators. It could be meaningful driical awareness were achieved from
considering the adjectives used in the study terites how the learning process
manifests in trying to practice leadership for abjistice. A hopeful conclusion could be
that White men of privilege, like me, could workaweoid heroic leadership and move
toward more equitable forms of leadership thateséovempower staff to take on social-
justice belief systems. To be certain, howeverctmaing paragraphs will point out the

difficulty 1 have experienced in trying to leavehired traditional modes of leadership.
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Beyond the Adjectives

The seven adjectivetentative, uncertain, emotional, euphoric, conteusi,
inconsistentandincompletenesslescribed how a White male administrator, tryimg t
learn how to practice leadership for social justateempted to address the research
guestion presented in this study. These seventagjeseem to only partially address or
describe the learning process. Admittedly, thegecsides alone do not tell a complete
story of how it manifested to learn to practicadieship for social justice; rather, they
discretely describe the experiences in trying t@@oA more meaningful story could
emerge. Through the various narratives | presehtaeljeve a naturally occurring story
has emerged; a story that goes beyond the adjs&lwae. The meaningful story
surfacing from this study is one that reflects¢bbective data narratives presented in
this project over the years. In short, the meanihgmerging story could be that while
trying to practice leadership for social justicertnseems to be a resistance on my part at
some level—but equal capitulation to—traditionahfis of leadership. Sometimes |
practice leadership for social justice and somegiireem a traditional leader. Specifically,
sometimes these roles are acceptable and fit $keatehand, and sometimes | know |
should not be using traditional leadership, buit .

An example of this is that traditional leaderslaiptimes, is necessary. Making
schedules that call for the algorithmic organizaid people in very logical fashion is
important in establishing consistent, predictablgtines for staff and students. However,
it is only out of necessity that administratorstldis. Traditional thinking is required, at
best, a few times a year, not daily. However, sthdministrators can easily fall into the
rigid thinking of algorithmic organization and apgt not only to scheduling but also to

229

www.manaraa.com



other aspects of leadership such as identificatfarhildren for special-education
services, the Response to Intervention processgwaenlinstructional leadership.
Having Two Leadership Belief Systems

Although | continually grapple with trying to undgaind the data presented in this
project, and why | have done some of the thingavehdone as a school leader, | have
developed a possible explanation. This explana#amed to have surfaced from
rereading and thinking more deeply about my datasth, it appears, | am performing
under two leadership belief systems: one, tryingraxtice this orientation of leadership
called leadership for social justice, and oneraditional leadership. | do not experience
moment-to-moment shifts in leadership styles, butes of the data would indicate that
indeed my leadership does seem to shift quicklgnfleadership for social justice to
traditional leadership. Thus, although shifts in legdership may appear moment-to-
moment, | do not believe this is the case. Hedesduss some of the possible reasons for
the shifting back and forth between leadershipstanial justice and traditional
leadership. As this study indicated, | was, antam, learning how to practice
leadership for social justice. Because it is imgmedor me to claim expertise as a leader
for social justice in my school, | can only surmigey | literally “live in two worlds,” or
under two leadership belief systems, those of lesduiie for social justice and traditional
leadership.

“I Can’t Shake It”

While performing leadership in my daily practicesaschool administrator, a
tension arises. The dialectic of “two worlds” coelxplain the story that seems to be
emerging from my practice. It is this tension frbeing in both these worlds that leads to
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the nonacademic term, “I can’t shake it.” The maghil story could be that | cannot
escape from the practice of traditional leadershiat is, | cannot diminish the way of
leading that includes such attributes as charigmdginamic, innovative, decisive,
problem solver, and motivator. These are the atted contained in Chapter | that are
part of Furman’s (2004) delineation between whétadership and what leadership is
for. As | explore this emerging meaningful story in toening paragraphs, the continual
tension between trying to lead for social justind aeing pulled toward traditional
leadership is the crux of this study. | will usereoexamples that relate to the data, and
some examples are nearer to the present, suck abrtate of fear and
economic/political uncertainty on school financésis fear and uncertainty is, | believe,
having an enormous impact on school leaders. laitéimpt to show how this relates to
traditional leadership, but more specifically tgiig to learn to practice leadership for
social justice. This is the meaningful story.

Because of my acquiescence to traditional leadgrsliich creates tension for
trying to practice leadership for social justidee story presenting itself, | believe, is “I
can’'t shake it.” | need to explore the unfoldingrgt and what exactly it is that | cannot
escape. There are certain aspects of traditioadklkship that are not bad, but rather,
quite necessary. Because administrators need touildings, certain things need to
occur that would seem to fit under the classifmatf traditional leadership. For
example, if the security monitor stops workinghe pffice and there is no way the office
staff can see the people who are entering at tme &oor, it is my job to quickly and
efficiently solve the problem so as to not havap m the security of the school. Similar
to the previous example of school administratogerthmically organizing people with
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schedules, we need to exercise caution that wetlose traditional leadership methods
with other, very important, aspects of education.
Two Sides of Being Impatient

In attempting to allow the story to emerge from da¢a in this study so as to
interpret more clearly what may be happening, abdetaviors that occurred in the data
could point to a more meaningful, but complex st@we recurring behavior of mine
while trying to “be” a leader for social justiceeseed to be impatience. | will explore
some possible reasons for my impatience. Most oimpatience seemed to have come
when engaging in, or trying to engage in dialogasalon with individuals or groups of
staff members. | seemed to get upset when stafiaidjuickly come around to my way
of thinking. | have to believe that my way of thing, that trying to get staff to address
issues of social justice in school, is a meaningfay of thinking. Perhaps because in my
mind | have “drawn the line in the sand,” | havedmahe decision that issues of social
justice are important in my school. This may sopaternalistic, that my way of thinking
is the right way of thinking; | am trying to followa particular school-leadership
orientation that | believe is what should be happgim schools. Taking a stand and
attempting to be bold and assertive regarding pgstarth issues of social justice in my
school opens up the possibility of heated, passtoma@uments that often become
emotional, even personal. Sometimes | was patihsametimes | was impatient in
pushing forth these issues of social justice.

| became impatient when staff would not think like, that is, they did not
readily see or understand social injustices insohiool, or on a larger scale of public
education in the United States. | should be motiepa but for some reason, it appears |
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have a sense of urgency to get staff to undergtandy time frame) that social justice in
school is meaningful and important. This is antatigcal as | was not allowing for
dialogue to run its course per se. Because of npaiience, some unsavory behaviors of
mine sometimes emerge. Sometimes when | am impatieut pushing forth my beliefs
about social justice, | can become sarcastic, esadescending. Although these
behaviors are ugly enough, the question becomegiwahylefault to these behaviors
sometimes?

If my impatience is linked to some sense of urgetiogre could be two possible
explanations. First, creating and sustaining slygjast learning environments for all
students is a meaningful pursuit for school leadEnss study began as | was energized
by the theoretical literature on leadership forialgastice. Schools, including the one
where | work, do not serve all students well aret¢his no time to lose as the education
of children is of the utmost importance (or shooéd to us. However, if my sense of
urgency is beckoning notions of efficiency and ngmaent, this is where | can
potentially slide into the role of a traditionahbtier.

There is the possible interpretation that | amnagihg more of the qualities of a
traditional leader when | become impatient becauselleague will not, or is slow to,
change a way of thinking. | struggle trying to detime whether | am impatient because |
may feel my colleague is morally at a differentgeldrom me in serving all students well.
Sometimes | have patience to interact with my egjiee and we dialogue and perhaps we
both learn. This would be dialogical cultural anotend leadership for social justice. In
contrast, if | am impatient because | feel | mawasting my time with my colleague, as
there are many pressing issues to which | neetténdi then my impatience is firmly
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planted in traditional leadership, as | know | @bbk doing something else more
productive (most likely, more managerial).

To honestly interpret and explain the story emeaydiom this study, | admit that
having things pile up on my desk, and leavingmbo rich and meaningful dialogical
interactions on social justice with colleagues @riimes, wear me down. These may
also be times | am impatient. Rather than intulyis@owing that if | could just be
patient enough to wait for the window of opportyra enter again into dialogue with
my colleague, | will sometimes get nervous, cutdi@ogue short, and get back to my
office to complete a pressing task, answer longdwee-mails, or review lesson plans.
That is, | feel the need to get back to being aagan

This is one possible explanation of how | may lalieg in two worlds. On one
hand, | am not able to escape traditional leader&i@ing antidialogical, and worrying
about completing my work apace and managing. Owttner hand, my sense of urgency,
manifested in impatience, could be viewed as beialjintended and meaningful in
trying to bring about more social justice in my sgh

Why Be Fearful?

Employing, or trying to employ democratic processesy school is messy and
complicated. It takes patience to use, with somelity, democratic processes and
genuine dialogue. This can make people, includiegfeel uncomfortable, or even
angry. Efficiency and decisiveness is far cleaAsra traditional but antidialogical
leader, | can walk away from difficult conversasohcan easily stop a potentially
dialogical interaction moving down a democratic mgssy path, and make a decision to
move on. Not only do | feel the urge to lead deeilsi sometimes, | am asked, even
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demanded, to do so. This must be inherent to thesgs of learning to lead for social
justice. It is easier, quicker, and less painfuetd in a traditional manner, especially
with complicated issues like social justice. Howewes antidialogical cultural action to
lead in traditional ways and not—in the long run—ami@gful to achieve social justice
and ultimately working toward better serving alldggnts in schools.

Sometimes | am fearful. This is not to say thanlfaghtened to go to work, but
considering where | am actually attempting to l&adsocial justice—a nearly all-White,
affluent suburb—it may go without saying that cqrtseand ideas about leadership for
social justice are not widely known, accepted,mobeaced by staff and community
members. Some of the language | have used in dialbgs caused much discomfort.
However, this is the work | try to do: discuss Bsswof social justice and bring these
issues to bear on the lives of our students. Oonaby, in the back of my mind, | ask
myself whether | would be approached by the superdent some day and told | am not
“fitting in with the mission and vision.” I'm feautf that if | sound or act too radical as a
school administrator, | could run the risk of naw/ing my contract renewed. My relative
fear can be put into perspective when reading ainoitiduals with true convictions,
such as exemplar Picott, an African American scladohinistrator who, in the prevailing
atmosphere of traditional leadership used by coptearies, lost a position as a building
principal because of a stance and outspoken conanitto social justice (Karpinski &
Lugg, 2006).

Leading for Social Justice in Difficult Times

It is embarrassing to admit that at times | amftéaf leading for social justice.

Adding to my sporadic fear of leading for sociadtjae is another type of uneasiness, not
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specifically mentioned in the vignettes. The pressf trying to learn to practice
leadership for social justice has recently beeriarorded by difficult economic times.
Because of economic difficulties, the public haséd to teachers and administrators as
possible culprits, making school unstable and ugitgy all problems in public
education. Thus, public education is under attagkyavhere, and much of the attack
directed at public education is related to finanseecifically the salaries of those
working in schools. Although difficult economic tés can serve as distractions from the
meaningful work of leadership for social justicadgetary cuts, staff reductions, school
levies, teacher and administrator pay, medical fitshand retirement packages
constantly dominate conversations in and out obgkladding a level of anxiety that can
quickly morph into fear and uncertainty. How does answer the question, “Who cares
about social justice when we're deficit spendingl$aillion?”

This is a debate that | dislike immensely, but tiva continually surfaces in
school districts across the United States thae#her close to operating at a deficit or
already doing so. | have heard several variatidriseosame question, but in the end,
debating money and social justice in schools cdy serve as a distraction to the real
work of figuring out how to best serve all studemtsan often default into traditional
leadership when these two subjects are discus$ede Bre a few possible, albeit
cowardly, explanations for why | may tend to be enof a traditional leader when social
justice and the economy are discussed. First, sadunelmingly, | am fearful of saying
something when | am the only person in the room bé&l@ves it appropriate to discuss
issues of race, class, native language, and dtiBgbility. That is, in a discussion with
administrators, teachers, or staff members regaguitti@ prioritization of budget cuts, |
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sometimes lack the gumption to bring up the topisozial justice. The times | have, |
run the risk of the question being asked, “Who satgout social justice when we’re
deficit spending $3.1 million?” At times | fear thi&l speak up too frequently, | could
jeopardize my livelihood. Therefore, | am compliemthe agenda and do not speak up.
Meeting agendas do not include social-justice issue
Can’t Operate Exclusively Out of Fear

I am not certain whether compliance is a trait thatwith traditional leadership,
especially in school finances and social justicg dfficiency is one such trait. Being a
traditional leader means being efficient in cer@spects of daily administrative duties. |
assert that under a traditional model of leaderghignning and executing efficient,
disruption/distraction-free meetings that do notidee from the agenda is viewed (or
welcomed or demanded) by constituents and staketsoés good, strong leadership. |
also assert that it is far more messy, complicaad,uncomfortable to ask, sort out,
argue, and dialogue about issues of social judticeng meetings on budgetary
reductions. | am fearful to attempt to do this heseathe few times | have done so, it has
not been embraced. But in contrast, operating bigaw could mean stagnation for
school leaders. Thus, aiming toward school leadletsiat incorporates communal
learning and critical dialogue among teachers amliistrators, toward deep democracy
and relationships focused on renewing teachershaitmment to agency in their own
profession, and ultimately toward a genuine expoassf reality, that is risky and not
silent.

Perhaps the real issue at hand may be my timidisgand up and be a voifm
social justice in school. Practically speaking,wiere to say something about better
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serving students of color or students receiving iad reduced-price lunches during a
meeting to determine certain budget cuts and fisesures in the district, |1 would
certainly be met with one or both of the followiogmments: (a) What does race and
class have anything to do with the current finanmisis; or (b) Although better serving
all children is a priority in the district, emplag®will not lose their jobs over it; they will
over this financial crisis, though. Therefore, Vda decision to make. Do | press the
issue of social justice or acquiesce to the willhaf majority? It may not even be the will
of the majority, but money is powerful and doesetpkecedence in most discussions,
especially when economic times are difficult. Takifig back into traditional leadership
because of timidity to stand up to driving forcegublic education like money is an
issue with which | struggle. This is only one ex#enpf the real story of living in two
worlds of leadership and the tension between tle tw

What do We Want to Look Like?

How do we want to manifest as leaders for socstige? How do we want to be
perceived? If we knew this information, would itacige anything about our leadership?
Specifically, how do we want to appear in public®sthool leaders, our actions and
words influence those around us, positively andcatiegly. What we say and do in our
interactions matters a great deal. At times, peshepare self-serving as leaders,
meaning we pull away from more altruistic motivesl aoward more selfish ones. One
such example in the data is my ability to makelastract argument for social justice
without any visible action of leadership for sogigdtice. Trying to find an explanation
for why | did this has been challenging. It is pbksthat my public embrace of leading
for social justice, and the dialogue with colleagueads me to do somethifay me For
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example, it is probably correct to engage in arrabsdiscussion with a colleague
regarding social justice, such as suburban educdtprivilege, however if this is the

only reason for doing so, to simply debate forlaserving purpose, then | question my
real motive behind such an action. This happereglLfntly enough that it warrants some
discussion here.

One possible explanation that may fit in the ditideof leading in two worlds is
that there is much merit and praise given to leadppearing to have traditional
leadership qualities such as decisiveness, cordejeand intelligence. Given some of my
experiences and background that many suburban Iseitnpboyees do not share, | could
have been taking advantage of conversations amatisihs to be viewed as a “good”
leader, albeit in a very traditional sense. Fomepla, | can probably articulate well the
changing demographics in public schools, due tovamed experiences. Dialogue and
debate in this area, particularly as it pertainth&achievement gap, is a worthy pursuit
that can work for social-justice causes. Howevaminot convinced that while
dialoguing about issues of social justice, | anmgyto get someone to understand the
importance of race, class, and ability/disabilitiy|east all the time. | question whether |
want to be accepted in order to be viewed as kraydable, well informed, worldly, or
maybe even sensitive. | wonder if, at these clifpcdnts, | am not more worried about
how | am viewed as a leader rather than the causguality and fairness for all students
in schools.

Indeed, a school leader appearing to give his taests what they want—
presumably, traditional leadership—is probably ¢égdiavith effectiveness. Perhaps the
“appearance” of a school leader exhibiting tradiéidleadership traits may have
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something to do with power and control. It couldtta@t school leaders exhibiting
traditional leadership traits can easily maintaithofvers. This is precisely what |
guestion in my attempts to practice leadershisémial justice, at times. | acquiesce to
traditional forms of leadership; | buckle under ttmand to run my school smoothly and
efficiently because this can be powerful and poputlaus self-serving.

Traditional leadership is antidialogical. Reasoruldgurport that if any
dialogically cultural action is one-sided, in tesse in favor of the administrator, that
interaction is not dialogical but antidialogicateke (1970) stated that in these types of
interactions, both/all parties should be tryingetach/learn from one another. If not, it is
simply manipulation by the oppressor. To rephrasa)y practice, when discussions of
social justice occur, | cannot be certain whethgaht to appear effective, popular, or
“giving the people what they want” to be viewedeffective (traditional leadership) or
genuinely | want to try to educate, and learn fitbowse with whom | am conversing
(leadership for social justice).

Toward a Delicate Balance

What teachers and staff think of my administrapeeformance can pull me back
to traditional leadership styles. However, thisois dichotomous. Some want and
expect efficiency, strong management skills, andsileness in a principal. Some want
and like to be led or told what to do. These desinay work well with managerial types
of tasks in a school building, but not with meafinhgocial-justice endeavors. For
example, if the pressing issue of the day is whathedistrict will offer paid
professional development, | can tell everyone tivgprofessional development can be
paid for out of the general fund, that it must beng funded, but that should not be our
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pressing issue. | know that if | do not answer ¢joas in a timely fashion, | run the risk
of being viewed by some as an ineffective admiatstt This creates a tension toward
antidialogical ways of leading, because some stafft me to lead. Managerial tasks are
time consuming and can multiple quickly, even caetedl take over what an
administrator does on a daily basis. This is wher@ed to make a choice about what to
do.

Making a choice to enter into a dialogical relasibip on issues that do not seem
to have relevance, that is, entering into a digalgielationship regarding managerial
tasks presents a potential opportunity. This sotwygecritical. However, the swift, clean
execution of managerial tasks is a high prioritydome staff members. If | fail to
validate what is important to others but not neaglysme in some way, | could be
failing at an opportunity to enter into a dialogicalationship and possibly help
colleagues think about and value more pressingssefisocial justice. Therefore, it
appears that there is a very delicate balance & m one hand, it is not meaningful to
be “too much” of a traditional leader, occupiedrainately with managerial tasks. On
the other hand, it may be the only “in” a schoalder is afforded to attempt to lead for
social justice. Succinctly, if | have to gain resipley being a manager for staff to
seriously consider social justice and how we cast berve all students, | will. This may
entail a different sort of “pull” between traditiaineadership and leadership for social
justice, but it would appear to be the same diadexttwork. | should not liken the work
of leadership for social justice to a hierarchyeéds; | have thought about this concept.
Briefly, some staff members may need more basisgue needs cared for in their daily
work at school (what is the schedule on picture d&fore they can think about bigger
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needs (how can we ensure all students are servd fvgatisfying these basic personal
needs can lead to dialogical cultural action amdugh to leadership for social justice, |
will do it.

The Constant Pull and the Constant Tension

I know | need to complete the minutia of managegaks each day. | also know
that colleagues need to know where | stand and thaik is important for the school.
Most importantly for me and the staff is assistgagh other in understanding issues of
social justice, and acting on behalf of all studantour school. Perhaps this is the “pull”
with which | struggle; not allowing managerial tagk consume my leadership, but
accomplishing those tasks that need to be accomegpliand being assertive enough to
stand up/speak up and lead for social justice.

The pull toward antidialogical, traditional formEleadership is, in many cases,
an easier, cleaner way to lead schools. To sonemgxterhaps all school leaders at any
level look for easier ways to do things. If antldgical, traditional leadership is easier,
then there may be more of a natural tendency ® d¢aksuch attributes as confidence,
integrity, and energy. Another possible explanatsothat it is easier to quantify the
degree to which administrators are performing attiibutes of traditional leadership.
Quantifying leadership actions in traditional legsdép is attractive for many reasons.
Because efficiency is quantifiable, simply checkaffyon a spreadsheet and providing
evidence of whether a managerial task was compisteery attractive. Because
efficiency is completing tasks quickly, it is a yeppealing leadership trait, as it gives

the appearance that a building is running smoothlymooth-running school building is
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important but should not be an end goal. Nonetkelasst everyone working in schools
feels better when things get done quickly, andgterg runs smoothly.

Conversely, leadership for social justice is amgtut easy. It is messy work
that is new, unfamiliar, and uncomfortable for sahexdministrators. Dialogical
relationships are democratic, as there is (or shbe) a genuine interest and concern on
the part of those engaged to come to some formreleanent about how to best serve all
children. The constant tension will always exigi®en taking the straightforward route
of traditional leadership or the more difficult, 83§ path of leadership for social justice. |
believe the latter can move schools forward in rivegual directions. But there is a
tendency to take the easier path of traditionaldeship sometimes. It is easier to
complete tasks efficiently, try to run a quiet, sittobuilding, and most importantly, be
perceived by all as a good principal.

The constant pull and tension of trying to effeelfvmanage a school building
and lead for a higher moral purpose, such as sp&tite, is not new. Philip Selznick
(1957) detailed the complex roles of both managemed leadership iheadership in
Administration: A Sociological Interpretatioelznick (1957) addressed the dangers of
exclusively focusing on managing without the gregteod in mind:

The cult of efficiency in administrative theory apicactice is a modern way of

overstressing means and neglecting ends. Thie# olotwo ways. First, by fixing

attention on maintaining a smooth-running machirgights the more basic and
more difficult problem of defining and safeguardihg ends of an enterprise.

Second, the cult of efficiency tends to stressnegres of organization that are

essentially neutral, and therefore available for goals, rather than methods
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peculiarly adapted to a distinctive type of orgatizn or stage of development

(p. 135).

Selznick sheds light on many important points. §aéeding the ends of the
enterprise, or ensuring that all teachers and ktafé in mind and practice to meet the
learning needs of all students in a safe and riagw@nvironment must be near-sacred in
schools and never compromised. Understandablyigtisry difficult to accomplish in
schools. Another important point Selznick makehésneutrality of managerial tasks.
There does not seem to be any moral calling inldpugy a smooth running master
schedule, conducting efficient fire drills, or eniag students line up correctly after
recess.

To try and reconcile these important points Seknéises between
administration and leadership, school leaders negyg o look for opportunities to act
socially just, fair, and equitable in all aspedisarrying out managerial tasks. For
example, creating a favorable schedule in whictesits with an IEP have access to key
resources throughout the day could be one impowawgtto reconcile administrative
managerial tasks and leadership for social jusBeeparing students to line up correctly
after recess could include using the buddy syskaunh child could “turn and talk” in a
cooperative fashion to remind friends of the rdéwalking respectfully and
responsibility to their classrooms. Students wantdrnalize that they not only need to
care for themselves but others as well, thus erga@icommunity of care. However, can
this be maintained each and every moment of theadday? Can school leaders literally
view all aspects of school administration througg lens of social justice? In reality, this
would be dogged, tiring, laborious work. One woasd, “Why do this work?”
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You Have to Ask Yourself “Why?”

Whenever there is the overwhelming feeling thahlreot doing what | am
supposed to be doing as a principal, | ask mykelsame question repeatediyhy am |
not trying to be a leader for social justiceéfind this question easy to ask but difficult to
answer. Sometimes | do not even try to answemiéstion in my daily practice as a
school principalWhy am | not trying to be a leader for social jusiis an important
guestion school leaders must ask themselves fromtt time, or even each day.

It is an important question for many reasons. Fiwien | ask myself this
guestion, it signals something is wrong. Sometlisngrong when | am not even trying to
practice leadership for social justice. Ideallwduld imagine, if | were practicing
leadership for social justice to a high degree eghas a school principal (although it
would be difficult to determine what “a high dedres, and | knew it, and everyone
around me knew it, this question would be lesdyike cross my mind. Second, asking
this question is self-reflective and, hopefullysmingboard to reorient myself back to the
meaningful practice of trying to be a leader fotiabjustice. Thus, it is probably good
that | question whether | atrying to be a leader for social justi@ach day.

Why do | ask myself this question each day? leisduse | believe | fail to
practice leadership for social justice on a coesisbasis. | know | do not lead for social
justice each day. The selfish result, sometimethatl feel badly or guilty for not doing
what | want or should do. The grim reality is thaerpetuate inequality; that some
students are not being served well in my schoobther words, my lack of action for
social justice as a leader is a replication ofdfaéus quo. Sometimes | do not do what |
should do for long periods of time. There have b@aes in which weeks go by and | do
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not so much as think as a leader for social jusiibes, there are times when there is no
back and forth shift in my leadership because istsmporarily stuck in a vacuum of
traditional leadership.

The autoethnographic methodology employed in tiidyshas forced me to gaze
inward at my practice as a school administratois Gazing inward has produced a story
that seems to be saying | am practicing leadeiishiwo worlds, one of leadership for
social justice and one of traditional leadershipzi@g inward can expose a vulnerable
self. This can be very painful. As discussed, asknyself painful questions liké/hy am
I not trying to be a leader for social justice@n expose a side or story in me that is not
appealing.

Don’'t Retreat from Leadership for Social Justice

During these times of seemingly prolonged tradaidaeadership, the question
persistsWhy am | not trying to be a leader for social juef?One possible explanation
for my reluctance to act on my own question is thate is no accountability to social
justice in the suburbs. No one will audit the degr@which | am using leadership for
social justice each day in school. The inverseerhi@ps more true. That is, a higher
degree of concern could arise if | were trying tagtice leadership for social justice on a
consistent basis. As a White man of privilege, kimpao one will ask me the question
Why am | not trying to be a leader for social jastcomplacency can easily dominate
my leadership.

School happenings serve to distract from more nnegduli work and appear to
take away from the work of social justice in schddiis is where the school leader must
work. If | fail to address someone’s hurt feelingpgt is, if | do not listen to what seems
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to be important to staff members, | may not be mgetolleagues where they are in
building relationships. If I hammer away with “Whddes this have to do with children

of color not reading at grade level!” | may pusafsturther from entering into a
dialogical relationship. From time to time, wheedhb types of interpersonal issues arise,
| have asked myself whether a colleague is “readyiave the sort of conversation that
focuses on what | believe are the “real” problemisszhool faces. | must balance to find
the right moment to interject meaningful dialogbewat social justice and serving all
students well.

In some way, | sense that sometimes people wanb fost “bring the hammer
down” in some traditional leadership way. Perhagdank of “strong” leadership could
be viewed as a weakness, that | should indeedngey avith and discipline pettiness. |
do feel the tug to be more of a traditional leadken pettiness seems to become more
acute. Sometimes | get angry about the pettinegsiamply impose a decision. Rather
than argue the merit of being petty versus focusmgnportant issues of social justice
and how to best serve all children, | get lazgdjrfrustrated, and discouraged, and try to
let it go. This could, however, be a reflectiomof inability to get a critical majority to
rally around the “cause” of social-justice issugesny school and district. If this is the
case, there is an opportunity to salvage what éltanstrued as worthless conversations
about petty issues.

A perspective | have not addressed yet is one itf §urst, | attempt to show that
living in both the traditional leadership world aleédership-for-social-justice world can
be, to some degree, attributed to my guilty feedingto not wanting to be classified as a
racist or anything else unpleasant in contempaacyety. That is, | ask myself the
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guestionAm | leading this way because it is what is meamingnoral, and just, or
because | want to be viewed as being an ethicalpessionate administrator?

Evident in many areas in the data are several ebemnop passionate, emotional,
sarcastic, angry portrayals of interactions | hiaze with people in an attempt to lead for
social justice. | use all the adjectives—passigrateotional, sarcastic, angry—in a
holistic attempt to possibly answer the questiowby | may be leading in this way. It
would be quite simple to dismiss the “why” in thetians and motives of my leadership.
However, if | did this, it could lead to a disingerus and short-lived leadership
orientation. | must be honest and state that, @asion, in this study, | was uncertain of
my motive for doing what | did as a leader.

On occasion, it felt good to be viewed as a pra&jves compassionate
administrator that “has his priorities and heartha right place.” To clarify, | am not
saying that | do not truly believe in the meaningéss of the leadership orientation of
leadership for social justice. | do, and | am cottedi to trying to lead for social justice.
However, | can honestly say that when given a congit of “Dave sure has his
priorities and heart in the right place,” it cameof go to my head. This, to me, can lead to
some form of moral corruption. What would studehtsk if they knew that | spoke up
on their behalf on a particular occasion to be @@wore favorably by the masses? Staff
members and colleagues of mine surely would feiedped knowing their leader did
certain things and made decisions only to gairsprand favor from superiors. Parents
would feel incensed as well.

A slightly different interpretation to the answdmoy questionAm | leading this
way because it is what is meaningful, moral, argd, jar because | want to be viewed as
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being an ethical, compassionate administratoo@ld be that | start with all the right
intentions to be a leader for social justice but ep with a quasi-outcome that is neither
morally sound nor true to the ideal of social jostiBy morally sound | mean that
although my leadership actions may appear compassi@nd committed to bettering
the academic futures and life chance of those stadeaditionally marginalized in
schools, the real reason is not moral in naturesélitfcentered. By true to the ideal of
social justice, | mean | am committed to assisimthe transformation of my
school/district to more equitable learning plaaasdil students. Perhaps because White
men in positions of power do not want to be clasgias racists, bigots, English-only
zealots, intolerant, or lacking compassion towdndents, we start out wanting to be
leaders for social justice, but sometimes, becatiser actions, end up being viewed
differently.

There is, | believe, a constant tension or diadecurring in my practice. The two
opposing forces are leadership for social justimtteaditional leadership. | am literally,
intellectually, and practically working in theseawvorlds. It appears that this is what the
data in my practice have revealed as the emerganyg. s

The Window

There is a term | use to try to keep myself movorgvard in trying to practice
leadership for social justice. | call it “The Wingd | have presented many reasoms
to lead for social justice in an affluent, neardiy&hite suburb. | have shown how my
reluctance to lead for social justice out of impate, fear, guilt, and pressure to be
viewed as a strong leader is reflected in my pcads a school principal. | have
presented examples that show the tension betwgieg to practice leadership for social
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justice and that of traditional leadership. Inddbdre appears to be a dialectic of two
forms of leadership that pull, at times, in oppesitrections. Traditional leadership tends
to be more antidialogical. Leadership for sociatige tends to be more dialogical. “The
Window” is a term | tell myself when | need to tytake advantage—when the situation
arises—to lead for social justice. In short, wihiilis fairly clear that | can and do fail on a
regular basis to lead for social justice, | keegklng for opportunities, or windows of
opportunities, to try to enter into a dialogicdlstion whereby | can influence colleagues
in favor of educational equity for all students.

Before this study began, | held the belief thatuld become a better leader for
social justice in my school. Throughout this stuldgnticipated a moment in time when |
would encounter a turning point or crossroads athvpoint | could simply choose to be
a leader for social justice and leave behind aagetiof behaviors associated with
traditional leadership. As | have shown throughoues examples in the data and my
current practice, | neither practice solely leadgr$or social justice nor traditional
leadership. This seems to be a meaningful inteapost of my leadership.

Considering Rapp’s (2002) definition of leaderstopsocial justice, it becomes
clear that, at times, my leadership was the dwppbsite: “Leaders for social justice ...
resist, dissent, rebel, subvert, possess oppaaitimaginations, and are committed to
transforming oppressive and exploitative sociatiehs in and out of schools” (p. 226).
At times during my practice as a school administrdtwas not “committed to
transforming oppressive and exploitative sociatiehs.” For the reasons mentioned in
this discussion, impatience, fear, distractibilggttiness, lack of accountability, and
guilt, 1 did not accomplish what | initially thoughcould; that is, to fully practice
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leadership for social justice. In contrast, therexamples in the data (problem posing
guestions, dialogue on teacher agency, etc.) bmat sny attempt to “resist, dissent,
rebel, and subvert” situations both in and out gfsohool.

Admittedly, there is a dichotomy between traditilcsyad leadership for social
justice. Many times in my practice as a school éeathere is an either—or dichotomy at
work. Either | am trying to practice leadership $orcial justice or falling back into
traditional leadership. | am trying to somehow regte, where possible, the two distinct
orientations of leadership. | would very much ltkedo a better job as a leader for social
justice. | do not like falling into the snares mditional leadership, wearing blinders to
inequalities that exist in and out of my schoollthnig. However, some aspects of
traditional leadership are important and meaningfat could, quite possibly, mesh well
with leadership for social justice. As | have hopedhed some light on the emerging
story of “living in both worlds of traditional leadship and leadership for social justice,”
meshing the particularly useful components of tradal leadership with leadership for
social justice is an area | hope to intensify ia filture.

Autoethnographic Work

To conclude, and returning to what autoethnograps$i®uld include, are the
following criteria: substantive contribution, aestilc merit, reflexivity, impact, and
expression of a reality (Richardson, 2000b). Frantivese five criteria in the form of
guestions, | have tried to ask the following of elfsluring each process and experience
in the writing of this autoethnography:

1. Does this autoethnography make a substantivigilsotion to understanding

social life?
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2. Does this autoethnography have aesthetic merit?

3. Does this autoethnography demonstrate reflgsvit

4. Does this autoethnography have an impact oneter?

5. Does this autoethnography express a reflectioaeatity?

To answer Question 1, this autoethnography doe® makibstantive contribution
to understanding social life. My study deals expliavith social justice and the role |
play as a school administrator trying to lead fazial justice. | believe | made it clear in
this study that the particular contribution to ursiending an aspect of social life was that
of equality, fairness, and how to better servetaitients in school. | showed how this
could be accomplished through deep democraticipesctopen and critical dialogue
explicitly exploring ways in which all school staffembers can better serve all students,
and remaining committed to the ethical practiceleadlership for social justice. From the
outset, | stated that society and schools are yrijueg some children are served well and
others are not. My contribution in this autoethragdry was trying to lessen inequality by
trying to learn to practice leadership for socistice.

To answer Question 2, this autoethnography habetéstmerit. | believe my
autoethnography is sufficiently artistic in a laey sense. It possess artistic appeal as it
“looks” different; particularly the vignettes. l@$anguage in my autoethnography that is,
at times, colorful and descriptive. | also use leage that my be considered aesthetically
abrasive and unsettling. Additionally, in the viges | believe my writings accomplished
a level of emotional transparency for the reademdte honestly—unconventionally at
times—and portrayed what was happening in my thtsygieas, and attempts to change
unjust arrangements in school.
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To answer Question 3, this autoethnography demeatestreflexivity. | attempted
to make a substantive contribution with the “reilty to refute traditional models of
school leadership” in this study. The way | accastd this was to use
autoethnographic techniques that required me tetaatly analyze what | was doing as a
school leader and consider how my leadershiptit ihe broader culture. | had to
continually reflect on what | was attempting toatoa leader while knowing that what |
was trying to enact went against traditional moaélschool leadership; went against, in
some cases societal norms and expectations.

To answer Question 4, although | cannot know fotade the level of impact my
autoethnography may have on the reader, | bell@geatitoethnography has the potential
to impact the reader. As with all meaningful wrigira certain level of connectedness
must occur between the writer and reader. In s@nards, | believe my autoethnography
can be provocative and possibly move readers teiden(and hopefully act on)
injustices in schools that contribute to the maafimation of some groups of students.
Given what | am trying to accomplish in this stuthat is, to improve the lives, learning,
and overall well-being of children, | believe tlstsidy must compel any reader—
especially a reader currently working in the fiefdeducation—to act justly and ethically
in favor of equality for all children. For thesaas®ns, | believe this study to be impactful.

To answer Question 5, | believe this autoethnograpfiects reality. First, it is
well documented—not only in this autoethnographyatthere exists an achievement
gap in schools and society. The achievement gagdoan race, class, native language,
and ability/disability, is persistent and complskat only is the achievement gap
undeniable, but perhaps our greatest social icgissi that it includes deep-rooted belief
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systems such as racism, bias, and systematicrdisation. The reality of these social
ills continue to plague all of us today.
Some Limitations and Promises

One limitation to this project, according to myalavas the somewhat episodic
nature of my interactions and dialogue with stisffich of my data indicated a one-time
interaction with a particular staff member or grafstaff members. On one occasion,
however, my data indicated a short-lived, but ongoelationship with a group of
teachers using common assessments. We used spettortnance data as a centerpiece
for dialogue on how to best serve all students.e@ifdicitly discussed students who were
struggling. Some of those conversations includatbdiie on root causes for particular
students to be marginalized (i.e., teacher expenttclassroom biases, instructional
methodology, etc.). However, these types of ongdiatpgical relationships were not the
norm. It may have had something to do with me chrepgchools, going from assistant
principal at the middle school to principal at #lementary school.

Along the same lines, in episodic interaction vetaff members, one thing |
seemed to have overlooked was the use of grouprdgaaAlthough | did work with
teams of teachers, more at the middle school lexalking in teams appears to have
waned in more recent vignettes at the elementdrgaclt is difficult to determine
whether this change made a difference in assistaffjmembers to understand the
contradictions and injustices in school. Anotheritation of mine in this project was not
engaging fellow administrators in dialogue on shcistice in schools. | believe there

were opportunities to do so; however, perhaps d@elack of daily contact with
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administrators, | was unable to successfully diaéogith other administrators regarding
social justice.
The promise of this study is the honest contributiacan make in a growing

body of literature on how learning to practice kexathip for social justice manifests by
administrators in public schools. | believe theoatihtnographic data in this study have
answered the research question and provided arshdescription of how a White man
of privilege tries to learn to be a leader for sbfistice. Also, perhaps the methodology
of autoethnography can help serve as a legitinmate 6f research for those interested in
learning to be better leaders for social justieg,durrently do not have space or voice to

do so.
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