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Abstract

The purpose of this qualitative study was to investigate the practices of high school
principals who have built a culture in their high schools focused on college and career readiness
for all students, but in particular students frbistorically undersemrd backgrounds, and to
identify and describe the characteristics that they shared (Stake, 2005, 12006)udy involved
case study research methods, with two case study sites. | completed the investigation with a
detailed, holistic case study reporttab principals with data collected between October 2014
and May 2015 at two high schools located in the metropolitan area of a large Midwestern city.
Data collection involved individual interviews of principals; focus group interviews with
teachers, studésy and parents/legal guardians; several observations of the principals in meetings
or in their schools, and document review.

The findings reveal that the high school principals engaged in a number of behaviors
beginning with a personal, justicgientedmindset that strives for equitable outcomes for all
students through their leadership and advocacy in interpersonal and pedagogical relationships.
For both principals, it was more than just striving for equitable outadrtiessy laid a foundation
and beganarving a path that any student could take and end wherever her/his interests or
passions resided.he flexibility of this path was mindfully and deliberately crafted by looking
forward to the future, postsecondary, needs of students and mapping backwhedisst day
of high school.

The two justiceoriented high school principals undertook the task of carving a path for
students by creatincareer pathway structuse their schools that build a culture focused on
both college and careers, supportiegdhers and faculigs they reinforcethe career pathway
structures in their classroomshrough internships or mentorships, axgosingstudents to

college and career experiences and opportunitatscontextualized the classroom and school



i
experiencesA career pathway structure is not a model that silos students and teachers into
choosing career preparation oeedlegepreparation but instead is a mutually inclusive approach
of embedding career development into the academic curric@ath.principals were mindful
and deliberate in the programmatic structure of their career pathways or courses as to not isolate
or predetermine paths for studenfsl students were exposed to college and career experiences
or opportunities in contextualizeddrning environments in and out of the classroom.

The justiceoriented high school principals recognizédidentand familydiversityasan
integral and unifying factor in their schools and community and ensuredvérgtweilling
student participated imll college and career experiences, even if obstacles or challenges may
have existedDiversity was a common thread in discussions with both principals and their
teacher s, parents, and student s Bivetsiiywasve many
described by participants as rich, foundational, an asset, a unifying agent, and a perceived
strength in the classrooms, in the hallways, and in the overall school commuritth
schools, diversity was not regarded or celebrated as a theatrical pyodbat a common fiber
that linked the daily occurrences or activities at both sch@dtether in the form of
multilingual communications that were produced orally and in print, in the languages overheard
in hallway conversations, or in the fundraisimglaaommunity outreach of school faculty and
staff, parents, and community partners, cultural, linguistic, and economic diversity was packaged

into all shapes and sizes and the entire school community reaped its benefits.



| dedicate this studio all the students | taught as a high school teacher
in a large, urban Midwestern city and all the teachers who mentor and support
students with resources, opportunities, and experiences to get them to college or on a
path to a career that will provelthem with a living wage.

Without question, education is the key to progress and prosperity in the United
Statesoday. Whether fair or not, educational opportunity and academic achievement
are directly tied to the social divisions associated with race, ethnicity, gender, first
languageand social classThe level and quality of educational attainment either open

doors toopportunity or close them. (Gordon, 2006, p. 25)
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Chapter 1
Introduction
The United States of Amerigatheland of opportunitylt is a country built on the notion
that with hard work and perseverance anyonepcasper and have the opportunity to achieve
the unimaginable or once thought unattaindltleh e A A me r.i @raughodoruera M at i on 6
history, parentdhhaveimmigrated to the United States in search of better opportunities for
themselves antheir children. Othershaveoverame oppressive forces with the hope that their
children would never experience suzilcumstanceagain.One common thread among these
parentsand all parentsvas the belief that education would provide their childrerithv

opportunities They believe educationwasthe universal equalizéMann, 1848. In the words

of HoraceMann (1848), fAEducation, then, beyond al l
equalizer of the conditions of m&rthe great balance wheeloftheo c i a | machineryo
Yet, the education necessaryitoanpr ove ft h pvonteo andpnet ni 60 n(sMaonf n p . 8

to acquire social and economic capital is not within reach for rka8ystudents Particularly;
students fronhistorically underservegdopulationge.g.,studentf color, students from low
socioeconomic backgrounds, students speaking languages other than English, students from
urban communities, and/or students from high minority, high poverty school neighborhoods)
because of societahd institutional forces working against them or impeding their actass.
educational hopeof many parents, particularly those with@atjuisitecapital or social networks
rich in education and careers, may fall short of expectawdestheir children arrive at school
with the illusion of less capital or capitadt valued bythe educatorsvorking within the schools
Our early history as a nation set in motion ideologiél which we are still struggling

todayin educatio® conforming to and internaling traditional American societal ideals



(Sampson, 1977) rooted in the culture of White, early settlers (Boykin & Toms, T985).
history, coupled with whaBtantonSalazar (1997) considered fil i ber al vi ew of a
s oc i et places(apxorbitdnt emphasis on individual aptitude, motivation, and
achievement and links it to adult educational and occupational outcdvhes. students exhibit
the attribute®f high aptitude, motivation, and achievemgihieyarguablyhave adopted the
requisiteacademic values necessary for success in semaothroughout theirves(Stanton
Salazay 1997. However, adilemmacan exist foistudens who do not exhibit or enter school
with these schooling attributemdwho possess capital that conflicts witie valued, dominant,
White culture of schools
Studentdrom historically underservedopulationscanface a multitude of challenges or
obstacles as they advance through the eduedsystem(Moll & Gonzalez, 1994; Oakes, 1983,
2005 Valencia, 1997, 210; Valenzuela, 1999; Yosso, 200bhesechallengewviewed through
a subtractive schooling (Valenzuela, 1999) and deficit thing@rgpectivéValencia, 1997,
20l0)negatively affect st udent,adthegaiaose ddtweenn and
dropping out of school, entering the workformremilitary immediately upon high school
graduation, or enrolling ipostsecondary educatiofor manystudents fronhistorically
underservegbopulationsfamily and community networks provide them with theital
necessary to reach postsecondary settivigdl & Gonzalez, 1994Yosso, 2005)but schools
maydiminishor subtracit along the wayValenzuela (199Ridentified two ways schools
deplete capital from students:
First, it dismisses their definition of education which is not only thoroughly grounded in
Mexican culture, but also approximates the optimal definition of educatieancedy
Noddings(1984) and other caring theoris&scondsubtractiveschoolingencanpasses

subtractiely assimilationist policies and practices that are designed to divest Mexican
students of their culture adahguage (p. 20)



Althoughthe focus oV a | e n z(1089)studywerestudents oMexicandescenther notion
of subtractive shooling is applicable to any culture, race, ethnicity, or social class because the
heart of her theoris thatschools do nogxist toservethe interests ofionWhite students
Instead schoolseexpectnonWhite students t@ssimilate or acculturatetodah school 6s prev
culturethat embraces th&hite, middle-classsociety(Valenzuela 1999.
Anotherexample of schools depleting student camitaiurs when educators and school
leaders viewstudents fromhistorically underservedopulationghrough adeficit lens
The deficit thinking paradigm, as a whole, posits that students who fail in school do so
because of alleged internal deficiencies (such as cognitive and/or motivational
limitations) or shortcomings socially linked to the young$tsuch a farial deficits and
dysfunctions... T he popruilsako fimaadnstruct, now entrenct
views poor and working class children and their families (typically of color) as
predominantly responsible for school failuréalencia, 1997p. xi)
Deficit thinking is the most common example educators and school systedepleting
resource$rom studentbasedupon theirace(Yosso, 2005)Garcia and Guerra (2004)
highlighted two examples of racisfhe first form of racism was found in tieéhnic and
socioeconomic prejudices of students by educaso the second was found in schools
continually depriving marginalized students of educational options and opportunities by
propagating overgeneralizations and misinterpretations of theirewahd capital wealttGarcia
& Guerra(2004)positedthat his finding is not exclusive of schools brelates toAmerican
society as a who)édecauseschoolculturesdirectly reflect societal values.
Statement of the Problem
Some scholarargue that theromise of the American dreaunrealistic for many
students, particularlgtudents fronhistorically underservedopulations becaus¢he education

necessary to acquire the social and economic capit@ingwithheldfrom them(Valenzuela,

1999. This dilemma ionfirmedby datadisaggregated by race and socioeconstatuson



high school dropout rategducational attainment leved$ students fronmistorically underserved
populationsandestimateduture earning potentialof high schooldropouts and college
graduategDigest of Educatiorbtatistics 2015; Kena et al., 2019n 2014 1.3 million Black
and Hispanic 124-yearolds were not enrolled in high school n@dearned a high school
credential compared toIlmillion White 16-24-yearolds(Digest of Educatiorstatistics 2015,
Table 219.71' In comparison td 999statistics 10.8%more Black and Hispanic students
earned their high school diplomar equivalency certificaten 2013 (Digest of Education
Statistics 2015, Tabl€219.30. Additionally, Black and Hispanic student enroliment in
undergraduate programs increased &% between 1976 an&014, respectively 5% and 13%
(Digest of Educatiorstatistics 2015, Table 306.20

Thenecessityof graduaton from high school or déegeis alsoan economic argument
The |l ack of education or career skills compou
produce negative consequences with regard to employment opportunities, earning income,
creating wealth, living longer and headthlives, and owning aome (Belfield & Levin, 2007;
Wilson, 1996) For instance, over the course of 20 years, the difference @athengs potential,
in constanf013dollars,betweeratypicalfemale high school graduate and college gradigate
approximately $92,000andfor malesis $404,000(Kenaet al, 2015). Over the course of 20
years, demale high school graduate has the potential to earn approxirsa@y)00more than
afemale without a high school diploma or equivalency would paéntearn the earnings
differertial for males isapproximately$146,000(Kenaet al, 2015).

Critics argue tlat negative ramifications afidicators(high school dropout rates,

educational attainment, undergraduate enroliment, and future espoiegtia) stem from

1n=2,527 (in thousands) students.



I ndi v eadlyudevielgpthenh homes in whictschooling attributes wengeithercultivated
nor encourage@alencia, 199). However,Critical Race theoristargue this notion produces a
deficit perspective in society arsthoolsas t u d e n t ssodial andccklturatapiéal(Moll
& Gonzalez, 1994; Valencia, 1997, 2010; Valenzuela, 1999; Yosso).20§i6g adeficit lens
perspectivereventeducators irschoolsfrom acknowledging the cultural wealth students bring
to school anatontribute to societybecause socieys a wholembraces andaluesthe dominant
White, middle classulture(Bourdieu, 197Y.
Rationale for the Study

Extensiveresearch has been conductegr the past 40 years that has analyaedi
critiqued theprocesses students undergo as they consider postsecondary &micashe
1970s, various perspectives and models have been created and utilized to investigate the college
choice processaulsen (1990eviewed20 yearof researchhighlighting the soial
perspectives and enrollment models that research has identified as college choice influencers
concludingthat families greatly influencedh ei r chi | dr e rpéssecandadyer st and i
options and looked to schools to fill their voids or g&shoos, therefore, provide a crucial
component to studentsd post stedentsfrah@stoycallp ppor t un
underservegopulationsyet, many challenges persist.

The first challengeducators irschools must overcome is the belief tfaahilies of color
and those whose primary language is not Engleshot value educatiodccording to Valencia
(1997), }any researchers and educanschodisdbedd i eve t ha
Ainternal def i ci emoimoigatiofaslimicationsa sor] damigahdeficiis v e
or dysf un c Yet, dillalgando &ng Soldérzan(RQ05)found the contrary, as they

linked the value placed in education by parentsof dolorh ei r chi |l drendés post s



aspirationsThis research can be used to shift the deficit thinking in sch@wlgducators who
view students fronhistorically underservegopulationsaslacking social and cultural capital.
Allowing this negativethinking to go unchallenged perpetuates the victiminatibstudents by
societal and educational injusticeecausetudentshemselves annot dAdri ve those
(Bergerson, 2009, p. 44).
The second challenge sch@garsonnemust consideis with regard testudentsvho
speak languages other than EngliSlandara (1999) found academic barriers to-Boglish
speaking student s 0, nating that Btegaey incbbtlo English aqpdrSpanighs s e s
actuallyplayed a constructive role in the procegst, policies in many schoolsmandate English
as a Seawd Languag€ESL) or English Language Learner (ELL) coursesrfonEnglish
speaking students (Gonzales, Stoner, & Jovel, 2003) and do not encourage or teach literacy in
student sd n dheseypdicieswhasagaalastp enmimizeeducationalnequities of
students who speak languages other than Englisitmay actual ly Ahinder the
post secondary educat i Bxandned tiBaigh@eomsunity,cultiad 0 9 , p .
wealth lens (Yosso, 2005), the second language capabilitgisdeints fromhistorically
underservegbopulationsand their parents is a form of cultural capital that has been overlooked
and consideretb bea deficit, instead of an ass&bsso (2005) highlighted the language
capabilities ofstudents fronhistoricallyunderservegopulationsandcitedthree decades of
researchunderscoringit he val ue of Dbilingual education an
radicalized cultural history and |l anguageo (p
A third challenge substantiated by researciretfgatesthat academic resources and
curricula negatively influence the college readinesstiadents fronhistorically underserved

populations The a&ademic resources that affect the postsecondary options of studesttsese



to a qualitycurriculum and college preparatory academics (Lucas & Good, 2001; Solérzano &
Ornelas, 2004; Teranishi, Allen, & Sol6rzano, 2004) and the acadgmlity of the school
attended (Gardner, Ritblatt, & Beatty, 20009r historically underservestudents, gsrations of
college decline due tiosufficient college preparatory coursewd@Bergerson, 2009)ack of
understanding regardinghatit means to go to college, andiancertainty aboutow to gather
information about postsecondary options (Hossler, Stthi& Vesper, 1999; Morgan, 2002).
Pernaand colleague€008) found that resources available to high schax@selateddirectly to
the socioeconomic levedf their studentclientele Schoolssituated inwealthiercommunities
typically receive largermounts of fundingper childthat usuallyfacilitate better quality schools,
teacherscurricula, facilities, andhfrastructure (Perna et aR00§, whereas children who live in
poor neighborhoods or urban environments have dramatically reduced resuatingetheir
schools (Boykin & Noguera, 2011)

Studentaccesdo high quality and rigorous courses ardource suppotb guide and
assist them with postsecondary options can be affeetgdtivelyby a lack ofschoolfunding
(Perna et al., 2008%chook with high concentratiaof students fromhistorically underserved
populationgypically do not have resources that would allowddvancedplacementourses
which would deepen studentsdé cont e(®dlérzdnoowl edg
& Ornelas, 2004)Furthermore, students fromstorically underservegopulations do not enroll
in high-level mathematics courses at the same rate as their White counterparts, which also
restricts their access to colle@felman, 2006)The lack of expose to rigorous academiésr
many students frorhistorically underservepopulationsdiminishes their opportunities to
explore postsecondary optioosvisualize their enrollment in colleges because conversations

about college are less likely to occur anvlevel coursegHurtado, Inkelas, Briggs, & Rhee



1999). Thi s predicament, researchers argue, fil ead:
st ud e n tHartado| Inkelas, Brig¢s, & Rheg997, p. 62)The lack of high school

resources andccess toigorouscourses fostudents fronhistorically underservepopulations,

therefore,is further compounded by their lack of information about postsecondary opfloese

challenges along with two essential indicators of college preparatiorletion of igorous

coursework and access to informataiyout collegeare inequitably distributed to students

designated by race, ethnicity, or socioeconomic backgrounds (Bergerson, 2009).

In addition toadequateollege preparation, Cabrera and La Nasa (2001}ifgehthree
prerequisites for attending college: (a) meeting academic entrance requg dimegriaduating
from high school, and (c) completing college applicatidxteomplishingthese taske/ias
influenced by individuals, families, and schools (Cab&ta Nasg, with schoolsatthe
epicenterCabrera and La Nasa asserted toapletion of these college attendance tasks begins
prior to entering high school by increasing the academic preparedness of students through
interventionsimproving school resourcesharingmore informatiorwith parents, and providing
opportunities forcourseand college financing planninghus, without access to social and
economic capitaktudents fronhistorically underservegopulations ofterare demed a quality
education that can free them from societal forces that hinder their social mobility and economic
opportunities.

Bergerson (2009Motedthat there is@eartho f fiqual it ati ve and mi xe
that can del ve i nlti6)of student dbcsions ia thelcollege ghoice prpcess.
Thechallenge for educatoesd school leaders, in addition to lookjpast traditional forms of
social and cultural capitais toreconsidewhether schooling structures apdlicies perpetuate

whatBourdieu (1977) feareaducation propagating societal inequities.



Purpose of the Study

The purpose of thiswulti-site case studyvasto explore and understand the leadership
practices ohigh school principals as theadvocatd and create a culture foased orcollege
and career readiness for students flastorically underservedopulationsThe studyalso
soughtto understand whether social justice ideologies influenced the philosophylugthe
school principals as they created a college and career readiness culture in their schools while
embracing theultural assetsf students fronhistorically underservedopulationsThe goal of
the study, through a critical, advocacy research paradigeto develop an action agenda or set
of recommendations to assist principals and school leadirsreating equitablaccess to
college and career readiness pathways for all students regardless of their cultural, financial,
familial, and social backgunds.
Research Questions

This studyaddressethe following research questians

1. How does aigh school principal advocate for and support students from underserved
populations in accessing postsecondary opportunities in college and career?

2. What system ostructures are in place to facilitate a college and career ready pathway for
all students, but in particular students from underserved populations?

3. How do the school 6s 6rantbradetegultusahadsetstudentsf b u i |
from underserved populations bring to school as they and their families pfepare
postsecondary opportunities?
Conceptual Framework
The central focus of my studyasto understad A how i nstinormsgandnal th
practices in schools and society |lead to soci

(Tillman, 2002, p.147). At the heart of this understandingaisocial justice framework

envisioned byKincheloe and Steinberg (199&sajust, cemocratic, empathic, and optimistic
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education| argue thasupportingstudents fronhistorically underservedopulationsn college
and career readinessgrounded in educatidhat is socially justdemocratic, empathic, and
optimistic (Kincheloe & Stemberg and led by a school leader whose inclusive practices blur the
lines around race, ethnicity, class, and cul{irantley& Tillman, 2006) Additionally,
examinings chool practices and pol i crameeworkallowstoi n Ki nc
critical reflection and dialogue and shift schools addooll e ader s away from fApa
practices and deficit thinkingo (Shields, Bi s
Given the contested and complex nature of social justice (McKenzie et al., 2008),
identifying principles or concepts of social justice is more useful, as printifasanbe
molded into definitions thajrow naturally out of practice and everyday sitaas (Dantley &
Tillman, 2006).Reatlife examples obkchool leadermolding definitions of social justice in
schools are found iresearch conducted jarshall and Ward (2004) and Theoharis (2004
2007, 2008 The researchers investigated deyday livedexperiences and practices of urban
school leaderssho embodied social justice ideologies and concluded that urban principals firmly
believed that promoting equity and social justice was fundamental to improving the education of
marginalized andhistoricaly underservedtudents.
Oneconsideratiorfor schoolleaders whembuilding a culture otollege and career
readinessor all students i€ o n | €01 ®murdimensionaframework The conceptuamodel
was created when Conl¢®010)investigatedhe college and career readinpsscticesof
secondary schools througfiie dimensions aietacognitive abilities, subjedevel knowledge,
student metacognition and study skills, and an understanding of the college syStartey
(2010)then articulatd a set ofsevenprinciples orprocesssto enhance theocial capitalvithin

high schooldo break down access barriers to postsecondary edueatidorcareersHowever,
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when Cd2010pmpdelss examined within the framework of Leadership for 3dcistice
agap emerges as t,of thhafinal@at nudd gfdghesg 2618 m2) iv
comparison to how educ ad offikslidaaeadc dsafilgmol | eader
IntegratingC 0 n | @0QL@)feur dimensionsn schoolscould improve the collegand
careerreadiness of studentshich Conleyasserteds notsimply about the oursesstudents
completeduring high school, their grades or grade point averages, standardized tesascbres,
college entrance exam scarB®athey it i s about the skills stude:l
work habits and seknowledge not mucHifferentfrom what is required od . . .baccalaureate
programo ( p. Shemfdr Bnaytto univeltsities, gamenpnayrcaleges, training
programs, or advancementtimeir chosercareempathways. All studentsmustleave theitigh
schookwi t h At he ability to select an occupation
associated with it rather t han(Cenleyyp3).€onleyak i ng
based the need for this model on the premise that secondary schools have failed to work for all
students and have become a-$elfilling prophecy for students defined by race, class, culture,
and genderthus reducing or limitingpossibilities for some studentdowever, a limitation of
Co n | @016 2012modd, when examined through the lens of social justice, is the lack of
equity and access lbystorically underservestudents in their everyday school experiences
(Castro,2013.According to Castro t(RrRiOd3natitdnmsknews at
(p- 300) andfor many,brought to light by the writings of Kozol (1991, 20@#)o documered
the educational inequities heundin classrooms and schools of lamcomestudents, students
of color, and students whose first language is not English throughout the United States.
To bridge the void highlighted by h&astro (

propose a concetual leadership model (Figurg tb createschools that provided equitable
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access to college and career readiness for all students through a social justice fraiffeavork.

model isa continuous, cyclical process that identifies opportunity gaps, incorporates a college

and career readiness cultureoiigh a career pathway structure, and critiques the process, policy,
program, or structure through the social justice framework (just, democratic, optimistic, and

empathic) oKincheloe and Steinberg (1999)he two most important components of the model
identifying opportunity gaps and examining them through the lens of social judicgudy

highlighted a specific social justice framework envisione&lmgheloe and Steinberg (1995)

becauset offersiit he most pr omi se and dgmeane the So@al justice me et

needs of complex, diverse, and beleaguered ed

Incorporate CCR
Culture and
Career
Pathways

Identify
Opportunity
Gaps

Social Justice
Leader

Critique with SJ
Framework

Figure 1. Leadership model to create schools that provide
equitable access to college and career readiness for all
students through social justice framework.

Significance of the Study

Acknowledging thechallengestudents fronhistorically underservedopulationamust
overcome to acceslse knowledge in schoolsghlights the need for schoofficials to examine

critically their strictures, policies, and practicesaosure thathildrenare not deniethe
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opportunity to learn (Boykin & Noguera, 201Xet, the reality is that schoodsd educatorfail

to consider the intercentricity of race, class, and a dominant idedBmi§r¢ano 1997, 1998)

that denies some childreccesdo quality learnng experiencesSchools have the transformative

energy to empower youth; yet, they historically have repressed and ostracized students from
historically underservedopulations (Yosso, 2005).h e Acontradictory natur
(Yoss0,2005,p. 74) arguably is a critical social justice issue; specifically, the deficit perspective

of schools disgui sed b-plindmesg, race nesitraldyfandiequelr i t ocr a

opportunig¥bh (Yosso,

It is this predicament the existence of schools failing to meet the academic needs of all
students that leads us to examine the role of school leaderia gadticular school principals.
Thep r i nc i psaconmplsex andahakengings pricipals are charged to increase student
achievement, meet demands of standards based accountability, lead teachers and staff,
improveteaching and learning practicakwithin local context of school and community with
diminishing resourcesand monidst t he same t i me, principals ar
learned in whatever learning environment that learner is f@uhds the greatest opportunity to
learn, enhanced by the resources and supports necessary to achieve competence, excellence,
independence, responsibility, andselt f f i ci ency for school and for
achi eve Sc otsthootleaflerrtusibibqomegcbaade agents and challenge the
longstanding social inequalities that exist in schools (Foster)200d nd Aunder stand t
and moral obligation to create schotflatp r o mot e and delGrogam& soci al |
Andrews, 2002p. 250). Without equity and the assurance by school leaders to serve all students
well with unlimited access and encagementour schools and leaders are simply reinforcing

the status quo and political rhetor@&rounding my study ithe practices o$chool leadera/as
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important because the influence they exert in schools is directly linked to the social and cultural

viewpoints and concerns of sociedilarge (Giroux, 1997).

ResearcherkBave found a significant relationship between principals and the overall
effectiveness on their schools and student outcomes (Hallinger & Heclg, 11988©6h 1998,
2010; Leithwood & Jatzi, 2000; Leithwood & Louis, 2012; Marks & Printy, 2003; Marzano,
Waters, & McNulty, 2005; Waters, Marzano, & McNulty, 200Bhis finding reinforces reviews
of empirical research wherein the direct and indirect effects of leadership on student oudcomes i
significant, albeit small (Creemers & Reetzig, 1996; Hallinger & Heck, 1996a, 1996b, 1998;
Leithwood & Jantzi, 2000Nor is the effect less influential because leaders do not affect change
on their own, but through otheithe value is in understandihgadership practices and behaviors

(DuFour & Marzano, 2011).

The significance of this study for distH@&nd buildinglevel leadersprincipals,teachers,
studentsresearchersand parentwasfour-fold. First, this studysoughtto create an action
agenda t@address what Yosso (2005) caltech e ficontradictory nature o0f
the mostimportant sociajustice issue of our tim& his agenda can be used to imprpadicies
andpractices and in all schodlsnot just ghools withstudents fronhistorically underserved
populationsbecause&reating schoadtructureghat embody social justice belidienefitsall
students and communitié€apper, Theoharis, & Sebastian, 2006; Shields, 2004; Theoharis,
2007). Second, thistudycreate a framework thaéducatorgan use taleveloptheir own
schoolcul ture matrices to shed | i ght75®frtheifibehavi ol
schoo$ familiesand revise orestructure practices, policies, apddagogyround theisschool
communityds cultural wealth versus expecting

model.Caution, lowever,must be takemotto overgeneralize about studeds family cultures
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or immediately categorize students as they s#fyidentify with multiple culturesAlthough
complex, this approach may begin to open the dialogue around expectations or preconceived
notions about students and their academic poteiiti@agendao guide this work is based on
Gar c?2 a and 4)Gugenent tha s frafhe2vorlodoes not exist to understand how schools
are shaped by st udleguistisa@pita anceidailc,antismtelptdtatiosafl , and
st udent.glird, administratorewill be able to use the modified collegecareer
readinessrf a me wor k b as e d ) eseardiandidureliménsiond] rAodieb @uestion
andanalyzetheir schoad étructuresand policies that may interfere with the collegel career
readines®f students fronhistorically underservedopuations Finally, this study contributeto
thescholarly researctas agap currently exists in the literature as to how social justice
leadership practices, as an organizational model and practical approastppart school
leaders in preparing allgn school studentdn particular historically underserved students.
Overview of the Methodology

This multi-site casestudysoughtto understand the practices and/or strategweshigh
school principalsindertookto prepare students froristoricallyunderserveghopulations for
possecondary opportunities, in college or careers, while building apdrembracinthe
cultural assetstudents bring to schodrlhis problem requirga research design thabuld
deepero n eundgrstanding of the lived expences and/or challenges secondary school
principals may face ieradicating or critically examininigarriers intheirschool® st ruct ur es
policiesthatmayaffectpostsecondargiccesgor students fronmistorically underserved
populationsThe challege thus,for school leaders to look past traditional forms of social and
cultural capital and reconsider school policies and practices that perpetuate what Bourdieu

(1977) feared education propagating societal inequiti€bisissuer e qu i r e saganda Aact i G
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for refor mo (9 Asaswaatesiand cizatgg§edits fospudents fromhistorically
underservegbopulationsthe goal is to improve the education landscapéhiese students
through empowerment ammllaborative efforts (Creswell, P9).

Theparadigm (Lincoln & Guba, 2000) or worldview (Guba, 198Djhe studylent itself
to a qualitative approachsmy researctsoughtto explore and understand leadership practices
that have embracdtie cultural assetsf studentgrom historically underservedackgroundsnd
empowerall students to reach pasicondary opportunitie¥his qualitative studgmployed
multi-site case study methodkobservecdigh school principalsn their natural settirg(the
school) in meetings and/atiscussionsvith school faculty memberstudents, and/or
parentfegal guardiansconversd with participans in interviewsandduring observationsand
reviewed documentation created by or envisioned by the particgg&otgdan & Biklen, 2007).

Areseac her 6s interest in the case study al so
2005).1 was interested in this study for two reasonsstAt wasbased on my owpersonal
background as an immigrant and student whose first language was not Englisiecmuali
poor, workingclass, Whitegthnicneighborhoodn the south side of a large, Midwestern urban
city. Most of my neighbors did not speak English and it was not aikiihd, generous woman
who worked with my mother at a factory offered to teach Engtidter and meShortly
thereaftera young teacher moved upstairs from my parentsvaeénd sheébegan tutoring me
in Englishand readig | attended a small, Catholéchool with mostly Englistspeaking
students and minimal to no support in my language development nor language support for my
parentswho for most of my elementary school years entrusted me in the care of Sister Mary, the
school 6 sMyparants @l hop spdak English for many years and in the interim, | was

their translatorl wasthe first in my family to attend college, a selective, resebeged land
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grant universityandto subsequentlg ar n a Mast er 0 Mycheeeyaseae i n teac
educdor wasthe second reason for my interest in this stidlying my8-yearteaching
experience in an urban, highinority, highpoverty schogll withessed and faced many of the
same experiences | had encountered during my elementary years as an imnitigrianited
English languagé the lives ofmy studentslt was shocking and surprising to find that more
than a decade after my experiences, schools had not changed much in their support and
acknowledgement of immigrant families and their cultural, $oared economic backgrounds.
was frustrating to witness\waid in a social justice framework and leaderspipcticeghat
acknowledged race and cultural capital as assets and not as defieitsll, there was a lack of
culturalrelevancyand understadngas t o how the school sdéd policie
and silenced students, families, and teachers
because of a lack of equity and excellence for all studehytexperiencesalong withreseach
and literatureghat reinforce my experiences, highligetithe need for advocacy and charge
sharingcompelling stories and practices from the fielda my st udy, the case i
interest, it plays a supportive role, and it facilitateswurd er st andi ng of someth
2005 p. 437): he practices or actions of principdésading schools with a social justice oriented
framework
Limitations

The first | imitation of this studgools s the
in anurbananda suburbarschool district A consideration was made assithool districtghat
may becontrolled byac i t y or t,whose bl siteangnagement receives information
filtered through multiple leadership levelad whose school leaders are not accountable to or

hired by the school districtdéds schoolA board,
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second limitation of the studyas the limited amount of time spent with eachse site
participant(i.e., school principals, shool faculty members, students, and parents/legal
guardians)whichvaried from approximately 4550 minutes and dependent upon the participant
group, interview format, time of day, and scheduling constradntkird limitation wasthe
limited amount of time spemtith eachprincipal in her/his schodr at an offsite school event;
between interviews and observations (ecgnducting school walkhroughs andttending or
presiding ovemeetingy, | visited each principal on approximbtéive separate occasionsgly
investigation and data collection period occurred between October 2014 and May 1204,5
my study perioccannot be used to base broad conclusions on the efficacy of practices and/or
strategiesigh school principals undertook to prepare students ti@torically underserved
populations for postsecondary opportunities, in college or careers, while building upon the
cultural assetstudents brought to schodl.fourth limitation wasthe use of focusrgup
interviews with school faculty members and students nominated by the school pramcipal
the case of the studentdso nominated bgchool faculty memberfue to the nature of
nominations, | did not get an opportunity to meet the faculty menabetsidents prior to their
focus group interviewandthus did not establistapportor trust which may affect the
truthfulness of their responseésfifth limitation of the studwwasthe selection pocess fothe
school principals, as nominationswerespht based on .%loel datatdeesinptd s
represent all school principalho havecreated or are supportirggcollege and career readiness
structure within a social justice framework.
Delimitations

The case study sitegerelimited to public schoolsin the metropolitan areaf a large

Midwestern cityand servd students in grade®12. In addition,potential case study sitegere
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limited to high schools witl high minority, high poverty criteriaA high school with at least
50% of the student population identified for free or reduced lamnchrepresenting minority
majority demographicSpecially,school sudents from historically underserved populations
studentsof color, students from low socioeconomic backgrounds, stadgeiaking languages
other than English, students from urban communities, and/or students from high minority, high
poverty school neighborhoadsgathered peliminary data to confirm the criteria frostate,
district, and school data portals
Definition of Terms
The following working definitions are usédroughouthis study.
Collegeand career readiness College and career readiness is
the level of preparation a stewdt needs to enroll and succéedithout remediatiod in a
creditbearing course atpostsecondary institution that offers a baccalaureate program or
transfer to a baccalaureate program, or in a-fjighlity certificate program that enables
students to enter a career pathway with potential future advancé@enlkey, 2010,
p.21)
Deficit thinking . Deficit thinking
posits that students who fail in school do so because of alleged internal deficiencies (such
as cognitive and/or motivational limitations) or shortcomingsadly linked to the
youngsted such a famial deficits and dysfunabins. .. T h e p o pruilsakdo Acaadnst r L
now entrenched in educational circles, views poor and working daldsen and their
families (typically of color) as predominantly responsible for school fai{alencia,
1997, p. xi)
Social justiceleaders Social justice leadelsa d vo c at e, |l ead, and kee
their practice and visioissues of race, class, gender, disability, sexual orientation, and other
hi storically marginalizing factors in the Uni
Students fromhistorically underserved populations. Studentsof color, students from

low socioeconomic backgrounds, students speaking languages other than English, students from

urban communities, and/or students from high minority, high poverty schaghlbwehoods
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Subtractive schooling. Subtractive schoolingist he er osi on of student
evident in the presence and absence of academically oriented networks among immigrant and
U.S:-bor n wWalentubla 190%. 20).

Summary

This chapter introduced ndissertatiorcase studynd the rationale and purpose to
investigateand understand the leadership practicdsgif school principals as thesupportech
college and career readiness pathway for studentsHistorically undersrvedpopulationsThe
studyalsosoughtto understand whether social justice ideologies influenced the philosophy of
the principals as they built up@m embracedhe cultural assetstudents fronhistorically
underservegbopulations brought to schoolseohance their college and career readiness.

Chapter Twaprovidesa literature review of the role cultural and social capital plays in
closing the postsecondary opportunity gapaddition to providinganeconomic argument for
providing all studentanopportunity to learnNext, | introduce acial justice leadership
practices, as an organizational model and practical appmg@ckparing all high school
students, buparticularlyhistorically underserved students, for both college and calteers.
conclue by examinindnow high school principals create systems within their schools can lead
to college and career readiness with lead their schoolsawi#ducation that is socially just,
democratic, empathic, and optimistic with leadership practices thathiellines around race,
ethnicity, class, and culturé al so provide an analysis of Conl
readiness conceptuadodel. Chapter Three describthe research methodology of muyalitative
casestudy.This chapter descrisé he st udyos dcalestionyasearchpraedtréesc i pant

anddataanalysis.
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Chapter Four provides a detailed, holistic case study report of two prindipatsigh
interviews, focus group sessions, observatianddocument reviewfour themes eerged
about the leadership practicesofthé ud y 6 s t \Whey pereidavedopiqg &dregr
pathways, engagingdvisory boards o mpr i sed of industry and busi:
curriculum and career pathways, providing students any and gyperyf opportunity to further
learning and career interests, and empowering teachers and students to participate in and take
responsibility for their own teaching and learning.

Chapter Five presengsdetailed, rich description of each of my researchystud f i ndi n g
with crosscase analysisChapter Sixpresents a discussion of my overall study with implications
and recommendations for future practice and resehditcuss a conceptual leadership model |
developedo create schools that provided equlgaiccess to college and career readiness for all
students through a social justice framewadrla continuous, cyclical process that identifies
opportunity gaps, incorporates a college and career readiness culture through a career pathway
structure, andrdiques the process, policy, program, or structure through the social justice
framework (just, democratic, optimistic, and empathicdKioicheloe and Steinberg (1995 )also
offer recommendations for current practitioners and those aspiring to leaghclassand

schools with a focus on social justice and equity.
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Chapter 2
Review of Literature

Extensiveresearch has been conductegr the pastour decadethat hasnvestigated
the processes students undergo as they consider postsecondary Sptante 1970s, various
perspectives and models have been created and utilized to investigate the college choice process
Paulsen (1990) reviewed 20 years of research highlighting the social perspectives and enroliment
modelsidentified by researchs colege choice influencers: student and family background;
postsecondary institution factofgancial factorsrecruiting models built on the characteristics
of where high school students live and their family characteristics; alternatives to attending
college; choosing an institution based on size or designation (public institution versus private
institution), and college choice phases of predisposition, search, and dResmarchers
concludedhat families greatly influenced postsecondary optibns ako looked to schools to
fill their voids or gapgBergerson, 2009GamezVargas & Oliva, 2018 Even if parentare
unable to actualize or materialize their hopes and aspirations for their children, they know that
schooling and education can provide tlokiidren with opportunities (Gandare982, 1995
GamezVargas & Oliva, 2018 The £hool,as the most common institutional agent for yoigh,
not onlythe great equalizer of opportunity (Jencks et al., 18d2pnlsoa criticalsupport
componentfof ami | i es and childrends cons padieularyt i on o
for children fromhistorically underservepopulationgGamezVargas & Oliva, 2013)

Educationby itself, though,does not adequately prepare youth for the demainslay
and t o nmuonrdr(SiantérSalazar & Spina, 2003Relationshipsvith institutional agents
or resourceful agents in addition to activities organized within social strucsucdsas schools,

communities, or familyarekey in the socialization proces$sr youth(StantonSalazar, 2001
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20171 StantonSalaza& Spina, 2003. Yet, when the socialization process@npoundedvith
race and classsuesthe discussion shifts to privilege for middend uppeiclass youth (lanni,
1998; Mcintosh, 1998) ano exclusion for youtlwho live in economically depressed
communitiesor from communitiessolated by race (Aronowitz, 2003jor middle and upper
class youthinstitutionsand/orinstitutional agents ensure ththeyhave the resources or
opportuaoaiprepafne them for adult poSalazai& ns of
Spina, 2003, p. 232Y.et, according to StanteBalazamandSpina (2003)institutions and
institutionalagents function mor® protectii | estatus youth . .from ecologicabdlangers and
f orms of ad32) thanantdirectimgdesdurpes their way for future opportunities or
aspirationsResearcthasfound thatinstitutionalagentscanhave positive benefits, guidinguth
away from certain risk factors amacilitating their transition to adulthoo@StantonSalazar &
Sping StantonSalazay 201J).

Grounding my study in school leaders is important because the influence they exert in
schools is directly linked to the social and cultural viewpoints and concerns of saidmtye
(Giroux, 1997)Accor ding t o Dant |asegducatiordleadeis,/ptbican ( 2006)
intellectuals recognize the demanding labor of examining the ways in which schools and other
systems help to maintain the social, political, and economic sfatugpp. 2425). Taken one
step further, a school | eader fiquestions cul't
underlying presuppositions and values that provide an explanation as to why these cultural
real iti es & Tlimantpo25)(AD admihidtratoy who is social justice leadeadopts
the role ofa public intellectual to create schools that embody social justice values because the
| eader embodies fAarrogance and humility], | ead

a tenacious commitment to her 2008,p.H2).atthei si on o
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same time, these leaders shape students into critical consumers of educaitan free
themselvesirom the confines of social and cultural oppression (Bs& Tillman). This
perspective, grounded in democratic principles, shifts the focus of school leaders from managers
to change agentshoiwor k t o change the shape and contou
soci eti e&dllmanDpaaby | ey

Thisreview of literature encompasgesir major strandsFirst, the role of social and
cultural capital in schools and its relationship to postsecondary opportunitlasttoically
underservedtudents is discussefiecondthe role school principals ankdir relationshipto
student outcomeand overalkffectivaness on their school$hird, social justice as a conceptual
framework for school leaders is examinedurth Iwilpr ovi de an anal y)ysis of
college and career readinessceptuamodel Altogether, this review will create a roadmap or
conceptual model to guide school principals in their mission to ensure equitable practices and
policies are enacted in their schools to prepas®@rically underservestudents for
postsecondary oppiinities in college and careers.
The Role Cultural and SocialCapital Playsin Closing the Postsecondary Opportunity @Gp

In this section, | discuss literature that informs our understanding of structural inequities
in schools, and society-&rge, fromboth a cultural and social perspectivbegin the
discussiorwith an economic overview for postsecondary education or a career path that will
provide students witindependence and sdtifficiencyand for some students, break the cycle
of poverty Next, | provide a definition of the opportunity gapith comparison to the
achievement gags it relates tstudentachievementThroughout | reference scholars and
researcheraho challenge educators twnsiderthe way education systems or schaalses®r

restrict capitabnd the empowering role of educators as institutional agenparticular,|
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addres$iow educatorsftenfail to use their role or powers empowering institutional agertts
build upon thecultural assetstudents bring to school in preparation for postsecondary
opportunities.

Access to capital, whether economic, social, or cultpdjtively contributes tan
i ndi v pahuogobstsecondary educatemdcareer opportunitiesdowever, other factors
such as selfulfilling prophecies, deficit thinking, ansocietalforces interveneto restrictaccess
for studentavho once aspired to attend collemeearn a welpaying job,or for parentsvho
considered education as thathwayto abetterfuturefor their children Capital contributes to
hierarchies irsociety(Bourdiey 1977 and education is seen as the
within the hierarch§ a way to equalize or level the playing fieldnfortunately postsecondary
institutions, Bourdie1977)found, actuallyeinforceexistinghierarchiedbecause they value
only particular forms of capitallhus a student without the rigleapital most likely willnot
attain college credentialasBourdieu asserted thatstudent most likelywould not enter or
succeed in collegeithout sufficienteconomic and sociahpital

The economicargument. Loosely defined, economic capital equates to money and
wealth.On one hand, economic capital can provide studentsawithss to such privilegas
college preparatorgctivities ACT/SAT test preparation, private tutoring, private college
counselorsmuseum and theater excursioasd many othepurchasedesourceshatcan
support the academic development of a stud@ntthe other hand, at a vdvgsic level,
economic capital provides for a studirghysiologica) safety and securityneedswhich are
foundational to selfictualization of her/his potential and inner purp@daslow, 1943. These
basicelements are fundamental for the healthy sat@aelopment of childrerbutsadly, many

poor children lack thesessential§Neher, 1991)lt is unsurprisinghat some children do not
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achieve in schodlecause they lack these foundationads¢Boykin & Noguera, 2011) or
because they are hungmy homeless (Bryk, Sebring, Allensworth, Luppes&uEaston, 2010;
Rothstein, 2004

Childrencannot control the circumstances of their @rinhether they are born to
parents with wealth or not (Boykin & Noguera, 2014yr can students predetermine th
neighborhood# which they will liveor the schools they attenconsequently, someu f f er At he
debiitating effects of poverty . .that deny young people consistent access to institutional
(material) resources (e.g., wéllu n d e d s ¢ h o oStaston8atarar &Spinak 20090  (
233).Lack of access to material resource®cological conditionsStantonSalazar & Spina,
2003 may befurther intensifiedoy family income or parental education, timalicators
researchersite aspredictos of acadent succesdn children (Jencks et al., 1972hisfinding
Is of no surprise, as affluent childrggpically live in affluent neighborhoods that support
affluent schools angarentalccesdo wealth to furtheenrichthe educatioal experienceso
their children excel academically (Boykin & Noguera, 20EBlthoughmanychildren who are
not borninto affluence oftendo excelkicademicallyandprofessionallyBoykin & Noguera,
2011), researchasidentified achievement gaps between wealthy pod children (Darling
Hammond, 2004; Kozol, 2005) as welldisparitiesh a s ed o n c¢ &and $odiceeomomis r a c e
background (Boykin & Noguera, 2011

The achievement gap or educational inequitgdanford, 2011)ompound over the
course olas t u d etimedosproduce negative consequences with regard to employment
opportunities earning income, creating wealth, living longer and healthier live shame:
ownership(Belfield & Levin, 2007; Wilson, 1996 Forinstance, over the course of 20 years, the

difference in theearnings potentiain constan013dollars,for atypical female high school
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graduate and college graduate amounts to approxim&eRBah0 Kenaet al, 2015). The same
metric for malesamounts toapproximately$404,000 (Kenaet al, 2015). In comparison over the
course of 20 yeara constant 2013 dollars female high school graduate has the potential to
earn approximately2000 more than a femalethout a high school diploma or equigacy
would potentially earn; the earnings differential for males is approximatdi§ @0 Kenaet

al., 2015).

Recentdata also highlight the unemploymeatesand job force participation rates of
adultswho earn a high school diploma or equivalencyg #mose who do noTwenty-five
percentof high school dropouts ag&b years and older found themselves unemploy@ 1
compared to 1% of high school graduatesd 6 of college graduatekénaet al.,2015.
Theseeconomic indicatorghe differencdn earnings potential, the decrease in median annual
earningsand higher unemployment rates, fFogh school dropoutaffect their ability to buy and
maintain homes, generate wealth, support themselves and their families, and earn income to
escape the ddhating cycle of poverty and social support programs.

The wealth of cultural capital. The theoryof cultural reproductiorespoused by
Bourdieu(1977)provides a historical perspective on the social discourse of inequtikty.
theories have been referenced widely in the field of education by providing insight into social
and academic differences of variaeietal groupand,specifically, the variance in academic
success betweestudens of color andVhite students (Yosso, @8). Bourdieuarguedthat
capital (cultural, social, and economagn be acquirethrough education, if one is not born into
a family whose knowledge is valued (Yosso, 200%), a dilemmaarisesregardingwhether the
student whoséamily does not valu&nowledge or cultural capitaherentlypossesses the

requisite skills and strategies to access the knowledge conveyed in sthesésequisite skills
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and strategies, Bourdiewgued are those of the dominant culture, White, mielléss, or
valued sciety. The dissonance created by a value system or dominant culture that stereotypes
nonWhite or noamiddle- orupperc | ass i ndi v ihdscedted challengegsohath er s 0
negatively affect studentsd educaeenhon and eco
postsecondary education and jobs immediately out of high school or as high school dropouts.
The notion ofsubtractive schoolinfy/alenzuela, 1999§ applicableherebecause the heart of
thetheoryis that schools do not exist to serve the interest®odWhite students, but expect
nonWhite students to assimilate orthadembracést ur at e
theWhite, middle classociety.

The notion of a dominant or val ugi®77s0ci ety
cultural reproduction theoryvhich posits thathe dominant group limits access to requisite skills
and strategies to acquiring capital by promoting its own culfthis. exertion of power and
value judgment hinders social mobility of rdominant group§Yosso, 2005)Another
interpretation of Bour drepeéivedds &8 eauljusalyi s t hat s
weal thy while others ar e cThelgtoupmpasdessing cpltaralr 6 ( Yo
wealth is White an¢holds membership ithe midde or upper classvhich becomes th&tandard
against which all other groups are judged (Yosso, 20a8lowing this logic,students from
historically underservedopulationsare consideed lacking in cultural wealtltherefore, school
officials attempt o fill the void (Valenzuela, 1999yith the dominant, White cultural mindset.
The assumption that students framtorically underservepopulations lack cultural wealth
reinforcesa deficit-thinking paradigmin schools and society at large (Garcia & Gag004;

Yosso, 2005).
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Education and schoolingeremeant to equalize inequities in sety; however, Bourdieu
(1977) feared that educatiovas inadvertentlgontributingto inequities in society and many
researchers have documented its occurrence in IsgiBergerson, 2009arcia & Guerra,
2004;Kozol, 1991;Valencia, 1997Valenzuela, 199%illalpando& Sol6rzano, 2005Y0sso,
2005. However, a cultural wealth paradigm, or assgénted perspective (GardfaGuerra,
2004; Villalpando& Soldrzano, 2005), provides a glimpse of hope by challenging and
expanding upon B o udefitiis @hisalternativeplaradigm auggestsahati t a |
additional forms of capital exist to enhance
pathwayto college (Bergerson, 2009).
The first challengeducatorsnust overcome to address a cultural wealth paradigm is the
belief that families of color or second language do not value edu¢@acia & Guerra, 2004;
Villalpando & Solérzano, 2005; YossB005).Historically, educatorsas well asocietyat large
havebelievalt hat a asalemdentlGus e i s due to Ainternal d
and/or motivational limitations. [.or ] f ami | i al deficitspxy)y dysfu
The contrary is truehowever,as research by Villalpando and Sol6rzgp005)links the value
pl aced in education by parents of <clhbor and t
researctcan be used to shift deficit thinking in schqdidscause allowing this systemic thinking
to go unchallenged perpetuates the victimization of students by societal and educational
i njustices as students cannot f#fAdrive those <ch
Another challengeducatorsnustovercomerelates tostudentavho speak languages
other than EnglishCiting academic barriers goredominantly Spanisbpeakings t ud ent s 0
college choice processésandara (1999%rguedthat literacy in both English and Spanish played

a constructive role in the procestwever, school progranmmsandate English as a Second
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Language fostudentavho do not speak EnglisfGonzales, Stoner, & Jovel, 200ahd they
typically do not encourage or teach literacy in languages other than English unless the student is
enrolled in avorld language coursélthough the intention of this policy t8 minimize
inequitiesexperienced by studentgo speak languages other than EnglishL policiesmay
actuallythwart their postsecondaaglvancementBergerson, 2009Examined through a
community cultural wealth lens (Yosso, 2005), second language capabilities of students and the
value placed in education by parents of color are forms of cultural capital that have been
overlooked and shoulde considered as assets rather than defiéitsso (2005) highlighted the
language capabilities students fronhistorically underservedopulationsdrawing upon three
decades of research that wunderscores fAthe val
connections between radicalized culturathsr y and | a Sdaobadmandstraions . 78) .
and faculty membensiust look past traditional forms of social and cultural capital and
reconsider policies and practices that perpetuate what Bourdieu (1977 pfeahachtion
perpetuatingocietalinequities.

The power of social capital. Classical models of sociology fail to consider that society,
on its own, may stand in the way, or put up barriers that impede the socialization of children and
adultsfrom minority or lowsocioeconomibackground¢StantonSalazar, 19972011).
Classicalistsriew the world througmiddle-classor Eurocentric lenses for which opportunities
or resources are easily accessible (StaS@miazar, 1997)Yet, the neglected consideration is
that the middle class or Eurodaa social groupdo not have to learn how to negotiate the social
system at plagndconflict with it because they atbe social systemHowever, social groups
that are neithemiddle classior Eurocentric must learn to negotiate a social system that is

unfamiliar to them and at times contradictory
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social order (Boykin, 1986; Phelan, Davidson, & Yu, 1998js dichotomycoupled with
StantonSal azar 6 s (199 7/maypreventva chod whesamilycdal nateacourage
schoolingfrom being noticed by school officials or being seen as having t&&nitorSalazar
arguedt hat | i beral sociologistsd&toconslearthenphasi s on
exclusionary naturat play in societyagainst certain groupStantonSalazamassertedhat social
groups that are nahiddle classand primarily minority find themselves part of an exclusionary
circular web of power and subordination that is engineered to reproduce the status quo along
race,gender, and class lines.

Through an examination gbcial network structures, StantSalazar1997)attempted
to expose societal exclusionary factors at play, particularly in education institutions or systems.
The road to power and oftentimes privilegpasred by scial networkswhich areaccessible for
use only with the requisite neducation-al expe
enhanci ngSalazar$97pn4).8uchan educati on can Aproduce
behaviorstte ar e particularly conduci v &€ochran, net wor Kk
Larner, Riley, Gunnarsson, & Henderson, 1990, 303), thus expanding a
potential.If accessing theniddle-classfreeway is by way of empowerireqnd intentional
education (Stantotvalazay 1997, then one presumes schools are teaching the requisite skills.
However,research from the past few decades suggestarthanpoweringducation is not
prevalent in predominantly workirglass schools in urban or metropaliareasCiting research
from contemporary sociology, Stant@alazar drew a connecti@mongeducation, networks,
and the future realization of adults and the degree of variance to coveted resowttes
words, resources brought a wealth of oppottesand privilegesand thaisocietyhas misplaced

an exorbitant emphasis on individual aptitude, motivation, and achievehmentonnection,
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although intricate, has the power to reproduce existing social inequaitiesdfeu, 197Y. In
other words, sme groups caaccesshe freeway while others cannot (Stantealazay 1997,
which by its very nature acts as a barrier to social mobility by creating an exclusionary
mechanism in the existing social order.

Familial agents Parental influence has befaund to be the most predominant predictor
of college enroliment (Hamrick & Stage, 1995, 2000, 2004; Hossler, Schmit, & Vesper, 1999).
Kern (2000)reinforcedthis finding in her study afirban high schodtudents fronhistorically
underservegopulationsvho did not have college educated family mempeoacludinghat
encouragement by parents was t hetodatendcollegee st i n
Ker n 6 swasydlidatédpy a subsequerdgtudy byVillalpando and Solérzano (2005) that
i nked the value of education by parenthse of <co
aspiration to attend college is also a powerful form of capital described by Yosso (2005) as
Alaspi rcatpii d md Gandarp (1982 BY5) found evideraf aspirational capitah how
Chicanal/ o parents maintained high hopes for t
means to actualize or materialize their hopes by allowing or encouraging their youth to reach for
the stars, metaphoricallpsakingL i ke many parents, Chicana/ o pa
for a better life for their children equate to better job opportuntied education iperceivedas
an essentiavehicle to achieve those means.

Institutional agents andsupport. Theunderlying concept of social networks is social
capital Theiir el ati onships with institutional agents
relationships into unitso that peSalaeare99dct upo
p. 8).StantorSalaza201) | ater refined his definition of

resources and key forms of social support emb
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accessible through direct or i nThekegepoimtoti es wi
highlight is thatrelationshipswith institutional agentare natural, daily occurrences (Stanton
Salazar, 19972017 that many people take for grantaad the most common form are school
educators, staff, and leadekske economic capital, social p#al can build over time, generate
returns, be transformed into other means or forms of capital, and be reproduced (Bourdieu,
1986).Access to this type of capital is problemagarticularly for children who do not have
direct access tononfamilial agets and whose very existence depends upon family agents and
education institutionsA lack of social capital may prevent a child from accessing requisite
resources that will provide for a rich and prosperous future (Bourdieaigia child in
succeeding ischool, attaining a position in society, and accessing opportunities to enhance
her/his social developme(tantonSalazar, 1997).

One common form of an institutional agémtwhichall children have accessthe
teachers, school leadeesd schoopersonnelThese school, or institutional, agestnprovide
social support or institutional support that
entrepreneurs within t he-Saezarl®%/p.ri@) angin mar ket pl a
particular, schols. According to Wehlage, Rutter, Smith, Lesko, and Fernandez (1989), school
officials can provide students with a second chance at either developing or stimulating
motivational attributes not previously learned before judging studes 6 a pt i rodudte or wc
Middle-classyouth and familiesake for granted that they am@oted in social networks rich with
institutional supporandregularly rely on their institutional relationships to achieve aqu&g®in
schools (Stantebalaza). For working class omarginalized children who do not have rich
social networks, institutional agents as:n change their life for the better or worse (Stanton

Salaza)y because thagentscan decide whether or not to share knowledge (Sennett & Cobb,
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1972).Should they so ch@g they can strategically place students in social networks wealthy in
resources to combat systemic forces (Mehan, Villanueva, Hubbard, & Lintz, 1996).

Schools and themgentstherefore, provide eriticalc o mponent to students
considerations gbostseondary opportunitiegarticularlyfor students fronhistorically
underservegopulationsbecause theface extraordinary challenges that may inhibit their
success in school and lifieie toforces beyond their contr¢btantonSalazar & Spina, 2003).

These forcesinstitutional or ideological, angotentially destructive fodisadvantaged youth
(StantonSalazar & Spina2003 because of the cogive, psychological, and physical realities
(Spina, 200pat play in schools, communities, and societiagge based on a dominant culture

that historically has not valued the language, culture, and history of minority groups (Valenzuela,
1999).

Structural schoolbarriers and the opportunity gap. Many researchers have concluded
that school and curricula negatly influence the collegand careereadinessor students from
historically underservedopulationsAcademic resources that affect the postsecondary options
of studentsncludethe schooturriculum andaccess t@ollege preparatory academics (Lucas &
Good, 2001; Solérzano & Ornelas, 2004; Teranishi, Allen, & Solérzano, 2004) and the academic
rigor of the school attended (Gardner, Ritblatt, & Beatty, 20@0addition tothe various forms
of institutional support available, Stant@alazar (1997) argua that the provisiofor
A i n sohailytsanctioned discourses | prerequisite for participation in networks that yield
intuitional supports necessar Yuch discourseuss@atmens s i n
of knowledge transmitted bydhdominant group with the potential to reproduce social inequality
(StantonSalazar, 1997, 20)1Students fronhistorically underservedopulationanay face this

predicament in one of two ways, or both: @y do not interpret the knowledge accordingly
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find meaning or relevancy to their own life experigranedor (b) theyrely on school agents to
bestow or teach relant discourse (Stantealazar, 1997, 20)1

This potential manifessh en chi |l dren bring to school dAc
discaur ses, and accumul ated infor mat i oBtantolhat e xi
Salazar, 1997. 13)thatdoesnotmt c h t he s c h éuodk @ knowdedgeMidolle-r se or
classchildren most likely do not encounter this predicament because#uemic world is built
upon the cultural antihguistic knowledge of Whitemiddle-classcommunities (Bourdieu, 1977;

Bourdieu & Passeron, 1977; Boykin, 198@liddle-classchildrenoftenfind themselves with a

competitive advantage in schpas their cultural and social capital more readily matches the
school s funds of knowl edge ( BoFRkurthermere) , 1977;
classroom teaching, instruction, and behavior validatielle classcultural andlinguistic
knowledgeandibui | ds respect and apprecSamzaimb3) f or do
by middle-classchildren.

In order br students fronhistorically underservedopulations o access the sch
curricular materials, teachings, and classroom repertoag,ntust first acquire the dominant
groupbs cultur al |l ogic and then use it within
Bowles & Gintis, 1976Delpit, 1988;Gee, 1989)This process is calledecoding(Stanton
Salazar, 1997) and once the aelbor is observed by school agents teapsequentighare or
transfer more content knowledge to the students and provide other requisite support to further aid
their academics (Stanté®alazar & Dornbusch, 1999)elpit (1988) describes decoding as the
Ael ture of powero (p. 282) and enumer ates its
classrooms, educators, and students and the privileges associated with the dominant ideology:

1. Issues of power are enacted in classrooms.

2. There arecodesorrulesforpariipat i ng in power; that is, t
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3. The rules of the culture of power are a reflection of the rules of the culture of those who
have power.

4. If you are not already a participant in the culture of power, being told explicitly the rules
of that culture makes acquiring power easier.

5. Those with power are frequently least awai@ of least willing to acknowledg@eits
existenceThose with less power are often most aware of its existence. (p. 282)

Yet, the reality is that educators fail toompote this agenda and teach the requisite decoding
skills research has fourade necessaityp provide for longterm school succesBé¢lpit; Shields,
2004).

Schoolorganizationapractices such as ability grouping and trackatgpdeny some
students theequisite funds of knowledge that would allow them to decode the academic world
for themselves (Oake2005. These practices further cement tomcernthat schools and their
agents do not exist to engage students in academic success @Dakedn theend, the power
of institutional agentsan befar reachingshould they elect tprovide forms of institutional
supportandempowerhistorically underservestudentsvith decoding skillsAcknowledging the
difficulties students fronhistorically undersemd populationgnust overcome to accetge
knowledge in schoolsighlights the need for schoolsdatically examine their structures,
policies, and practices to not deny children the opportunity to learn (Boykin & Noguera, 2011).

For historicallyunderserved t udent s, aspirations of col | e
academic preparati ons o0 ufd8retangireuha ibpnmans ® oG , p. 4
college, and/oknowledge abouhow toaccessnformation about postsecondary options
(Hossker, Schmidt, & Vesper, 1999; Morgan, 2002¢cording to Bergerson (2009), White
students from middieand uppeiclass families are better prepared for postsecondary education

becausehey haveaccess tonultiple forms of capital, which assists them nolyan accessing
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the necessary academically rigorous coursework but also in knowing how to learn about and
apply to postsecondary institutions.

Studentswho rely on schools to provide some forms of capalallymaybe at a
disadvantagePernaandcolleague$2008)assertedhat resources available to high schools are
related directly to the socioeconomic levetlod studentghey enroll For example Solérzano
and Ornelas (2004) found that schaoattended byigh proportions ostudents of colorstudents
from low socioeconomic backgrounds, students speaking languages other than English, or
students from urban communitiggically do not havesufficient financial resources to offer
advancedblacement courses, which research has highlightedsisvelyinfluencing higher
education enrollmen&urthermore, students from lasocioeconomic backgroundsd
historically underservedopulationsaccess another indicator of college readinadganced
mathematics courses, less frequetttgndo their White or middleclass counterpartg\flelman,

2006 Dalton, Ingels, Downing, & BozickR007). The lack of exposure to rigorous academics

further limitsaccesdo postsecondary options fstudents fronhistorically underserved
populationgHurtado, InkelasBriggs, & Rhee, 1997ps fcol | ege tal kim i s |
low-level coursesThis lack of access to a rigorous curriculuresearchersargde fil eads t o
|l oss of talent o0 oV e rHuttadoe InkelasuBrignge & RheEd9%E,tp..6A).e nt s 6

The lack of high school resources &udents fronhistorically underservegopulations
is further compounded by thediearthof information about postsecondary optiofkis
predicament, compounded mgufficientfunding for high quality andigorous courses and
infrastructuresuch as counseloesd teacher® guide and assist students with postsecondary
options hinders the academic and economic potential for studentdhistamically underserved

populationsBergerson (2009) found that thea essential indicators of college preparation,
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coursework and access to information, are inequitably distributed to stbdesets omace,
ethnicity, andsocioeconont backgroundsBarriers in school, whether academiaconsultative,
can inadvertently deny students frémstorically underservedopulations an equitabkducation
that can free them from societal forces that hinder their social mobility and economic
opportunities.

Research highlightsow cultural andstrucuralforces impede or affect ttechievement
of students in schooMalenzuela1999; Yoss0,2005) however somescholars believe that in
the intersection between cultural and structural forces lies the answer to improving the academic
performance ohistorically underservestudents (Cairo, 2012Ppportunity gap scholars
(DarlinggHammond, 2010; Fine, 2004; Noguera, 2007) believe that focusing on concrete,
underlying obstacles to accessing high quality schools and instruction shifts the focus of
achievement away from blaming students and their famitsgsecifically, the opportunity gap is
thespace between having unequal educatioppbrtunitiesand the difference in achievement
among groups of student$o do not have access to quality educa(ibarling-Hammond,
2010; Fine, 2004; Noguera, 200Examplesof unequal educatioopportunitiesnclude, but are
not limited to, the lack of qualified or experienced teachers and their unequal distribution within
schools and district@sufficienteducatbnal funding,nadequateschool resources in racially
isolated schools or schools serving disadvantaged groups of students, overcrowded schools, lack
of school counselors, and high teachenover rates (Cairo, 2012lowever, shifting the focus
to strucural obstaclesvithin schoolghat inhibitacademic excellender all studentglerails
excuses that student achievement is caused by outside facor&afmily, language, or class;

DarlinggHammond, 2010; Fine, 2004; Noguera, 2007; Shields, 26d4thermore, this
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perspectiveempowers educators and educational leaders and redirecf®cus on factors that
are within the control of educators (Shields, 2004

Focusing on the factors that educators and school leaders can @migtrataching ad
learning ensures that chitdnd s s oc i 0 e c 0 n g whether prialegédgpr o u n d
disadvantaged, are niotensified inschochnd i nadvertently fideny poor
oppor tuni(Boykint&dNogueea201h m 186).Closeexamination of school practices
hasuncovered policies or structures that researchers have linked to the opportunitty gap
essence denying some students the opportunity to Bagki & Noguera 2011. One
common practice in schools is assigninghighest qualityteachers téeach theadvanced
coursesandhigh-achievingstudents Boykin & Noguera 201J). This practiceoccurs in an
environment where trust and authority mean different things to uneducated and educated parents,
poor and wealthparentsandparents of lowachievingand highachieving student8oykin &
Noguerd. According toBoykin andNoguera well-informedparentsandparents of high
achievingstudents wouldmmediately speak to school authoritietheir children were being
taught byteaches with questionable credentials or less experience whereas poorspanstihe
school 6s autdssgnmentsy i n teacher

A second practice occurring in schools is
and English Language Learner classreadBoykin & Noguera2011,p. 187).Unfortunately,
both groups of students become even nnoaeginalizedas they continu belabeledover the
years in place of receiving higfuality instructionand interventionghat are closely monitored
to ensureacademigrowth and possibly an exit strated@ofykin & Noguera. A third practie
occurringin schools is discipliningtudents of color, students from low socioeconomic

backgrounds, and loachievingstudents mor&equentlythan their counterparts (Greny,
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Skiba, & Noguera, 2010)n many schools, data will reveal similar student patterns in
achievemenand discipline reports and yet, these students are the neediest and most vulnerable
and miss more teaching and learning time than their counterpaaisseeaf detentions and
suspensiongBoykin & Noguera. Noguera (2008) found that the students are disruptive or
defiant are alsacademicallypehind andlisengaged in the classroo.lack of active learning
in a classroom either because ofirm@xperiencedeacher, lowquality instruction lack of
adequaténterventionsor disciplinary actioeadenes students opportunities to be engaged in
learning which research cites as the mmsportantfactor toraising the achievement levels of
all stucents, but irparticularat-risk studentsgorman & Overman, 2008Boykin & Noguera
Tucker et al., 2002; Wenglinsky, 2004
The Role of School Principals

The role of a school principal is complex and challenging as principals are charged to
increasestudent achievement, meet demands of standards based accountability, lead teachers and
staff, improve instruction all within local context of school and community with diminishing
resources and monies. At the same time, principals ard asket o e everyleamey inh a t
whatever learning efronment that learner is fouddhas the greatest opportunity to learn,
enhanced by the resources and supports necessary to achieve competence, excellence,
independence, responsibility, and saifficiency for schoolad f or | i feodo (Scott,
achieve Scottds (2001) mission or goal we nee
challenge the longstanding social inequalities that exist in schools (Foster, 2004) and
Aunder stand t hei ratoa to breat achoola thadmaoteandaléliverosbclali g

j u st Gragan& Anfirews, 2002 p. 250). Without equity and the assurance by school leaders
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to serve all students well with unlimited access and encourag@menschools and leaders are
simply reirforcing the status quo and political rhetoric.

Numerous studies have documented and described the negative and/or inequitable
circumstances many of our public school children face on a daily basis in schools (Ladson
Billings, 1994;Kozol, 1991 2005;Valenzuela, 1999)In particular, studies have found that
students of color, students of low socioeconomic status (SES), students who speak languages in
addition to or other than English, and students with disabilities have lower achievement test
scores and gerience low teacher expectations and resource allocation than White,-olédle
students (Alexander, Entwisle, & Olsen, 2001; Bank871®elpit, 1995; Ortiz, 1997 his
dichotomy between who is succeeding academically and equitably and those whbrare
counter to the mission of Amerc a 6 s p ub | i c:fead s aectsstagequas egucdtienm
opportunity for every individual 6 or Horace
equalizer. Scholars have documented the success of sehloele students, regardless of
background, are meeting high academic standards and closing achievement gaps among diverse
student populations (Comer, 1994; Oakes, Quartz, Ryan, & Lipton, 2000; Reyes, Scribner, &
Scribner, 1999; Riester, Pursch, & Skrl@02). Unfortunately, the research literaturgoal
highlights the opposite thefailure of many schools to equalize or reduce achievement gaps
(Jenks & Phillips, 1998; Kozol, 1991; McKenzie & Scheurich, 20043%.this predicament, the
existence of schoofsiling to meet the academic needs of all students that leads us to examine
the role of school leaders and in particular school principals.

Recent studies have found a significant relationship between principals and the overall
effectiveness on their sobls and student outcomes (Hallinger & Het896, 1998, 2010;

Leithwood & Jantzi, 2000; Leithwood & Louis, 2012; Marks & Printy, 2003; Marzano, Waters,
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& McNulty, 2005; Waters, Marzano, & McNulty, 2003.studyfundedby the Wallace
Foundation found thaéadership ranked second out of a list of school factors that influenced
student learning; first place was teacherlipé_eithwood, Seashore Louis, Anderson, &
Wahlstrom 2004).This finding reinforces reviews of empirical research wherein the dirett
indirect effects of leadership on student outcomes is educationally significant, albeit small
(Creemers & Reetzig, 1996; Hallinger & Heck, 1996a, 1996b, 1998; Leithwood & Jantzi, 2000).
After controlling for studenintake measures, Creemers arekg (1996) suggest in their study
that in student outcome, leadership accounts for abeR0%¥® of the variation when all scheol
level variables are taken into account (Leithwood & Jantzi, 208ithwood, Seashore Louis,
Anderson, & Wabhlstrom2004).When pxtaposed with a study by Hill (1998 third of the
variation in student fAachievemento explained
support the leadership research agenda linking successful leadership to education reform and
student learmigs (Leithwood et g/2004).

A more recent study by Wateaad colleague@003) found that by influencing and
improving the teaching and learning practices of teachers, principals can increase student
achievementTheir study, a metanalysis commissived by Midcontinent Research for
Education and Learning (McREL) found that if
responsibilities (identified by 66Geithweod,der shi p
Seashore Louis, Anderson, & Wahdsty, 2004 p. 3),an average principal could expeciG
percent increase in studdgastperformanceln otherwords, Waterset al.found the relationship
between leadership and student achievement to bstistty significant with an average effect
size of .25.Although the relationship between the principal and student outconrebrect

(DuFour & Marzano, 20%1 eithwood et al 2004) the effect is not deemed less important
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(Hallinger & Heck, 199B). Nor is the effect less influential because leadi not affect change
on their own, buthrough otherd the value is in understanding leadership practices and
behaviors (DuFour & Marzano, 20).1Specific leadership behavigran theirown, havebeen
linked to increasing or affecting student achievent€otton, 2003; Hallinger, 200%eithwood,
Seashore Louis, Anderson, & Wahlstra®®04 Leithwood et al 2008; Marzano et al2005;
Nettles & Herrington, 2007; Siane, Halverson, & Diamond, 200Waters et aJ 2003).
In multiple reviews of educational leadership literaturet@neffects oprincipals,
Hallinger and Heck (1996a, 1996b) conclddeat school contexts factors must be considered
when studying principal leadershippecifically, school context factors incH e : Astudent
background, community type, organizational structure, school culture, teacher experience and
competence, fiscal resources, school size, and bureaucratic and labor features of the school
organiat i ono ( Hal | iIngdertg leada@rin&pal mpst conkidey, understand,
and respond to school context factors because sctivartgeas do their needs (Hallinger,
2005).Thi s fAintegrative model of educational | e a
leadership to be vieweal s matualfinfluence procesgemphasis in originalp.15).
Leithwoodand colleague6 20 04) descri be successful | eade
on its school environment or contex8pecifically,theybreak down the contexts into three
categories: organitianal context, student population, and policy context, and argue that
successful leadership ¢entingentupon the context thus may look or act differentlizis idea
runs counter to conventional wisdomabf | eader
| e ader skorifstance, dn @rpan principal may be more of a directjoom leader than a
principal in a suburban settingigh school principals rely on their department heads for

curricular knowledge, whereas elementary principals may kostas much about curriculum
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as their teacher®rincipals in large schools rely on professional development to influence or
model instruction instead of directly with teachers in small sch@dith regard to diverse
student popul atadeanayshifttotbdirg a esearanas theystiuggke tor
determine for example, what form of instruction, grouping practices, class size, or outside
resources or agencies will increase with student achievement while providipgaatsee,
learning environrant. Last, but not least, principals grapple with the political nature of their
district, city or state in terms of learning standards, accountability demands, and school funding
and resource allocatiohgithwoodet al.). The leadership challenge put fotty Leithwoodand
colleaguess to develop or train school leaders with the flexibility/capacity to pull out of their
leadership toolbox thappropriate/requisitapproach, style, or practice needed at the moment or
context and not rely on just one model or style.
Leadership for Social Justice

In this section | discuss the need for social justice leadership practites as
organizational modednd practical appexch to improvingpostsecondargpportunities for
students fronhistorically underservegdopulationsthis is where a gap appears in the literature
Althoughit is a developindield of research in education leadership, scholars and researchers
have begunilling the gap in leadership foSocial distice Marshall and Ward (2004) and
Theoharis (2004) expanded the theory of social justice leadershgadership foSocial
Justice to realife examples by investigating dag-day lived experiences and praesocofurban
school leaders/ho embodied social justice ideologje®ncludinghat urban principals firmly
believed that promoting equity and social justice was fundamental to improving the education of
marginalizedandhistorically underservestudentsBuilding upon this foundation, my study

soughtto understand whether social justice ideologies influetteeghilosophy otirban
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principals as they prepared secondary studentsastisecondargpportunities, in college or
careers, and specificalhow they built upon theultural assetstudents fronhistorically
underservegbopulationsorought to school

Historical perspective ofsocial justice ineducation. It is important tgorovide an
overview ofthe historical evolution of social justice idwecation to examine its influence in
supporting structures and polices for studémis historically underservedopulations. Social
justice in educatioin the United Statedates back to the common school era when proponents
of the common school moventaebated whether the foundation of schools should be based on
the belief of assimilation and meritocracy or cultural Angduistic respect (Tyack, 1993As an
early nation, promises of assimilation, equity, and social mobility were made to American
Indians, Mexican Americans, Chinese Americans, Japanese Americans, and African Americans
and yet, the issue of race plagued those promises and interfered with the educational
opportunities for their children (Williamson, Rhodes, & Dunson, 20Dudjing this ea, schools
were fideli berately segregated by Whatdale commun
2007, p. 196) according to the assimilability of each respective group, with subpar and second
hand education for neWhite students.

From19"tothe26c ent ury, the nationdés racial and s
the color of oneds skin and gasshesociethidefmitioni ty t o
of Whiteness evolved (Williamsaoet al.,2007).According to Terman (1916), creatof the
intelligence quotient, White individuals not born in America and individuals of color had mental
defects that required a different or special educational setting that was suited for the type of work
or labor they could intellectually manadexamining this idea from the perspective of American

psychologists at the time, it was
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assumed that intelligence was largely inherited, and developed a series of specious

arguments confusing cultural differences with innate properties. [American

psychologsts] believed that inherited 1Q scores marked people and groups for an

inevitable station in lifeAnd they assumed that the average differences between groups

were largely the products of heredity, despite manifest and profound variation in the

quality o life. (Gould, 1981, p. 157)

The continual marginalization of naithites and their inability to access White privileges fueled
the resolveamong minoritized groups to strengthen their segregated schools and build upon their
language and culture (Williaros et al., 2007)During this periodandprior to desegregation

policies enacted by the United Stated Supreme Coltawnv. Board of Educatiol1954),
minoritized groups used schools to reinforce and strengtherctlitiral assetandequalize the
education landscape for their children (Williamson et al., 2007).

As the United States entered the industrial era and cities expanded, new immigrants and
unemployed workers flooded the nation®he incre
challerges faced by emerging cities acted as a catalyst for differentiation of instruction and
curriculum in urban schools (Oakes, 1983) as educators sought to mestideeneeds of rural,
poor, immigrant, and upp@lass studentne proposed solution to nigbe needs of
increasingly diverse schools wie implementation of @ocational educationurriculum(Katz,
1971).The Boston, Massachusesisperintendent of schools, Edwin Seaberjeved that
manual education was t hm;m1893) which he attnibutecbanchi s ci t y
associated with the increasingly diverse city youth (Lazerson, 1By1)910, vocational
training in schools was a coordinated effort by businesspersons and manufacturers to train future
skilled laborers (Becker, 198For poor and immigrant children, vocational educaticas
believed to instill the ethic of hard work, discipline, and labor skills (Oakes, 188Bjural

children,vocational education was created to expose rural chitdragricultureas a means of

launding a modern era of farmintp entice future farmers away from urban centearsito
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provide sustenance duringtbteo unt r yds i ndu st rPiogrdssive refarmegfsCr e mi n ,
heralded these efforts as a mearmps otvo dfed direqgairad
educational opportunityo to all bas¥etl on thei
according to Oakes (1983)emocratizing high school or providing equal educational
opportunitiesvasnot the end resuli/ ocational efforts wereneant to train and market future
workers, make schooling applicable to the daily lives of students, and fill the void for students
who could not relate to academia.
Vocationalrainingbecamea mainstay in our public schools with funding provided by
the Smith-Hughes Actn 1917(Oakes, 1983)A succession of federal legislation ensued that
required state and local governments to match feéiemdingfor training or skillsbased
learningprograms to prepare students for work on farms, in trade industriesfactories and
later under Presidents Eisenhower and Kennedy the focus shifted to providing job training to
residents in lonincome communities (Epperson, 201Phe SmithiHughes Actevolved intothe
Vocational Education AQtVEA) of 1963 andexpandd skills-based learning programs to
employment training or vocational education programs in business, like finance and accounting
(Epperson, 2012By 1976,VEA was expanded to include provisions for vocational education
for bilingual and disabled students (Epperson, 20¢EA was later reauthorized as the Carl D.
Perkins Vocational Education A@®erkins)in 1984 and expanded its reach to preparing a more
highly skilled labor force in addition to providing equal opporturrityhe labor market to
disadvantaged or-aisk youth (Epperson, 2012n 2006, Congress expanded the focus of
Perkins to incorporate academics into caeset technicafraining; the cuent iteration, Carl D.

Perkins Career and Technical Education Improvement Grant (PerkihsgMights the
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necessary connection between secondary and postsecondary education in order for young adults
to be prepared for highkill labor and highwage emjpyment (Epperson, 2012).

Although this brief historical perspective does not justify the wealth of literature and
extent of the debate surrounding social justice efforts in education, my intent was to shed light on
the struggles of educators and scheatlerd r om t he begi nning of our n
systemin educating students frohistorically underservepdopulations ofor which English was
asecond languag@&his overview also provides a historical perspective to the issues that
continue to plage secondary schoolsffering astratifiededucational system in high schools
that providesrigorouscurriculum forhigh-achieving students in a college or career track and a
general or vocational trackvith less challenging coursework and lowered etqu@®nsfor
students who are perceivabelow achieving The latter option conflicts with the impetus of
Perkins IV which schools, districts, or even states araypaynot subscribe to while also
producingnegative economiconsequences witlegard toemployment opportunities, earning
income, creating wealth, living longer and healthier lives, and home ownership for students that
not have the requisite knowledge and skills (Belfield & Levin, 2007; Wilson, 1996).

The racial composition of collegeeparatory tracks and vocational or career academies
in todaybébs comprehensive high schools provide
educators and school lead&rthe role of race, class, and language in education that by many
accounts is soally unjust Qakes, 1983, 200®)akes & Guiton, 1995 Historically, Black,
Hispanic andstudents from low SES backgrounds found themselves kielogl or remedial
courses in racially mixed comprehensive high schools while White and Asian studefiéslenro
in schoos Bonors oradvancedlacement courses (Oakes, Gamoran, & Page, 1992).

Documentedlisparitiesby race in advanced level math (precalculus or calculus) courses
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completedby White Black, Hispanic, and American Indian studeb&tween 1982 an2004
were found after reviewing high school transcripts collected biX#imnal Center for
Education StatisticfDalton, IngelsDowning, & Bozick, 2007). Despite substantial increases by
all racial groups in the completion pfe-calculus or calculuas the highest mathematics course
in high schoqglgaps between White and Asian studentsAameéricanindian Black, and
Hispanic students persistdgletween 1982 and 2004, the percentage of black students
completing advanced mathematic courses increasad 4% to 1% andHispanicstudents
increased from % to 224 while White students increased from%2o0 376 and Asian students
from 3 to 57%. In other words, by 2004 theompletiongap betweemlack and Wite
students and Hispanand White students wat3% and15%, respectively wherein thegap
between Wiite and Asian students was%20From a socioeconomigerspectivethe completion
gap in advancethathematicgoursedy studerd in the lowest and highest quartile almost
doubled between 1982 and 20@dm 18 to 35 percentage points, respectiyBlgltonet al.,
2007)
Defining social justice Before delving into studies that highlight social justice leaders, |
will define the ideology of social justicépreface this discussion by heeding Dantleg an
Till manbés (2006) warning that defining soci al
conditions in schools vary widely and are too complex to essentialize a defikiikhermore,
any one definition can potentially restrict its application, thussdiging social justice as
theoretical in naturé@Dantley & Tillman) Broadly, though, the focus of social justice is to
understand Ahow institutional theories, nor ms
political, economic, and educatidna i nequi t i e s 0147. Giveh theawadely 200 2, p

contested and complex nature of social justice (McKenzie et al., 2008), identifying principles or
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concepts of social justice is more useéd those principles can be molded into definitions that
grow naturally out of practice and everyday situations (Dantley & Tillman).

One example of this approach is evidenthe work of Kincheloe and Steinberg (1995)
who created a framework that organized principles or concepts of social justice educpt&in as
democratic, empathic, and optimistichis framework is particularly relevant to my studg |
argue that building college and career readinesstfiolents fronhistorically underserved
populationsased on theitultural assets grounded in ed@tion that is just, democratic,
empathic, and optimistic and led by a school leader whose inclusive practices blur the lines
around race, ethnicity, class, and cultieamining school practices and policies within

Kinchel oe and St e iallow®rcrgicabrefléctioa an@ diaiogu& andvshift |

schools and |l eaders away from Apat hadlogi zing
2005 p. 3).
Just education Marshall and Ward (2004) argued tiiss o ci al justi ce mean

that lawsfor individual rights are observed so that access twagtbnal services is available . . .

[and]..f i nding ways to o6fi x6 t hoEuwtableacteBstoanequi t al
school 6s curriculum and pr awglia,cacademioc,ardéfel on t he
experiences of students is the cornerstone of
Farrell challenged schools to ensure that all paths for students led to college or career

opportunities through a rigorous, dleaging, and standardsased curriculum regardless of the
student 6s background because all students nee
productively.This challenge, however, is limited by social blindness and a worldview that is
unawar e otihe pfadticesvin schmals benefit young people from dominant groups while

di sadvantaging those from oppres¥eeidisngtr oupso (
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surprising given that educators and school leadftes are separated geographically aadially
from students living in poverty aesiding inpredominantly racial or ethnic neighborhoods that
are not White (Beachun2011). Villegas and Lucas (2002) supported this notion with their
findings thatWhite educators and school leaders are degriveo f daytdrday réalities,
concerns, interests, dreams, and struggies31)of students living in poverty, in economically
depressed neighborhogds in ethnic neighborhoods.

This form of institutional discrimination not only limits access tacdion butalso
highlights the privileges afforded to some racial and social groups under the notion of hard work,
meritocracy, and individualistnthree ideals that form the foundation of schools in America
(Beachum2011J). Yet, these same ideadftenredrict access to education for students from low
socioeconomic backgroundgudents frorhistorically underservedopulationsandstudents
who speak languages other than Engliglose values and cultural capitady beconflicting
and contradictory withhie dominant, White culture of schools.

Democratic educationldeally, by critically examining social blindness and addressing
guestions of equitable access for all students, sdrgahizationsill inadvertently account for
the disequilibrium of poweand privilege in schools and communit{&selpit, 1988;Shields,
2004) Although schools mirror society, the goal of education should be to improve the social
and economic outcomes of students and@iaforce their current social/economic standing
(Bourdieu, 1977)regardless atheir backgroundFurthermore, ateachers work tprepare
students to live independent and productive lives, to contribute to society and their
neighborhoods, and become active participants in the democratic pgtadssg Gaily school
experiences must mirror these outconfedemocratic society is one of the people, for the

people, and by the people; yet, many voices are overshadowed or silenced because of race, class,
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privilege, and powefDelpit, 1988; Shields, 2004fror example, parents and families from low

socioeconomic backgrounds, from racially marginalized groups, oispéak languages other

thanEnglishoften arebarred from participating in the schooling of their children because they

do not feel welcomed, caple, or understand the rules of engagement and must be taught how to

participate Delpit, 1988;Shields, 2004)Goldfarb and Grinberg (2002) expautlpon this

notion by combining the democratic process with their ideals of social justice in eduoatio

al t er phatanditate agaanst fufi participation of members of a community in the

democratic process by actively engaging in reclaiming, appropriating, sustaining, and advancing

inherent human rights of equality, equity, and fairness in soc@ahoeaic, educational and

personal dimensiongp. 162)

This dilemma translates to the classroom as, wkerein some students are lefit of

the game of school because they do not knowere never taught the rules of the gdelpit,

1988. Buildngupon Del pitbés case studies, Shields (2C
if all students are to negotiate schooling successfully, if pathologies of silence are to be
eliminated, it will be necessary to provide some students with direct teaching of the rules
and processes sadaththey may participate fully and aatly in their own learning.

(p. 124)

Addressing pathologies of silence in classrooms will allow studemagéoresponsibilityor

learningand critically participate in the construction of knowledge (Giroux, 199i&l@&h 2004)

as if they were acting as citizens in a democratic protfestsidents are to function intellectually

in schools, then they must be fAgiven the oppo

pluralized spaces from which hybridized idéas might emerge, take up critically the

relationship between language and experience and appropriate knowledge as part of a broader

effortatsefd e f i ni ti on and et hil®%p.263gsponsibilityo (
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Empathic educationNiceandcaring are terms ofte used in education to describe
teachersind leaders school systemd he trouble, though, with this description is the potential
danger lurking behind the intentiopity. A student or parent may confuse the nice or caring
teacher with oawho sympathizes, excusesnablespr simply does not expect completion of an
assignment, for exampl e, because of the stude
circumstancs or backgroundNoddings (1984 challenged this notion by describiag educator
or education grounded in the ethic of care and relationdnijpgher words, the act of caring, not
the emotion, requires an active relationship between two pebpleerson caring and the
person being cared aboiithe point of contention,dwever, occurs when the cared about party
does not believe or perceigbéheis cared for, thus negating the notion of a caring relationship
(Noddings 1984. A student whose familial, cultural, or financial background is not understood
or valued by a tezher orleaderwill not feel cared about and will not be able to establish an
educationalink with the teacheWithout caring relationships, learning becomes a passive,
meaningless, activity mostly accessible to students with prior knowledge angtskglieaving
behind students who do not have background knowledge.

Schoolsandclassrooms centered around the ethic of care would consciously and
critically assess and acknowledge the backgrounds of students and form connections with all
students so thaarning is not withheld or out of reafibr some studentddany educators, in
particular those geared toward t hlearningdakes!| s of
on meaning when embedded in the reality of caring humantrél o n s h idgp 2004, ( Shi e |
pp.124125).Bui | di ng upon Noddi n g @G00)étnd that theoidealscoh r e ,

care not onhareapplicable and crucial to learning in the classroomalsdthroughout the

N
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schoolbecause relationshiggnongstudents, parentspmmunities, and teachers are necessary
to tie together the curriculum and pedagogy of the school and enact learning.
Optimistic educationShields (2004) assertédh at chi | dr enifesreoppor t ur
limitless wheneducatorgombine social justicealues with excellence in teaching and learning
for all studentsSuccess in school translates to liberties in life wherein an educafion is e
apprenticeship of libereyl ear ni ng t o be f r ¥et socidtaBand sbheal , 2001,
organizationaktructures interfere with the apprenticeship of students, particularly those
marginalized by society through deficit thinking and academic tracking of students by race or
class in school@akes 2005 Valencia, 1997)The optimism of opportunities lies ihe
knowledge that can lead to postsecondary opportunities, whether college or career, by centering
schools around the needs of studemd ensuring activparticipation and success in school by
all students so they can enjoy the fruits of liberty.
Socid justiceleaders Theargument that a fixed definition of social justice cannot be
codified (Dantley & Tillman, 2006 alsowasdiscussedby Bogotch (2002), buwvith a caved a
definition could not be essentializpdor to putting into practice sociglstice concepts or
principles.In other words, social justice principles can be molded into definitions that grow
naturally out of practice and everyday situatid®dsgotch argued that leaders who redirect
educational resources in schools to alter arehwene in oppressive and povekzlimited
practices or programsould in fact be putting social justice principles in action, thus actively
definingand activatingocial justiceAne x ampl e of such an approach i
(2010) seven principgof college and career readiness in secondary scHdm@outcome, or
definition that transpires, suggests that schools or programs are created for and based on the

diverse needs of students; the aftermath produces a new reality with outcomes ormsnditio
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social justice leaderseekdgo create (Bogotgh From a theoretical perspective, social justice
leadership is an appropriate lens to examine and understand practices in schools because at its
core it Ainterrogates t hsehogsahdiatthesametamed pr oc e d
perpetuate social inequalities and marginalization due to race, class, gender, and other markers of
di fferenceo ( R@BG6, @ BleBroady, though, lsatial justice leadership is
informed by critical theory thatxplores and examines power dynamics within economic,
political, and social landscapes for beneficial and detrimental purposes (Dantley & Tillman
2009.

The social justicé&ramework of just, democratic, empathic, and optimistic education
envisioned by Kioheloe and Steinbefd995)canbeusedas@ah ol i st i @(Shleldst mus t e s
2004, p . 124) to r efl e cdailyprpctca.Taken ahe gjep further, a s c h
Foster (1986) argued thatsocial justice framework also requires leadersdk keyond daily
practice or day life and endeavor to change the conditions at hetging these ideas,
McKenzie et al. (2008) identified three goals for social justice leaders as they attempt to change
the education conditions of marginalized or oppeesstudents: (a) increase the academic
achievement for all students, (b) teach students to become critical consumers and citizens, and
(c) create schools and classrooms that are diverse and incllisese goals fall within
Ki nchel oe asodalj$stice framéverk @ joss, democratic, empathic, and optimistic
educationlncreasing the academic achievement of all students lends itself to equitable access of
a schoolds curriculum and/ or progreasasetibeased o
ensuring all students and families can participate in the game of school and life (democratic),

within safe, inclusive, and caring relationships (empathic) while providing an apprenticeship to
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all students that lies in the knowledge that ca l® postsecondary opportunities and ensuring
all students enjoy the fruits of liberty (optimistic).

The need for empathy and practical aspects of social justice leadership by diversifying
leadership practices and considering alternative perspectatesntifbody care as well as gender,
critical race, modern, and multicultural theoreas highlighted by.arson and Murtadha (20Q3)
These inclusive and diverse perspectives are critical for social justice leaders, according to Riehl
(2000), as they promoteclusion of all students in school practice, teaching and learning,
culture, and the communi#gt-large.In other wordsa leader may find that her/his efforts of
inclusive practices inside a mayccreateoalnewand wi t hi
leadeship practice, one centered on social justice princiRe=hl, p. 71) SaponShevin (2003)
also argued that by not including all students in educational settings, the ideals of social justice
could notbe realizedShields(2014)declared:

A socially just learning environment is the pre requisite for enabling all students to

achieve to their full potential and attain a higiality education. A focus on social

justice is the way to assist students to make sense of the content they are learning and to

take their places in a world that still calls out for equity and inclusion fofpalB28)

Building uponSaporS h evi n 6 s ( 2 QThebharisf(20@dcorceptualizedis
own social justiceoriented focus for principals or school leaders and the dewvelat of a social
justice leadership matridccor ding to Theohari s, a social ju
and keep at the center of their practice and vision issues of race, class, gender, disability, sexual
orientation, and other historicaliga r gi nal i zing factor Shisin the Uni
conceptualization of social justice framed the focus @i@itativestudy in whichTheoharis

identified seven urban school principals whose daily actions modeled social justice as well as

addressig marginalizing practices in their schodl$heoharis found that the urban principals
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firmly believed that promoting equity and social justice was fundamental to improving the
education of marginalized students.

A metaphor ot t-shirtwas used by Theoharis (20G8)describe the differences between
social justice leaders and good leaders, whereas the former is dyed and the latiecrisesiid.
Just as fit i aetheegoofiom thdghire. . with [secalguatae] principals it

is impossible to separate the social justice work from who they are and from the rest of their

positiodas is with their passi o@atheethdraaddgoads hi p o

leaders oteaders wearing sitkcreened-shirtscancomplete the tasks of desegding schools,
incorporating neweforms and creating schools that on the surface embody social justice
principles, but all these actions are apt to quickly fade or wear off like-ag#ien on ashirt
that has been ashed multiple times because the efforts of the leader arbdaask and not
encompassing social justice princip{@teohariy. Throughout my study, | udehis analogy to
examine the practices of urbdmgh schooprincipals as they structure their ptiges and their
school policies to build upon treeiltural assetstudents fronhistorically underserved
populationsoring to school in preparation fpostsecondargpportunities.

Schooling is a wide social construct wherein learning, teaching, inteyaeith others,
and leading occur it@ntaneously and simultaneouslgll within the school wallsYet, what
occurs inside of a school is linked to the social, political, and cultural construct of families,
children, and the community-&rge.School is nere than learning to read, write, and complete
arithmetic @ logical reasoning problerdsschools in the Zlcentury also teach, inform, or

evoke concepts of power, hope, risk, courage, promise, social justice, and liberation (Shields,

2010b).Freire (1998p r gu e d , ithat education is not the

(

u |

but without it transfDbDhenamagmi tcachemoaf oErceairne s
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heavily or encompasses the role of a school leader as she/he is empowered ¢oapsolimbling
experience/educatidior all children

The caveathoweverjs in how the school leader, or in this case, a school principal,
creates a school environment wherein all children, regardless of their social, cultural, political, or
financial kackgroundsre taught and learn to the bektheir ability while meeting
accountability measure$ransforming the lives of children through education as envisioned by
Freire (1998) within a social realm that encompasses the school and community rEdaingss
a leadership model that links academic achievement, social justice, and equity to school
leadershipl incorporate transformative leadership theory as an extension to the theoretical
foundation of the work of school leaders as they shoulfitsat[ing] learning contexts or
communities in which social, political, and cultural capital is enhanced in such a way as to
provide equity of opportunity for students as they take their place as contributing members of
society (Shields, 2010b, p. 572)

According to Shields (2010b) , transfor mat.i
potential to meet both the academic and the social justice needs of complex, diverse, and
bel eaguer ed educ aTransfaimativg lsatdeeshistideory gsks scitobl 2 ) .
leaders to evoke questions of justice, democracy, opportunity, and (in)equitable practices for all
students while encouraging, empowering, and promoting academic achievement for all students
individually and collectively (ShieldsNumerous scholarhave investigated the theoretical
construct of transfonative leadership (Astin & Astj 2000; Anderson, 2004; Brown, 2004,
Dantley, 2003; Shields, 2003, 2009, 2010a; Tillman, 2005; Quantz, Rogers, & Dantley, 1991,
Weiner, 2003) based on early conceptuatiels of leadership described as transformative

(Aronowitz & Giroux, 1985; Foster, 198@mpirical studies have also been published (Glanz,
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2007; Hoffman & Burrello, 2004; Kose, 2007; Marshall & Olivia, 2005; McLaughlin, 1989)
using the terminologyoftansf or mati ve | eadership yet with 0
(Shields, 2010b), however, few studies have examined transformative leadership according to its
pure, theoretical interpretation or understandiftgeoharis (2007) began to fill this void ireth
literature and investigated practices of transformative leaders and its effects on how schools can
change and meet the needs of all students when school leaders consider how student performance
and student behavior are linked to a social justice ided®helds, 2010b)Theoharis,
however, did not use the phrasing of transformative leadership in his scholarship and instead
used the phrase o6l eadership for social justic
transformative leadership theory (Sdigl 2010Db).

Shields (2010b) provided a historical narrative on the evolution, confusion, development,
and refinement of transformative leadership theory in education by examining literature on
leadership and transformative practices in education. Slatddsliscussed a study wherein she
backward mapped seven major themes of transformative leadership, as evidenced by the
literature, to a large data set of school leaders, who defined themselves as social justice

educatorsFrom the data set, Shields chas® principals whose diverse schools in lllinois

(according to race and socioeconomic status) demonstrated high academic achievement, based

on standardized stateexarhsn addi ti on, these two principals
toensure notonlytht t he school was Omaking Adequate Ye
was also wider and mor e equSheldskaiguedticteckeange i n t
principals provided fApreliminaryo evidence of
they took fAexplicit steps to change the goal s

1. a combination of both critique and promise;

2. attempts to effect deep and equitable changes;
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3. deconstruction and recognition of the knowledge frameworkgthadrate inequity;

4. acknowledgment of power and privilege;

5. emphasis on both individual achievement and public good;

6. a focus on liberation, democracy, equity, and justice; and

7. evidence of moral courage and activism. (p. 562)
The principals in Shieldstudyshowed that the theory of transformative leadership was
possible, not too idealistic, and that although transformative practices were not widespread there
IS a potential or promise that the practices can and will provide a more just and equitable
educatio for all studentsShields (2014) refined the seven explicit steps of transformative
| eadership identified above by adding an eigh
interconnect edness, 333),thds ceedtiogtihe eightdenefsr e nesso (p.
transformative leadershighielss( 2014) <cited an outcome in Barr
her eighth tenet; specifically how the school
extent of their privilege and wealth, always compatimeirschool to one down the road that had
somet hing they dS$heldsi2014) algaed thabd it gfvgn .the &IB0bl fontext and
| eader s hi ptudy,it woBld ve difidult t@ expect that the students would come to
understand the rationship between wealth, privilege, and power and its relationships to the
larger world surroundinthem.

I n a dissertation study, Barrett (2012) bu

investigated how school leaders in affluent communities understapdrienced, and addressed
the tension between achieving outcomes for students (private good) and the purpose of schooling
(public good).Through ceintentional conversations with seven elementary school principals and
critical, phenomenological methoaajy, Barrett learned that the practices and beliefs of the

principals were shaped and influenced by the dominant values of comratifsitge and led
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them to focus on student outcomes of achievement, attainment, and individualizh&on.
principals did stuggle with the balance between their professional practice in an affluent
community and their democratic belief in schooling and jusireented ideals such as equity
and inclusionThis dichotomy between private/public good and tension in the livedierpes
of the principals in the study should have resulted, according to Barrett, differently or struck a
different balance according to transformative leadership theory (Shields). However, Barrett used
the opportunity to highlight how transformative leeship theory can provide a structure for the
principals to incorporate transformative practices moving forward in the schools and community
and further advance the democratic ideals of public scBaoiett presented the structure as six
stages of impleentation of successful transformative leadership practices: transformation,
recognition, investigation, appreciation, connection, and adéignvorking through this
transformative structure, Barrett argued that school leaders can begin to deconstriedd@mow
and belief frameworks and open the dialogue on how power and privilege may prevent-a justice
oriented approach to schooling, inclusion, and equitable access to public ed#at@ding to
Shiel ds, Atransf or mat i v efjustieesaddedensodracy it doitguges ns  wi
inequitable practices and offers the promise not only of greater individual achievement but of a
better Iife |ived in common with otherso (p.
Shields (2010b) concluded that there are three common elementetbhanhtarl to
transformative |l eadership theory: Aithe need f
thorough reshaping of knowlOatdfghts interpretatidnaridi ef st
review, Shields linked transformative leadersioigocial justice given their common goals of
breaking down frameworks that lead to inequity and disadvantages and reshaping belief

structures with justiceriented focusAlthough my study did not set out to explore principals,
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their practices, or theschools through the lens of transformative leadership theory, | would be
remiss to not include the theory in my discussion.
A College and Career Framework
One plausible solution for social justice leaders to consider when improving upon the
college and azer readiness pathwagf students fronhistorically underservepgopulationss to
considerC o n | 010 fourdimensional modebased on 20 years of field researthis
conceptual framework investigates the college and career readiretsgie ©f secondary
schools through four dimensions: metzgnitive abilities, subjedevel knowledge, student
metacognition and study skills, and an understanding optistsecondary worldhccording to
Conley, integrating these dimensions would improve thegelbnd career readiness of students
which is not about the classes students take during high school, their grades or grade point
averages, standardized test scores, or college entrance examisauthtess wordsthe factors on
which researchergaditionally have focused when defining college readinessvever, it is
about the skills students | eaknawledgarotaomuagh wi t h a
different from what is required of a.b.ac c al aur e £ankey,pp5) thag willgpragre (
students for entry to universities, community colleges, training programs, or advancement in a
career pathwayConl ey 6s model s t e ooHegefandacancehreadinessad i ni t i O
the level of preparation a student needs to enroll and sutcegdout remediatiod in a
creditbearing course at a postsecondary institution that offers a baccalaureate program or
transfer to a baccalaureate program, or in a-jigddity certificate program that enables
students to enter a career pathway with potefuiate advancemengp. 21)
With or without formal postsecondary education, all students should leave their
secondary school with fAthe ability to select

associated with it rather than simply takingthe r st j ob t ICantey, 2000p.bs al on g

Conleybased the need for this model on the premise that secondary schools have failed to work
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for all students and have become more of afadfifling prophecy for students defined by race,
class,culture, and gendgthus reducing or limiting opportunities for studeritsaddition,
Conleyarticulatel a process to enrich secondary schools with social capital to break down access
barriers to postsecondary educatsmd/orcareersHowever, when Coely 6 s nexaineéd i s
within the framework of Leadership for Social Justeegap emerges as to how students
Aknowitolminw k Aact2012(p.Qanncbnmgarison to how educators and school
| eader,0 i koh oamnkdd fia ct

The first prong of Conl-ceogdrsi t(i2We 73 b imoidteil e g
cognitive s thatheave begn cidesl by pdsisecondany fyrsar course instructors as
more important than subjeldvel knowledgeThefive key cognitive streegiesembedded in
first-year college courseseii pr obl em f or mul at i on, resear ch, [
preci si on &onky, 2007p..B4).2hese samé¢ strategies are equally important to
students pursuing careers after héghool,as they will be faced with new and challenging
material and tasks that will require conceptual understanding (Conley, ZB&03econd prong,
subject |l evel knowl edge, or ANkey content know

studies that cite than understanding of the big ideas as the most relevant factor of college

success next to being a good writstudents also requiek ey | earning ®kill s a

Conl ey 0 s )thi@ Prang, suchpas mekagnitive and study skills to be susséul in the
postsecondary landscapéese skills are independent of content knowleggeareequally

important as students are assessed routinely on their understanding of content and completion of
assignments or taskBhe last prong, understanding{ostsecondary world r keyftransition

knowl edge and s Kkpi2), highlightsth€ dispdrity lyetweed tutiénts of various

socioeconomic statuses, race, or ethnicity and their ability to apply to college, secure financing,

I
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and navigate thegstsecondary acadendad careelandscapeConley (2007) believethat high
schools have yet to integrate these four dimensions and intentionally do not advance their
development in their students.

FurthermoreConley(2007)arguedthat adoption of his&finition of college and career
readiness and dimensions would lead to a set of metrics that would determine the preparedness
| evel of students with Agreater precision and
Cc 0 nt e x6). Bhémefriggwould provide schools with progress indicatongyich students
could accesso they take control of their educational fuifBhe information would be
invaluable to students as they consider their course selection during their high school years,
supplementoursework, seek outside school resources to refine academic content or skills,
explore extracurricular activities, or discuss aspirations or talents with teachers, counselors,
mentors, or family memberb essencehis approachwould shift students intbecoming more
active managers of their education versus being managed by adults who may or may not fully
understand their potential (Conley, 2010) and affect their postsecondary future.

Usingthe fourdimensionamodel as a lens, Conl€2009 2010 selected 38econdary
schools to investigate practices, prograamsl beliefs thasuccessfully led to college and career
preparation for all student§heseschools were chosen frod®0 schools with a particular focus
on schoolservingstudentsvho wouldbe thefirst in their families to attend college and wherein
studentdemographics would not predict high performance on certain college readiness indicators
(Conley,2009,201Q 2012. His findingswere synthesized int@senprinciples for secondary
schml educators and principais undertake in preparation for the college and career
apprenticeship of studeniSonley,2009, 2010)Conley based the need for these principles on

the premise that secondary schools have failed to work for all students and have become more of
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a selffulfilling prophecy for students defined by race, class, culture, and gaghdsmreducing or
limiting possibilities for some students.

I ntegrating Conleyds (2009, 2010) <coll ege

social justice framework of education by Kincheloe and Steinberg (19983to a modefor
school leaders to consider when creating\@luating a college and career rieads pathway

built around providing all students a just, democratic, optimistic, and empathic edEajime
2).Co n | @009, 2010first, fourth, sixth, and seventh principles mirror in practice Kincheloe

andSte nber gés op@Gdmiesywds tihiarmke and fifth principg

frameConl ey 6s second prinkKipteemoer aempathEhei phbheit

frameis seen as encompassing the emticelel

KEYS TO COLLEGE AND CAREER READINESS
(Conley 2010, 2012)

SCHOOL LEADERSHIP PRINCIPLES THAT
CREATE A COLLEGE AND CAREER
APPRENTIESHIP FRAMEWORK

(Conley, 2010)
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Principle 1: Create and maintain a collegeng culture
in school

Principle 2: Create a core academic program aligned
with and leading to college readiness by the end of
twelfth grade
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Principle 3: Teach kesgel-management skills and
academic behaviors and expect students to use then

Principle 4: Make college and careers real by helping
students manage the complexity of preparing for and
applying to postsecondary education

Principle 5: Creatassignments and grading policies tf
more closely approximate college expectations each
successive year of high school

Principle 6: Make the senior year meaningful and
appropriately challenging

Principle 7: Build partnerships with amdnnections to
postsecondary programs and institutions

T

SOCIAL JUSTICE FRAMEWORK
(Kincheloe & Steinberg, 1995) L

Democratic Just
Empathic |
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Figure 2. College and career model
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C o n | seyedpsinciples in action. The first principle Conley2010)outlined is to
ficreate and maintainacollegeoi ng cul t ur e Acollegegoingcolturé ( p . 105)
permeates in schoois whichthe mission or belief is to establish a postsecondary education and
career goal for evg student as well as preparing every student to be successful in whatever
route they chose(Conley) According to Conley, igh expectations for all students translates
into practices that create a school schedule or program of study geared towarésuitileg
structures in place to ease the transition to the postsecondary world and not limited narrowly to
only students who intend to enrollin colledeh e school 6s over all mi ssi o
opportunity and it is the belief and intentionality of he hoo | 6 s f acul ty and st
enabling all students to seek postsecondary opportu(@adey) Additional practices such as
displaying postsecondary acceptance letters throughout the school, organizing school ceremonies
to recognize studéracceptance awards, requiring students to complete a minimum number of
postsecondary applications, and organizing college fairs or visits were witnessed in many of
Conl eybs case sites.

Structural programs such as freshmen bridgademyor campuses seés to orientate
freshmen st udent s-goingculture ad missibononile pessonaliairig the g e
|l earning environment ar oun(Gonleyt20k)dmet soé ski | | I
personalization of freshmen year aisgonducive to formingaring relationships with school
faculty who will mentor and advise students throughout their high school ceressny of
C o n | ease®ites, the role of mentors and advisors wasonbihed solely to school
counselors, buvas anexpectatiorof all school faculty and staffn other words, school faculty
and staff members weteined and availabl® assist students with applying to postsecondary

programs and@ompleting the Free Application for Federal Student Aidnany cases,
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counselors were camitted to the technical phase of the application and financing cycle through
oneon-one student consultation, senior seminars, collegs, &aidcampusvisits (Conley).

The rigorous curriculum of aadvanced jacementourseis valued fa more than
potentally earning college credit, but for providing students with additional knowledge and
skills needed for success in the postsecondary Woddley, 2010)This is the message of
Sammamish High School in Bellevue (WA), whiddcommends thatll students enroll in aAP
course This mission requires a concerted school structure with multiple stakeholders actively
reviewing and assessing student progress and overcoming b&oleexamplebecause many
students wre unable to afforthe AP examimtion feeat Sammamish High Schoeal scholarship
program was created for students eligible for free or reduced price lunch or if simply the family
could not affordt. The structure in place at Sammamish links high school to the needs and
demands of collge and employers and aids in closing the gap between high school and life after
high schoo[(Conley 2010.

The state of lllinois has made an attempt to close the information gap between high
school and postsecondary opportunities by creating the llidaiser ClusteFramework
(Jankowski, KirbyBragg, Taylor, & Oertle, 200Figure3). A career cluster model can provide
students a muHiiered approach to explore their interegientify a career and the requisite
education required for certification, and investigate postsecondary options anciaikal
ficollege and careers real by helping students manage the complexity of preparing for and
applying to postGCoeleydi@pXlY). mplemeirgthd d nd nci sé Car
Clusterwithin the high schoolk one way to orient students to postsecondary options and to
begin transitioning st usdnemrdntsoloveotheavdys intviichod by

their | i CanleypeltN.l veo (
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Figure 3. lllinois Career Cluster Framework.

In addition to orienting students to postsecondary opporturiitigis schools need to
adequately prepare students for college entrance exams suchA@Stlbe SAT and assist
studentsn interpreting the results to identify possible career paths, education financing, and
scholarship opportunitig€onley, 2010)Colleges and universitiedsofind themselves offering
special programs and services to retain and meet the needs of stuuzehave been
historicallyunderservedh higher educationOffering cohort models, bridge programs, and
targeted financial aid packages to historicaligerservedtudents in specific high schools is

also an attempt to open and foster dialogue betlWwagnschools and postsecondary institutions
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that traditionallyhaveoperated in isolationThe lack of vertical alignment between grades 9 and
14 or grades 9 and 16 is detrimental to the success of students in the postsecondary landscape
and leads to &rge number of students needing to enroll in remedial courses or not earning
postsecondary degre@Sonley) The argumen€Conleymadewasforid eeper r el ati ons
lead to bridging programs, teams of instructors that work across institutionaldo@mspdicher
data sharing attempts to come to agreement on what constitutes adequate performance for
collegeready stdents 0 ( p not justz@lgge tours or college faiFarthermorelack of
alignmentbetweensecondary and postsecondarstitutions trickles down testudentsand may
inhibit student success becatlseymay not feel academically or socially ready for
postsecondariraining This predicament was highlighted@o n | e y 6 swhereindaeudtyr ¢ h
members in botBecondary and postsecongl@stitutionswere frustrated with thiack of
student preparation imoth of theirclassroomas well as misconceptions about requisite
knowledge and skills needed to be successful in each classroom

College and postsecondary partnerships can préngterically underservestudents in
high schools with social capital that can broaden and shape their postsecondary future, but so can
structured, academic internships or projeased seminar cours@Sonley, 2010)Another
Conley principle of collegeandlar e er r e aake theesen®r yéas meaningful and
appropriately challengingo (p. 125) and not s
Studentswho fail to enroll inchallenging courseia their senior yeafind themselves placed into
remedial courses their first year of college and earning low grade point averages-ieesitry
coursegConley) Given financial, societal, and educational challenges surroumiiayically

underservedtudents in postsecondary institutions, adding tivddn of completing remedial
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courses that in many cases do not earn students college credit, yet require payment, and earning
low course grades may demoralize their spirits even fu(@enley)

A summative principle Conlef2010)articulates to prepargudents for college or career
I s creaie agsignments and grading policies that more closely approximate college
expectations each succ e s Broadlespealeng, highaedhoohi gh sch
programs of study should lay the foundation fostpecondary education, whether in a college,
university, or technical school setting, by a
workload in a postsecondary settif@pnley) Pr ogr essi vely increasing st
experiences and expatibns in a supportive environment over the course of their high school
career can provide an adequate challenge and teach coping mechanisms students can use when
they are on their ow(Conley) For example, Conley found schools in which teachers
benchmarkd assignments to postsecondary readiness skills to determine student progress and
gauge teacher expectaticsrsd/orgaps.ln many cases, Conlelso found teachers using
research papers to mirror college assignments and expectations and challeeffethtlyeof its
use if teachers only increased the length of the paper over from grade 9 through 12 and not
necessarily the criteria or substance of the research paper content.

Foundational to every school or learning institution is a core academicqprd@ran | ey 0 s
(2010)model describes the core academicpragm as fdkey ¢ qQohley,R2007,k nowl e
p.55and takes the model one step furdrber by art
academic program aligned with and leading to collegerescsne by t he end of t he
(Conley, 2010p. 109).In his case sites, Conl€¢2010)found schools not only aligning to state
standards budlsob col | ege fAcour s entesx p egcotaa tsi, o d®).d aascstiigvr

The vertical alignmentmpcess of grades 2 was also combined with horizontal alignment by
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grade level and subject in high scho@®nley 201Q. The horizontal alignment component is
foundational to a schoolds coll ege amd career
identifies whether students are meeting baseline expectations and to account for adjustments or
changes teachers need to méRenley 201Q. Horizontal alignment will highlighalsoif
expectations differ by student population or demogra@®anley 2010. In addition, horizontal
alignment is nilar to conducting equity audi{$Scheurich & Skrla, 2003)here student
performance data and work products are reviewed to ensure course benchmarks are being met
and/orconsider how to improve teacher praetto improve student outcomg@3onley, 2010.
Course alignment not only improves student ou
knowl addde @ key c ogrnGonlay\2@07,p.thutalsoengures & avhesive
school structure wherein ctamt andstrategiesre not omitted which can be detrimental to some
students because the school hdssppinted course@Conley, 201).
Summary

This chapter provided a review of literature that examined the role cultural and social
capital played irclosing the postsecondary opportunity gap in addition to providing a brief
economic argument for providing all students to opportunity to I&pacifically, the literature
revealed the wealth of cultural capitalauitural assetstudents bring to schbthat can enrich
their schooling instead of feel i.oNgxt,thapogernal i z
of social capital in particular familial and community agehtg push children to reach for the
stars until they collide with structurathool barriers that interfere with their opportunity to
learn.However, institutional agents and their support networks can mitigate the barriers students

from historically underservedopulations experience in schools.
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Leadership for 8cial Justice as @onceptual framework for school leaderas then
introducedand examinedn the final section, providleda n anal ysi s pcblleggeonl ey d
and career readinessnceptuaimodel, whicharticulates a process to enrich secondary schools
with social caital to break down access barriers to postsecondary eduaatidorcareers
However, when Conleybds model i's examined with
justice a gap emer ges fNachianmkd hdavc2@BE pn@@on Ise yik no
comparison to how educad ofrtéh iannkd Thi gdp,bthe focus e ad e r
of my study, focuses on institutional barriers that may inhibit or prohibit students from
historically underservedopulations to access the postsecondary landscape from the perspective
of leadership practices of secondary school princifddss, in addition to meeting the needs of
all students, there is a need to establish a college and career readiness franadwarkishon
or embracethe assets students bring to school to close the opportunity gap, empower, and
prepare all students for jobs that will propel our future economy and meet the needs of their

societal future.
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Chapter 3
Methodology

This studysouglt to understand the practices and/or strategigls schooprincipals
employto preparestudents fronhistorically underservedopulationgor possecondary
opportunities, in college or careers, while building uporctiigiral assetstudents bring to
school. This problem requires a research design that will deepen our understanding of the lived
experiences and/or challengegbansecondary school principals may faceemadicating or
critically examiningbarriers intheirschool® s t r and policieseasmayaffectthe
postsecondary opportunities fetudents fronhistorically underservepopulations The
challenge thus,for the education world is to look past traditional forms of social and cultural
capital and reconsider school policies g@nactices that perpetuate what Bourdieu (1977)
feared education propagating societal inequiti€bis issuerequiresan facti on agenda
ref or mo ( Cr &yAsadvdcates anl €h@nggenps.fostudents frorhistorically
underservegopulationsthe goal is to improve the education landscapéiiorically
underservedtudentgshrough empowerment armllaborative efforts (Creswell, 2009)his
paradigm (Lincoln & Guba, 2000) or worldview (Guba, 1990) lends itself to a qualitative
approach athe study seeks to explore and understand leadership practices that have embraced
cultural assetsf studentsand familiesdrom historically underservedopulationsandempower
students to reach pasicondary opportunities.

This chapter presentise resech methodology of my study.his chaptealsodescribs
the studyds design, p ar tinithe degignrsdcton.expainwhga dur e s

gualitative case study approashasappropriatédor my study.Next, | describe how $elected
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partidpants for the study with a subsequent section detailing lomiectedthe dataThe final
section outlines howdnalyzedhe data.
Research Questions

The following research questions were addressed:

1. How does digh school principal advocate for and support students from underserved
populations in accessing postsecondary opportunities in college and career?

2. What system or structures are in place to facilitate a college and career ready pathway for
all students, buh particular students from underserved populations?

3. How do the school 6s f auwtwdl assetstadends frent af f b ui |
underserved populations bring to school as they and their families prepare for
postsecondary opportunities?
ResearchDesign

Seeking to make sense of the world through the experiences of individuals lends itself to

qualitative research (Krathwohl, 2009; Merriam, 20@3nzin and Lincoln (2005)otedthat

Aqualitative resear cher s semptidgyo ntakeisamgeef,or n t he i
i nterpret, phenomena in ter RdsFraonfaqualdaivei ng peop
researcher6s frame of reference, n8); ¢has)thet vy i s

knowledge to be gained from the worsdnot quantifiable or stable and cannot be observed from

only one perspective (Merriam, 2008yom this constructivist perspective, the researcher seeks

to understand the world in which 20padd vi dual s
develop meaing from the experienc&his process of interpretation, or constructivism, draws
upon the r esear shdar hedakes sgerse a eop peopenusderstand and make
meaning out of the world around them from multiple perspectRealworld or reatlife

problems provide qualitative researchatsetterunderstanding ahe world (Merriam, 2009).
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From this broad definition of qualitative research, scholars egtialitative research by
its characteristicdMarshall and Rossman (1999) charactetigualitative research as
naturalistic, contexbased, emergent, interpretive, and incorporating methods that are respectful
of the studyods participant s BatadandBkienp0Z)ant of
described qualitative researchiagestigating topics that are full of soft datad.,descriptions
of events, people, placemd discussionghat may develop a focus as data is colledtstriam
(2009) characterizegualitative research as inductive afodused on meaning, understangl
and process whereby the researcher is the stu
a very descriptive, rich, final product.

Employing qualitative research methdtisough a multisite case studgllowedme, as
the studyosmdmptrd ma@aWier n inahg pppdtinidlydo, gather. softldéts in a
natural settinga school in a large metropolitan areabout a contexprincipal leadership
practice¥. An important strength afvestigating multiplecasesites and participantses in
Aenhancing the external validity or generaliz
findings. Miles and Huberman (1994) summadzbe applicability ofcollectivecase studies as
Al ooking at a range of s i oddrstasdra sieglease finding,t r ast i n
grounding it by specifying how and where and, if possible, why it carries on as it does. We can
strengthen the precision, the vanhaddtonn y, and t
throughobservatios and interations with principak, school facultymembersstudents, and
parents/legal guardianswas able tadlocument and richly descrilbee practicesincovered in
both case sites:rom this process, themes or conceptergedhatmayinform or improve
future piactice in schools, school districts, and/or university teacher and leader preparation

programs.
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Process

Sampleselection | employed purposeful sampling to gain the most information about
each case (Maxwell, 1998) in the metropolitan area of a I&figeyestern city and answer my
studyo6s research questions. Purposeful sampl:i
persons, or events are deliberately selected for the important information they can provide that
cannot be got t e (Matwellpl®08 gt 8d)Ehe powdn and chalenge in this
sampling strategy | ies i n nmmhtenrii cdmt i(fPiad @ toingn 2
p. 230).The challenge of this strategy, however, can be superseded by identifying criteria that
frames t he studyobés problem and purpose (LeCompte

Criteria for principals. The criteria for selection of high school principals were as
follows:

1. have served as principal in her/his curremitosd for at least three years;

2. believes all students must be collegelcareer ready prior to high school graduation, in
particular students &m historically underservedopulations; and

3. believes all students bringyltural assett school that are incorporated intothe ho ol 6 s
culture and pedagogy.

Criteria for schools Upon identification of principals, state, district, and school data
portals were reviewetb confirm the schoahetthest udy 6s cr i teri a:
1. public high school in a metropolitan and/or rural area;

2. schooldemographics of a high proportion underserved students including, dum ied
to Hispanic, Latino/a, Chicano/a, Black, Indian, or Padglander; and

3. serves grades-82, 712, or 912.
To determingheinitial sample | soughtnominations of prinipals basednt he st udyo6s
criteria fromschooldistrict leaders, university professors, dmchlly-based principal and

administrator asociatios through an email commigue Six principalswere identifiedduring
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the summer and fall of 201&ach nominad principawascontacted through an email
communique and a reminder communique with a description ctuldg's purposeesearch
activities, time commitmengnd timeline | also queried thaominatedorincipalsfor their
recommendationof otherbuilding leadergshatmet he st udyds purpose unt.i
network sample is achieved (Krathwohl, 2009)p on a princi pal 6s agr eeme
the study, ktonducteda search usingtate, district, and school data portal€onfirm the school
metthes t u d y 6 sUpanrcanfirneationgach principalvassent an email communique
thanking her/him for their willingness to participate in the study and requesting a brief interview
along with attachments containing thehool districb s r e speraorvcahl aapnd t he uni v
informed consent forms$.conduced a principalparticipant screen¢Appendix A)adopted from
Theoharis (2004) and McKinney (2010) in a briefrhifiute telephone interview to ensure the
three nominated principphrticipansmet h e st u d gfi@grseviewing theerespoases
from the interviews, | selectado principals and their schools for my study.

Data collection. | obtained IstitutionalReview Board (IRB) approval from the
University of lllinois at Urban@Champaigrto conduct my studin February 2013Appendx
B). Next, | submittedmy application and study proposal to the research and accountability office
of each of theschool distric$ | had chosen to participate nmy study.Once my studyvas
approved by the school district and prior to intevws and/or observationsptovided each study
participant with a statement of informed cons
human subjectsl o protect identitieseach participatingrpcipal, school faculty member,
student, and parent/legal guardiand their schoglWweregiven pseudonym#\ copy of each

informed conent form is found irAppendixC.
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Data for eacltase study were acquired through principal interviews, separate focus
group interviews with teachers, students, and parents/legal guaatliaash school siteand
several observations of the principals in meetings treir respectivesschoo$ during @tober
2014 and May 2015 witdocument revievand analysis continuing through winter of 20Itb
the sections that follow, | detail each of my collection methods and document review processes

Interviews To address my research questiorriductedace-to-facesemistructured
and informal interviewsvith eachprincipaland focus group interviews of school faculty,
students, and parents/legal guardi@vierriam, 2009) For the purpose of a qualitative study,
interviewing allows the researcher the oppnity to document what cannot be observed
(Merriam, 2009).

Principals. Each principal wamterviewed on threeeparate occasions ranging from 2
90 minutesMy first interview witheach principaincludedsemistructured interview questions
(Appendix D)to allow me the flexibility of acquiring data that was not anticipated (Bogdan &
Biklen, 2007). Initial interviewswereh e |l d at each principaf9®s schoo
minutes Follow-up interviewswere conductethceto-face or over the phone wigmail
exchanges and or impromptu conversations at school eteeailew the opportunity to cross
reference data | gathered in my document reyfeaus group interviews, arat/observationd
digitally recoreedeach interview and transcritbéhe audiol transcribel thedigital recordingsn
a two-column format This format served two purposes: To allawpace fomy ownanalytical
notes and for the participanthe righthand columralloweda space for correction or changes
upon their reviewor membe-checking.Transcripts of each interviewere sento each

participant for member checkir{ylerriam, 2009)n a password protected email file attachment



79

School faculty members, students, and parents/legal guardidier | interviewed the
principal,focus groupnterviewswerescheduledht eac h p ar twithdhregseparat® s s c h
groups:school Bculty membersstudents, angbarentslegalguardiansFocus group interviews
were conducted with serstructured interview questions (Appendix E) aadged from 48120
minutes Approximatelyfive faculty membersegightparents/legal guardians, aselvenstudents
were interviewed at each school sEach focus group interview waggitally recorded and
transcribel. | transcribel the digital recordingsn a twaecolumn format This format served two
purposes: To allova space fomy ownanalyti@l notes and for the participanthe righthand
columnalloweda space for correction or changg®n their reviewor memberchecking.

Transcripts of eacfocus groupnterviewwassent to each participant for member checking, in a
password protected email file attachment or postal mail, with a postage paid return envelope.

ObservationsThe purpose of observirgachprincipal in her/his schoalasto witness
and record firsthand her/his pracBeée realtimeandt o finot i ce things that n
routine to the participantsh e ms e |l ves, things that may | ead to
(Merriam, 2009p. 119).Observationprovided an opportunityjo support he st udyds f i n
through triangulatiorand/or provide discussion points in subsequent intervistesriam, 2009).

In my study, lobservedeachprincipal in eithemeeting or duringschool walkthroughs
on three separate occasio8pecifically, | observed the principals in a variety of settings: a
faculty meeting, a professional development session, a parent leadership meeting, a meeting with
their respective school 6s business Paotvi sory c
collecting datal observedeachprincipalin therr school settingo garner familiarity with the
s ¢ h s aultur@climate and routinesGaining entry to the schools alabowedme

opportunitiedo interact with faculty members and answer bragmderalquestions about my
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purpose and interesteéachs c hool 6s acti vities atustwithfacalty t o es
membergMerriam, 2009) The observation protoc@hppendix F)I developedo gather data

incorporaté the social justice framework of education by Kincheloe and Steinberg (1095)

divided ny observation log into fouguadrants, each quadrant representing a lever in Kincheloe
andSteib er g6s soci al just sdemoccatc, optimigticy @vd @mplatedacation

Within eachquadrant] notedbehaviors or practices ehchprincipalor participant group.

Prior to each meeting or observatiomsked eacparticipant for informed consent to
participate in the studyf an individualparticipantdeclinedconsenttheir commergwerenot
included in the field notes or transcriptidht. the start ofeachmeeting/observation,imtroduced
myselfas a graduate studantestigating the practices of tipeincipal During observationd,
was anobserveythegroup knew my rolebut | did not contribute to the conversation verhdlly
acknowledge, though, that this approatély havdimitedaccess to data, as the participants in
the meeting or observatianay have regulatettheir speech, thoughts, and actitrased on my
presence or body languaiderriam, 2009)I digitally recordeach meetingf feasible and
timely, and if participants proviadetheir consentin myfield notes, ldescribe each event with
rich description of the participants, setting, phgbgpace, and conversation so that a reader
couldfeel as ifshehe hadattended (Merriam, 2009).

Documentanalysis Throughout my study, freviewedand examiné documents that
werevoluntarily provided by the principal each school siter available publically on school
websitesOnelevel of documentation involvesthool demographic and achievement data
collected from the district or school sit&.second level of documentation pertro the school

siteds reg.stdderd, pang and/or staff), policies and/or procedures, curriculum,
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communications, website, school improvement plans, curriculum maps, teacher lesson plans,
meeting agenda and minutes, and advising/counseling daily activities and/or studéntaggn
Data Analysis

| employedanongoing process of data analysis desxtiby Glaser and Strauss (1968)
the constant comparative methddierriam (2009)descriledthis process as the gold standard

ot herwise fidata can be unf o @usleMilesandélyberan t i ou s

(1994)further noted thathis process transitioisf r om t he empiri cal trench
conceptual overview of the landscajjé¢e 6 r e no | onger just dealing v
with unobservables, and are connectingthet wi t h successive | ayers of

261).In my study, data analysixcuredin two stagescasespecific and acrodsoth cases
(Merriam, 2009).

The end result of the data analysis proeseasmys t u d y 6 s, orthé medring g s
derived from the data collected, observed, and analj¢ediam (2009) suggestatat the
meaning or findings derived from the data should answeg he st udy o6s Theesear ch
chall enge, however, i n dteg, reducing, @nd mterpretingwhat | i e s
people have said and what Metriangp. 176)3 e gaaldonteker h a s
researcher, thus, isto find answerstb e st udy 0 s sringthe dadarandlihergfinde st i o n
Areoccurrisng nr e ddastiaadrpi tL7a)dehis(procesgeneratedategorieshat
wereusedto sort and organize pieces of data thatenotated as important pieces of
information relevanttonys t udy 6 s r e s.@hasprodess i3 cabbesbdingandishighy
inductive as the researcheitéstingagainst new pieces of data or coferriam). The process

becomes deductive when the process shifts away from testing categories to confirming categories
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whenno new datemergesthust he r esear cah esre nwsiel |o fViersesatwuhr at i on
183).
Merriam (2009) providedesearchers a process for determining categories as well as
checking for their relationship to the stud§erriam outlinedfive criteria to consider when
developing categories from the datginning with answering the research question, followed by
categories that aisensitive, exhaustive, mutually exclusive, and conceptually congruent
(p. 186).Next, Merriam tas&dresearchers with creating a visual representation of the categories
to determindheir fit, as well as purposely writintfpe studyd purpose statement on the
schematic as a reminder to answer the studyos
Guba and Lincoln (1981) suppiedthe category determination process by adding that
unique categaesmay emerge from the data thather suggesi ar eas of i nquiry na
recognizedo as wel | as fAprovide amonBspue | eve
BogdanandBiklen (2007) and Guba and Lincoln highligtithe possibility that the study
participants may suggest or determine a cateddrg.number of times a topic or piece of
information is mentioned of significanceas well as the number of peohe data reveals
suggest the same topic (Guba & Lincdl®8). Finally, the number of categories the researcher
identifies is also a consideration of the data analysis pro€éss.many categories are
identified, the analysis proigiendst mag bbefifibev
abst r aMetridamo20@p. (87) is minimalCreswell(2007) suggestedhat by the end of
hisanalysis he usuallgynthesizedis data intdive or sixcategories from an initial set &5 or
30 categoriesl allowed my initial set of codet® emerge naturally from the data or study
participantsand were numerougfter completing mysecondcase patterns emergkeand Ibegan

to categorizemy initial codes while adding additional ades until all my datawascodified.
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| useda computetased filefolder andspreadshegeMicrosdt Excel to organize and sort
the data | acquicefrom each study sitéAn electronicfolder wascreatedon my computefor
each school site with respectitiles for participants' screeer aml interview responses,
observatios, and document review field notdsused Microsoft Excel to analyzbe data
according to my conceptual framewakd paper to sketch and link themes/codes
Credibility

Given the human nature element in qualitative asde researchers must consider
credible strategies of validity to authenticate their findifdgese strategies may include
triangulation, member checking, adequate engagement in data collection, reflexivity, and peer
review (Creswell, 2009; Krathwohl, 26; Merriam, 2009. Triangulationoccurredthroughout
my study through the use of multiple data collection methods and drawing comparisons in and
across the datasets of all the casésmber checkingvas another method | incorporatetien
interviewtranscripts weraent to the participants to clarify my transcrips@amd their voice
and experience | spentsufficienttime in the field collecting data until a point of saturation
occured(Lincoln & Guba, 1985) orwhen | begarito see or hear thr@me things over and
over again, and no new informatisarfaceé ( Me r r | @ 209. | aBdcénSideedP at t on 6 s
(2002)assertiorthat while in the field Rlook for data that support alternative explanations
(p. 553, emphasis in originalln my cag report of the study,dtatelmy fiassumpti on,
experiences, worldview and t heor e(Meérr@m, 2008, p.i2Enso that theareader
understood my perspectivieow | analyzedhe dataand how | came to my findings and

conclusiors.
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Consistency

As theresearcher, accounedfor consistencygothat the results of my studyadesense
in light of that data | collectedMerriam 2009).This outcomas very different from reliability
and a quantitative study because the findings cannot be replicated given the human element of
t he st ud yrasgulai@tara researther reflexivity (Lincoln & Guba, 2000) used in
establishing credibilitplsoacountedf o r t h eonssstencyyotherstrategyl employed
throughoutmy studywasjournaling or what Lincoln and Gul{@000)describé as an audit trail.
My journalallowed me the opportunity to review events, meetings, comments, observations,
encounte s, or my own thoughts Ain the momento to
Incorporating multiple strategies of credibility strengtbémys t udy 6 s fasmultiplen gs | u ¢
data collection methods ensdreonsistent data.
Transferability

Another stategy to increase the trustworthiness of a qualitative study is to be able to
transfer the study design and findings to another sdtiiegriam, 2009)This outcome can
occur i f when the study's findingscodextso writt e
that someone in a potential receiving context may assessrtharity between them and . the
studyo (Lincol n &hickuch descriptiow@sa stratpgy incbrpdsajedn
both the stud§s methodology and findings.
Ethical Considerations

Unlike quantitativaesearch, qualitative study findingannot be proven or
conceptualized as a product because qualitat:i
changingo ( Me13).Shialds (2002)&Xp&nded on tedue of qualitative

research
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The strength of qualitative approaches is that they account for and include diference
ideologically, epistemologically, methodologicallyand most importantly, as humanly.
They do not attend to eliminate what cannotilseountedThey do not attempt to
simplify what cannot be simplified’hus, it is precisely because case study includes
paradoxes and acknowledges that there are no simple answers, they can and should
qualify as the gold standard. (p. 13)
Although qualiative case studies are created, investigated, and analyzed by a resgalober
not mean that a researcher can or should selectively choose the data to analyze (Guba & Lincoln,
1981) or disregard her/his biases (Merriam, 2008 researcher must aumt for ethical
considerations in a qualitative study so that
andthatt he aut hordés concl usi on 6 mBaukhersores amasler 60 ( F |
must believe that the findig s a r ientlyfaathehtit .i. that | may trust myself in acting on
their implications? More to the point, would | feel sufficiently secure about these findings to
construct social policy or | egislation based
The integrityof a qualitative study is based on the credibility of the rese@mwh
standard of credibility stems from the resear
met hodol ogi c éhattorg 2002ppe 352Mercam (R009) stressethe immrtance of
these qualities because the community at | arg
integrity and that invol ves 29.Mheoughdutmyc al st anc
interviews, observationgnd document review | consciousgviewed my own ethical checklist
an extension of Patt on 6 stoac@nfd the félldving:i ¢ a | | ssu
1. sensitivity to participani@privacy,
2. sensitivity about information divulged about students and,staff
3. sensitivity to student data

4. embarrassing or unanticipated participant revelatmrizehaviors

5. participantéf a- ade of nAbest behavioro practices
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6. inappropriate student contact

7. documentation of unethical practices

8. misuse of data

9. excluding data based on my own biases or assungtion
10.failure to protect the anonymity of participants
11.failure to acquire informed conseand

12.failure to respegparticipant refusal to participate.

Summary

This chapter presented the methodology wsedy study, thesudy 6 s desi gn,
participantsprocedures, and analysis.the design section, | defidand discussd why a
gualitative case study approaghasappropriatédor my study.Next, | describechow |
anticipatel selectingthe schools, principals, school faculty members, students, andkgait
guardiansin asubsequergection,l detailedhow I collecteddatg through interviews,
observations, focus group interviews, and a review of documents voluptanigled by the

principal or publically availableThe final section outlinetiow | anticipatel analyzing the data.
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Chapter 4
The Cases

In my study,l investigated the leadership practices of two principals in two high schools
as they advocated and built a culture focused on college and career readiness for students from
historically inderserved populationandto identify and describe the characteristicatthey
sharel (Stake,2005,2006).In thischapter, provide a detailed, holistinulti-site case study
report with data collected between October 2014 and May 2Gh8 sthools located in the
metropolitan area of a large Midwestern city. Through my data collection process | sought to
understand how principais| i ve and wor k 020)@at@ack of tver schgotsnd@ 0 0 7 , p .
thendevelop meaning from the experientéis process of interpretation, or constructivism,
drew upon myperceptions aa former high school teacher, district administrator, immigrant
student whose first language was not English, and the first student in my family to attend college,
to makesense bhow the principals understoahdmademeaning out of the world around them
from multiple perspectives.

Throughout my studyl, arguel that building college and career readinesssfodents
from underserved populatiomsuld begrounded in educatiotha was socially justdemocratic,
empathic, and optimistiKincheloe & Steinberg, 199%ndwasled by a school leader whose
inclusive practices blur the lines around race, ethnicity, class, and diamdey& Tillman,
2006) Throughmy data analysjgour themes emerged about the leadership practices of the
principak at both case sitedevelop career pathways,eate an@ngag corporate and education
advisoryboar ds in the school 0s developmentpravidestoderdsn d c ar e

with opportunitiesto further learning and career intereisisde and outside the classrooamd



empower teachers and students to participate in and take responsibility for their own teaching

and learning.

In the sections that follow,describesach case and themes that emerged from my data
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analysis. begin by providing amverviewof each site (Table 1 and Figutealong with tables

outlining school level indicators, demographic figures, and academic performance as measured

by state achievenm testsand ACTexamsfor each casd.did not include performance data

from the PARCC administration because in the 2PQ45 school year, PARCC assessments

were not administered to the entire high school student population; administrators were allowed

to choose the subject assnd grade levels, per state education officialais, 2014015

PARCC assessment data was not representative of the performance of the entire high school

population]l next introduce

e a dTablep Z3) befdreeintreduaing thiedr s

voices in the themes that emerged at each case site.

Table 1

TheCases Bell andOrchardby School kvel Indicators

Demographics Bell Orchard  Stateaverage

Total Enrollment 600 2,000 2,000
Average per pupil instructionapending (by district) $10,000 $10,000 $7,500
Average per pupil operational spending (by district) $15,000 $18,500 $12,500
Average classize 25 21 19
Average teachersary (by district) $70,000 $80,000 $60,000
Average administratoragary (bydistrict) $90,000 $120,000 $100,000
Students in families receiving public aid, living in 51.7% 49.8% 54.2%
substitute care, or eligible to receive free or reduced

price lunches

Students identified as English Language Learners 0.2% 7.4% 10.3%
Studentsvho receive special education services 9.2% 13.2% 14.1%
Students who graduated within 4 years 91% 87% 86%

(continued)

part
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Table 1 (continued)

Demographics Bell Orchard  State average

Students who are ready for college coursework 46% 46% 45.6%
(combined ACT score of 21)

Students who are career ready

Level 6 (foundational skills for 99% of jobs) 0.0% 0% 1%
Level 5 (foundational skills for 93% of jobs) 14% 22% 24%
Level 4 (foundational skills for 67% of jobs) 74% 59% 52%

Two or More Race2%  American

. 0 _
Asian 1% Pacific Islander1% Asian, 3% Indian 1%
) Two or More . e

American Races 3% African Pacific
Indian, 1% American 4% Islander 1%

Hispanic -
African
20% American _ _
40% Hispanic
White, 50%
White 40%
35% _ .
Bell High Schoo Orchard High Schoc

Figure 4 The Cases: Bell an@rchard student demographics.

Table 2

Case ABell Participant Profiles

Highesteducationlevelattained

Self-reportedracial Role (Years of (Students only: Identified their
Participant Sex background expelience orage) parent'ssducationlevel)
Mr. Sandberg  Male White Principal (25 Bachelorb6s Deg
Ms. Grace Female  White Englishteacher (18 Masterds Degre
Ms. Dawson Female  White Chemistry and Masterds Degre
Environmental Science
teacher (22
Ms. Santo Female  White Co-taught English, Master6s Degre
Math, Science, and
History; Testing
coordinator (13)
Ms. Wood Female  White Food Science (28) Masterb6s Degre
Ms. Banks Female  African American Agriculturalteacher (5) Mast er 6 s Degr €

(continued)
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Self-reported racial

Role (Years of

Highest education level attaine
(Students only: Identified their

Participant Sex background experience or age) parent's education level)
Mary Female  White Parent Bachelorés Deg
Chaniece Female  African American Parent Bacheloro6s Deg
Anna Female  African American Parent Blank
Carol Female  African American Parent Blank
Elizabeth Female Blank Parent Blank
Gary Male White Parent Blank
Susan Female Blank Parent Blank
Samantha Female Blank Parent Blank
Rani Female  Middle Eastern Student (18 (PareniGraduateschool in
USA)

William Male African American Student (1Y (PareniCollege diploma/Trade:
certification in USA)

Sean Male White Student (18 (ParentiSomecollege in USA)

Brittani Female  African American Student (18 (PareniMaster's Degree in
USA)

Lucas Male White Student (1Y (ParentAssociate's Degree in
USA)

Thomas Male White Student (18 (Parenthigh school/some
college in USA)

Elisa Female  Hispanic Student (1Y (Parenthigh school in USA)

Pedro Male Latino Student (18 (Parenthigh school in USA)

Table3

Case B:OrchardParticipant Profiles

Self-reported racial

Highest education level
attained (Students only:

Role (Years of experience Identified theirparent's

Participant Sex background or age) education level)
Mr. Lyons Male White Principal (9 Master's Degree
Mr. Fields Male White Networkingteacher; Master's Degree
Digital Literacyteacher
11
Mr. Evans Male White Industial Technology Master's Degree

teacher (1P

(continued)
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Self-reported racial

Role (Years of experience

Highest education level
attained (Students only:
Identified their parent's

Participant Sex background or age) education level)
Ms. Smith Female White Digital literacyteacher; Master's Degree
Consumer Education
teacher; Efvepreneurship
teacher (1L
Ms. Adler Female White Business and Technology Master's Degree
teacher, Technical Suppor
teacher, Btrepreneurship
teacher (P
Dr. Thompson Female White Director ofCareers; Dgital Doctorate Degree
Literacyteacher (3y
Emily Female White Parent High school
Agnes Blank Blank Parent Blank
Jane Female White Parent somecollege
Hillary Female White Parent Bachelor's Degree/CPA
Anya Female White Parent Master'sDegree
Maria Female White Parent somecollege
Claire Female White Parent somecollege (3 years)
Margaret Female White/American Parent somecollege
Indian
Amira Female White Student (1Y (Parenthigh school in
Syria)
Claudia Male White Student (1Y (PareniBachelor's Degree
in Mexico and USA)
Dhalia Female Middle Eastern Student (1Y (PareniBachelor's Degree
(Palestinian) in Palestine)
Matthew Male White Student (1% (Parenthigh school in
USA)
Marco Male Hispanic Student (1p (Parent4 yearuniversity in

Mexico)

Case A:Bell High School

The district. Hamilton SchoolDistrict islocated in a large urban city in the Midwest.

The district is one of the largest in the state, educating approxind@@)§00students ir600

schools (approximatel{00 high schools an800 elementary schools).he student population is
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racially diverse distrietvide: approximately 5@ Hispanic,45% African American, 10% White,

and 4% AsianThe district has identified approximately 87% of thedents as economically
disadvantaged and 18% as English Language LeaiDstact-wide, the principal and teacher
demographics do not mirror the student demographics, with the exceptions of African American
principds (approximately 44%)Table4 providesinformationon the districb demographicsin

the 20142015 academicyeaB% of t he di st rmacsttéeg Otse alcelgarese el
and the average annual salary for teachers in the districtZQa308, which is higherthan the
stateaveraged a ¢ h eary®fs$60D@0 The average salary for a district principal wa8,$9Q
approximately $0,000less than the state average.

Table4

Case A: Student, Teacher, and Principal Demographics by District

Ethnicity Student Teacher Principal
African American 45% 2% 44%
Asian 4% 4% 1%
Pacific Islander 0.2% 0.1% 0.0%
Hispanic 50% 16% 16%
American Indian 0.3% 0.3% 0.0%
White 10% 52% 36%
Two or More Races 1% 2% 2%
Unknown N/A N/A 2%
TOTALS 400,000 23,000 500

The school. Bell High School (Bell)is located in a small neighborhood on the southwest
side of the cityabutting thecity suburbsThe neighborhood surrounding the school is dotted by
brick bungalow homes on trdi@ed streets; there is a scattering of homes that have been torn
down andebuilt in an updated, modern brick bungalow destgfmurches (predominantly
Catholic)andtheir parochial schools are nestled within the neighborhalodg with small city
parks.The neighborhood midely acknowledgeds a safe place to live and rais@mily; it is

also known for being one of the city neighborhoodsprisedof city workers who are required
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to maintain residenc&i t hi n t h e, including/pdlise abddire dfcials public works
employees, city hall officials, and school dist central office administrator3.he school

campus consists of B)0-acre farm witha modern school buildindgarns crop acrage;atree
orchard pasturedor horsescattle pigs,and turkeysa golf courseand athletic fieldsThe

principal Ryan Sadbergc al | s t he s.oAltoagh a publiéidchooBdll hdsa b
magnet designatigrnvhich means an eligibility requirememiuistbe met before students are
selected through a computerized lottériie eligibility requirement is a minimum NWEA MA
percentile of 24 in both math and reading; students witlvidualizedEducation Plans (IEP) or
students receiving bilingual services must have a combined NWEA MAP math and reading
percentile that equals at least @hce all districtwide eligible stuénts are identifiedapplicants

are included in the lottery and chosen in the following or@ffirst seats are offered to siblings
(sibling lottery),(b) next 40% of seats are offered to students who reside withinrailz $5adius

of the school (proxnity lottery), and(c) remaining seats are offered to students basddurn
sociceconomic tiers calculated by the district according to property addr&sses

characteristics are used for tier determination: median family income, percentage of single
family homes, percentage of homes where English is not the first language, percentage of homes
occupied by the homeowner, level of adult education attainment, and the achievement scores
from attendance area schools)

Theschodd s cer t i f i dQteasherdgwo Eounsetocsdnecdrigcslum coach,
oneprincipal,andoneassistant principaln the 20142015 academic year, teacher retention was
94%, andPrincipalRyanhas led the schoasince 2008 and afterracially divisive election by
the schooboard In the 20142015 academic yeaBell enrolledslightly over 600 widents;

approximately 40%\frican American,20% Hispanic,35% White andthe remaining%
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comprised of students with other racial/ethnic backgroRisire4). A profile of the school is
included inFigure5. The student attendance rate for the school was 94% in2013 academic
year with a 3% mobility rate, a chronic truancy rate of 16%, and a 1% dropoudatitef Bell
studentdived in families that received publaid, lived in substitute care, or were eligible to
receive free or reducearice lunchesNine percent of the student body received special
education services, 0.2% of student population were identified as English Language Learners,

and 1.0% of the studepopulation may not have a permanent home or adequate living situation.

Total Enrollment 600
Average per pupil instructional spending in this district $10,000
Average per pupil operational spending in this district $15,000
Average classize 25

Students in families receiving public aid, living in substitute care, or eligil 50%
to receive free or reducettice lunches

Students identified as English Language Learners 0.2%
Students who receive special education services 9%
Students wha@raduated within 4 years 9%

Students who are ready for college coursework (combined ACT score of 48%
Students who are career ready

Level 6 (foundational skills for 99% of jobs) 0%
Level 5 (foundational skills for 93% of jobs) 14%
Level 4 (foundationaskills for 67% of jobs) 74%

Figure 5. Bell: 20142015facts andigures

Bell boasts a 9% graduation rate within 4 years and a 95% graduation rate within 5
years.Approximately 9% of freshmen were designatédotnr ac k, 06 whi ch 1 s a me
the district to identify students who have earned fiveyalr credits and no more than one
failing grade in a semester course of English, Math, Science, or Social S@ibacaetric
supports research conductedtbg Consortium on Chicago School Research that found a ninth
grade student is almost four ti mes atsr acikkoelayt

the end of ninth gradé\(lensworth & Easton, 2005)n addition, this metric can identify rtim
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graders whbrackonotk ofemd provide them with
(additional tutoring, instruction, or individualized services).

Bell is unique in itcurricular focus on agricultur@ndits career pathway desigBell
offerssix career pathway optionsged to agriculturefinance, educationnanal science, food
science, mechanics, andrticulture.Career pathway decisions are determidedng the
s t u d sophbnsote yeaafter theyhave spent their firg years learnig about each career
pathway within core subjects and career specific courard,working 40 hours on the fards
sophomores, students present a portfolio to an interviewdeasisting ofPrincipal Ryan and
one to twafaculty membersgescribingheir academic progress in all courses, the experiences
they had workg on the farm, their rotatioexperiences in each of the six career pathways, and
their ranking of each pathwaThe interview team questiestudents abouheir plansafter
graduation: @ they want to attend college, which college, what career interests them, what
courses interest therBtudentsareasked to explain their career pathway rankings in liglatlo
the information presentethe interview team waato ensure the career pathwidne student
selecs for their final two high school years mirmtheir future planskor example, a student
who expressean interest in becoming a doctor or nungrild find the animal sciences pathway
particularly relevant given the focus in swe orthe student who expressad interest in
engineeringvould find the courses in the mechanics pathway relevant to their future engineering
coursesDuringtheirjunior and senioryear st udent sd schedul es ar e
assigned career pathvst Bell, agrculture provide an umbrella or handsn-experience that
studentouldtouch, feel, aste, see, and smell; it groundbd theoretical elements students
learredin the classroomBell educatorsecognize that the majority tfieir students will not go

into an agricultural focused career or degree path after graduation; hotheyarmain

ap
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confident thateachstudentwould find their area of interestithin one of the six career
pathways.

At Bell in 20142015 48% of studentsverefir e ad y fcoursewor® linlotheg e
words,earning a composite scooéat leas1 on the ACTassessmentVithin thedistrict, only
28% of students were identified fAcollege read
When ACT resultsare ur t her analyzed according to ACTO®6s
(English benchmark is 18, mathematics benchmark is 22, reading benchmark is 22, and science
benchmark is 23), Bell students perfaaibetter than district students, but not as well as all

students in the state exdejor the Englishsubtest (Figuré).

72
61
46
40 39
30 34 31 35
25
23 22 19
13 12

School District M State

Figure 6. Percentage dBell students ready for college coursework, according to ACT
benchmarks, in comparison to ovédstrict and state students.

In comparison to ACT scores, thte achievement examinatioeasures Hfgrade
studentsd academic achievement according to t
make toward the | earning st an dappliatl mathematicd as s es
and reading fomformation in a portion of the emacalled ACT WorkKeysFigure7 provides a

5-year trend of thegrcentage of Belitudents meeting or exceeding state standardkeon
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statebds achi e\vasawenmpositeescor@ ofireadiny and mathematics sibtest

comparison to all students in the state. Figusbowsthe composite score, oveBayear period,

by performance level of Bedtudentsn reading, mathematics, and science.

5 i Exceeds

M
Mot

PSAE

60 59 59
| i 51 | | i i

LU

school [ State

Figure 7. Percentage of Beltgdents meeting or exceeding state standards on
state achievement examinati@s a composite score of reading and mathematics
subtests

Ahove

80%

% Meets & Exceeds
I% Exceeds

I % Meets
% Below
|| I% Warning

-\»I ~
2013

Reading Mathematics Science

Number of Students Tested
120 120 110 | 120 120 110 | 120 120 110

Figure 8. State achievement examinatiperformance levels of Belitudentsn reading,
mathematics, and scienoeer a3-year period
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Examiningstate achievement examinatiparformance levels of all students by content
(reading, mathematics, and science) is important when discussions shift to closing or reducing
achievement gaps among student subgroups; in #eeafdBell among the three largest student

demographics (White, Hispanic, and Black students; Figufely.9

L
White
Black

@ Hispanic

Figure 9. State achievement examination reading performance levels of Bell students
over a4-year period, by subgroups.

White
L) Black

@ Hispanic

Figure 10. State achievement examinatimathematics performance levels of Bell
students over &year period, byubgroups.
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.\ White
®

Black

@ Hispanic

Figure 11. State achievement examinatiszience performance levels of Bell students owr a
year period, byubgroups

In terms ofcareer readiness 20142015 74% of Bell students achieved a Level 4
(silver) designation for the National Career Readiness Certificate (N@WICH means the
students have the foundational skill sThd or
National Career Readiness Certificate is an industopgnized, researdiased qualification that
certifies the requisite skills needed to be successful in the workplaageen percent of
students scored a Level 5 (gold) designation or have the foumalagiills for 93% of jobs
found in the WorkKeys databadé¢o student at Bell or in the district met the highest designation,
Level 6 (platinum) with the requisite skills for 99% of jobs; only one student in the entire state

met thesequalifications (Figue 12).

67 %
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National Career Readiness Certificate - 2014
100% —

80%

60%

School District State

Percent of Students at Each Level

N Platinum 0 | 0 | 1

Gold 14 | 13 | 24
N Ssilver 74 | 51 | 52
l sBronze 12 | 36 | 23

Figure 12. National Career Readiness Certificate performance levels of Bell students in 2014
Belld s p r jRyan Sgndbérg At the time of this studyRyanhad served agrincipal
of Bell for the pasB years.Prior tothis position Ryanwas an assistant principal at a district
elementary school and an elementary teadierbegan his career in the district as a football
coach 25 years ago and credits a colleaguerfoouraging him to retuio school to earn his
education degree and loece a teacheHis passion for teaching continues to the present day
andhe hopes to return the classroonrsomedaylin summer2014 he planned to teach a dual
enrollment political science coutrdeowever the community college did not earmark the budget
for his courseandit was not offered
Bell teacherslescribeRyanas being a strong advocate stndents and teachers, not
afraid to dig in and get his hands dirty, and creative in his fundraising efforts for the $abrool.

example, teachers listegveralvendors or colleges that rent school space on weekends or
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eveningdor testing serviceandcollege cohorts, and even the soda machines in the building
generate revenue to pay for such things as student transportation for athletics or extension
activities, summer camps, or student exchange opportunides.teacher describétiyanas an
i 0 p e n ;sdeaezaurited numerous occasiahienshe has walked into his office and said
I want to do XYZ, and hneadtsi olni,K dhenhoéksal yid o gi v
come back and you just invite him to your classn@andhecomesinl t hi nk t hat és
of the good things hetWe h ave a phandeon.¥egs,aé hagtdbe in bis
office, but he balancesdltwo.He 6 | | ¢ o merack & éven sathat he bae go
down here and see scierfe& projects, or come see de interactive bulletin boards, or
run outside to see the tlameet, like he makes himseitible.
The teacher alsdescribechowR y a wigibdity, eagerness to try new agties, and dedication
to his faculty and studenpermeateshe culture and climate of the school:
And when you see thaR[y a wigibdity and handson nature], you know, that trickles

down into your <c¢lassroom, andtricklessddwntoc k1 e s
the studentsSo we all take pride in thdtike we go to track meets, we go and we

support the studentsd economy Heluppolissthehow o
kids and each other that way.
In thestudent focus groufRyanwasdescribeca s i t .b6 [Riscussion ensued about
what time he arrives at school and the consensus reached was that he arrives araumd 4:30
everydayHe was descr i bed ag herkrowsahe namgs ofakthelstudentsp er s o
he walks around the schoo¢gularlyand pops in on classesven working in the mechanics
room with students and learning about the tools students were hsiltgng something with the
construction students, and working on the fagtudentsharedhathe tod care of the farm
animals when school was closed for a few days duestmastorm; thetory goes he slept in the
barn for two nights due to thdizzard.Not only is he interactiyeéout healsois always looking
to learn something neviHe takes his owpersonal skills and teaches himself, not being just

like the paper pusheBeing a real teach&rA conversation ensued between two students

regardingwho should or should not be a principahdng with thesecomments:
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Male Student: Yeah.He 6 s p or 8 lotiofrthgngsfto &ppen in the schooAnd if a
principal candt advocanotgealfyagoodt hei r
principal.

Female Stuent: Shoul dnét be a principal

Defining college and careereadinessRyard s def i ni t readmessdnebr col | e
career readiness are very simil&hich is not surprising given his visiéncollege and career are
seamless, one in the sarkke explained

| think that we need to use college and career readimesshangeablebecausé¢here
s h o u | dnoch of a difeerence between. | just thitnat college is another stépget

into careersWhenwetalk aboutgeti g col |l ege readg, alt 6ma&ganp
students career readydcitize n r eady . T h aTthdast & sh evdheanadl wgea neel. |
havet he s a me gsbdfferentsitigedintbptrjepar ati on. | donodt

getthemreadyforcollege. 6 s not a whGetting kids ceady fdricdlldgeis e nt .
getting ready for careers.

Yet, Ryandid not believe that other principads district officials view it as such because

principalsare notevaluatecdbnt h e i r  eotlegedandrcareeibreadineSshools and districts

measure school and student success based on theedaletle at their disposal toddgst

scores ograduabnratesbut it misses the totality of a st
12 education when they graduate from college or advance in their c&aasls and districts

are beginning to collect data on postsecondary persistencewhtelsenhusesRyan because

he believes it begins to focus the discussion on the end:result

I f you want to measur e a sdahootomo@osy. Yew c c e S S,
need to measure it down the road when you see ounstaiyr graduates, because you

can measure us on our test scoses) can measureuson® gr aduation r at e,
fineeButyou cané6t truly me a sducation untiyguseatheierd of s
product. And you wonodost.s&bat be sdobldgetpt odbch

fixated districts and principals anddehers get fixated on the incremental data
Ryand ef i nes c ol | thogesskillsetqamd knosviedge tlraswillfiand habits
that will enable students to be successful, not in college, but through college. To be successful

after collegedo and career readiness as #Athat
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habits willallow students to eventually becomeductive citizens. Workers, whatever their
careers are, but successful citizens, spouses, parents, successful@Ryandescribechow
intertwined, infused, or seamless the focus of college and career reasiftessudents at Bell
Wedre preparing vyoitakdbautitfronhtlee opelouse whpittes e . We
kids are in eighth grade, and they coou here from school. Wialk about the
expectations that students are going tcsfingo to college, @h t h goyngto learn
those thingsWe talk about it at ouparent orientation.
His vision of college and career readinessan evolution, as a progrealso challenges the idea
or notion of ,0flwhied dniem g bteh ave @ aostdedorglry school and
environment or between elementary schools and high schiodis mind, it is necessary for
students to | earn skills and cont enmdthertom be su
the job, in college, in a trade school, or servinthemilitary Ry a n 6 sthotgh, jis ¢hat
students |l eave Bell with the requisioeheskill s

acknowledges it wilbe different for every student:

I think itds [ bbecalgpiifnhge rtdgsit gea pbh st gpudbEeego
from one place to the other, and whateeds to be is seamlelisshould bei t 6 s , al | on
from the time you learnhotvo s h ar e wh &dobregkat,thése ae thelskille e .

in high school, theget her e i s ndéotn.d6 tS o eikfr hyduhes ehi gh sch

out of luck. | f you dondiyyoulearathemirtcbllegm i n hi
Youdbre going to have tdokeabh mhemet owber s
them, where you learn them loow you learn them, bytouéve got to | earn

wedOre going to do our berset. tAndnaikfe nsoutr,e wehd
direct themodothedagrmpt RAypmentmdiyaus dndthesanVdell, i n it
weodre doind Dhe ¢lodbmemat ary scohbheshodétsmatt eoi
And again, we want to leave them better off than they were when we got them. And that

IS going to be different for every single kid.

Advisory council. Whereas Bell provides students the experiential learning ferits
Belld advisory counciprovidesstudentsvith work-related experiences in the form of
internships, job shadamg opportunities, Career Day partners, and academic enrichment

opportunities in the form of summer camps and internships, college visits, and egteug
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experiencesA teacher descrilwethe council as the networking arm of Bellhe council fills a

void the teachers cannot meet because many are not privy to the businashsiteyan

became principal theouncil numbered approximately 28 membansgl has expanddd more

than 60 To Ryanit is always about growing and improving because that opens the windows and
doors of opportunities to the studentBal.

Members of the&ouncil range from university professors and departaien
representativeg-ortune 500 comparCEOsor employeescommunity busineskeadersto Farm
BureaurepresentativedNot only do thecouncil members provide careezlated opportunities to
studentdut they also provide students with leadership building skills, role models, networking
opportunities, and a variety of skills and aptitudes that cannot be learned from a textbook or from
a courseCouncilmembers medbrmally twiceeach yearbutmemberépresence is felt on a
daily basisRyanalsoleans on theouncil to interview seniors on their capstoprojectthe
portfolio they began building freshmen year that is updated with job shadowing opportunities,
job internships, summer camps or interpshon college campuses, and experiences in the
classroom and schodhiven the range of companiespresented on theuncil, Ryancan pair
students wittcompanies or organizatiospecific totheir career pathwasto be their
interviewes.

Providing opportunities to students. Thewords opportunity and experience were
repeated throughout my interviews with teachers, students, parents, and the principallhimself.
Figure B, | enumerate the frequency of seevords searched in a truncated format (oppoittun
or experienc*) within the context of college or career readiness. For instance, in the principal
interviews,Ryanused a version of the woapportunity7 times and a version of the word

experiencel6 times.l then reviewed the findings to determineetier the words (in any
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version),opportunityor experiencewere used to describe something provided to students or

describs something provided by the schoGlollectively, the wordpportunitywas used 22

times to describe an opportunity provided to students and 11 times to describe an opportunity

provided by the school; the woekperiencavas used 17 times to describe an experience

provided to students and 8 times to describe an experieocegal by the school.

INTERVIEW |OPPORTUNIT* EXPERIENC*
PRINCIPAL |7 16
Opportunity provided to students { Experience provided to students (:
Opportunity provided by the school Experience provided by school (
Opportunity provided téeachers (1 Experience provided to teachers
STUDENTS |9 4
Opportunity provided to students ( Experience provided to students
Opportunity provided by the school ( Experience provided by the school
Opportunity provided to teache(®) Experience shared by teachers
TEACHERS |9 4
Opportunity provided to students ( Experience provided to students
Opportunity provided by the school ( Experience provided by the school
Opportunity provided to teachers ( Experience provided to teachers
PARENTS 10 5
Opportunity provided to students Experience provided to students
Opportunity provided by the school ( Experience provided by the school
Opportunity provided to teachers ( Experience provided to teachers
Figure 13Be |l | : Frequency of thAheex pvearidesn ciieocop pionr taulnli tiy
| highlight these findings to reinfor@reoccurring theme icomments made Wigyan teachers,
parents, and students about wBatl values mosB students Ryan explained
You want to see what a school values, see whematimey goes. There are so many
schools that say they value these things and you seewherh e money goes,

reality. You know, our money goes to stutkeiith at 0 s

wiheyschola&rshigsaat the

end of the year, if we have mey left over, we use them fecholarships. We send our
kids to, we have exchge students, we have exchapgegrams with Japan and with

Sout h

and get the opportunitydoi t 6 s good
but 1 tds g o oedperfercedor kids
youbre going to see

f ofrort htehneg,
is whattwle vatué. Andh at 6 s
a ton of money.

Ko r e ato Polral tandehstgdents @mot pay. We want them to go out
sicthdoso | g ot ohde vy ¢

wher e
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Ryanalso spoke about opportunities provided to students by universities or colleges for summer

programs at no expendeor instance, in summer 2014, California Polytechnic State University

paid foreight Bellstudents to attend their Engineerigssibilities in College summer camp

which cost approximately $1,400 per student to attand Bellpaid the airfare for aktight

studentsRyanexplainedq Ait cost the kids  onothing to get
The students spoke at length about the dppdies and experiences they have had while

at Bell and were quick to compare to the lack thereof by friends in other schools, whether within

thedistrict or in private schools:

| think this school gives us a lot of experiences that other, bigger sshaoh 6t gi ve al
We get these job shadows that we get to go onatite.l know for a fact, my

neighbor, he goes t o [ manythirgtamutgonpanady] , and
trips like we go on, working with professionals out in thedfi®o| think we get to do a

lot more useful things for a career.

| did intro college courses at [selective, Catholic univgfsiteah.l was allowed to go

to, kind of take anintroto.i.t 6s ki nd of | ike one of the i
caeersthatl 6 d g DheyiBellf covered all the fes and all that and sent megio

study under one of the professors there. Yéald. then they sent me to study undee

professor there, kind of to understand what | would be expecting of myself in the future,

and what college is@ng to be like And we got to . . like we met a lot of students from

a lot of different places, from all oveéFhe program is just wide enough to allow students

to really understand what college is going to be like, and then ki @fivay, what can

you expect to see from yourself.

I f they know youdr e i ntngtotyhareforyoutonges o met hi n
something in that fieldOr for our job shadows, kids finance who are interested in
working as a CEO would probtjob shadow a c@orate officer downtown, doing
something down there, and figuring out what a day is for them.
Empowering teachers and students to participate in and take responsibility of their
own teaching and learning Another statement that resded with me throughout my
interviews aBell is the phrase th&yanoften usedfi y e s , Wivdmgvé&adeacher or student
approacheRyanwith an ideahe is always open and eager to listen because his mindset in life

and in his school is always about what one is doing next, where one is going, how to improve,

and ithereds a good reason to do it, wimOre goi
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it.0 One teacher explained hddyartb s genui ne support and advocac)
her and other staff members to do what they b
learning opportunities:

So | feel 1 i ke t hathe kighachodls, besaeige e have pewpleuns f r

this building that are ggettersWe have asayingwe dondét takedo no f or
You can tellmegno,0t hat 6lsébni ighoei.ng to keep calling unt

A

or she deserveénd I thinktat 6 s because we know that i1f w
advocate for a student, that heds going to

The teacher admitteshehash e ar d t h e wRyandlthdughosloeant couatitmhose
instances on one handyandoes disclos&is school has a very unique campus that allows him
opportunities others may nothatbush e makes use of evodhey i nch of
mindset of always doing more or improving upon what the school hasriglded down to the
studentsA few yeas agg a student wanted to raise turkeysi&dyard s r e s p oes, svley? was A
And what 6s dAftee somenpdndegiragnitee 2nd game of raising turkeys was a
community dinner for senior citizens on the Tuesday before Thanksgiegfirst dinner was
held in November 2013 for about 250 senior citizemsl in November 2014 the school hosted
approximately 400 elderly residenByan explained,
Everything,every bit of food every recipe had something from the farm. We did our own
pumpkin pies; we cookkour own turkeys; the stuffing that one of the local restaurants
made had our onions, our celery, our eggs, our sausage from our pig, all in the recipe, so
it was literally put on the table, but the kids did it bllt sbosmet hi ng wed | | do
now, but two years agdhis was not even a thought.
Ryanandthefaculty built on the idea of raising turkeys and serving the Thanksgiving dinner by
incorporating all six career pathways in some capaftiyn finance students calculating costs,
animal sciace students raising and caring for the turkeys, food science students preparing the

Thanksgiving feast, education students supporting the preparation of thefegemting to

Ryan,
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We get the Dbirds in, we get evhavethdAgi ng set
construction kids niee the centerpieces, these turkey centerpieces that held flowers that
the horticulture students designed and made. And last year, the construction kids also
made cutting boards that they gave out to the chefs for helping out
Anot her examplwd yRydnl dy g laessd wa e smorod afoua sfey 0 w
his college and career c éyearssagolhe collegessikeesd f or a
located right across the lunchroom and was being used by cicg mdticers who were stationed
in the school buildingRyan described how tlemllege and career counselor
designed it, and got the furniture and the computers and everything she needs there, and
banners up there, and you know, flags from universitieallyReeally cool. And when
colleges come visit, she always has them bring, you know, something from the school
t hat weol | post up there. ltds a cool room
What was interesting about this descriptidrihe college suite, in terms of empowering
all to participate in and take responsibility for their own teaching and learning, was in a budget
conversation about how the district allocates its fuRyanhadspent approximately $12,000 of
his school budget to paint, carpet, and provide computers andiferfor the college suitand
laterattended a district budget meeting wherein district officials were offering high schools a
request for proposals for approximately $50,000 to enrich their college and career focus and
createcollege and career suteRyanwassurprised an@sked if he could be compensated for
creating his ownd4dysecahroso Ipérsi ocro Iwietghe fsuunRytsse f r om h
emphasizeds a principal he does not focus on the budget but on the priorities he has established
for the schoal
You want to see what a school values, see wherethemongoes. You donot
budget. You look at the priorities. We did it [college shiecause we needed to do it.
ltds a good thing. Our kny stlolsthat sagy theytvalué r om i
these things and you see where the money g

An example of how teachefslt empowered is through their peer appreciative

observationsTh e t er m al o noe,c ofivaepypsr eac ivaetripwedfi f f er ent me
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encouragement and support of fellow teaching colleagues instead ailaatiew of a colleague.
Peer appreciativelservations occur quarterly when teachers observe a colledgueachers

in their same grade lev@d.g., a sophomore English teaclobserves a sophomore Geometry
teacher), within the same department they teach (e.g., sophomore English teacher observes a
senior English teacher), a colleague teaching an inclusion couseplleague in one of the
career/technical educati@measAccording toRyan peer tservationservel asconversation
starters providing anopportunity for teachers to learn framneother, which he believes the

best professional development for any teacher or principhal.observations spark conversations
about strategies or practices that may be stusjeedific contentspecific or even simple
classroom management technigu@se teacheexplained that sheas surprised to learn that
she did not have to scream at her studiente effective, like a codlague she had observed

| onlelver forget one tdlmesd, wemd ¥ ou Mkn o vé nmd ,h

holl er or screamer |, and her e .Dbldearnedthatinow s
you can be effective b escream allghetineElihgtwas@ o, you
new thingformel 6 m | i ke, oh my goodness, I dondt h

Another teachenoted she waamazed to learn a colleague admimestiegroup quizzesnd it
worked;the students were working collaboxate | v t oget her and using eac
solve the problems
| was shocked at how Jimmy Reilly was operatlhgvas so interestindgde had them in
groups of four, and they were taking a quiz in a group of four. There is no stress. It was
bizarre but it was really good. They were all actively working on it, so they were pulling
out each otherdés strengths and making it w
chemisttyAnd |1 d6m going to tell you something, I
Ryanexplained thathe observationsometimegunctioned as vertical alignment discussions
among teachers and departmemtisichwas powerful because it was not the principal dictating

scope and sequence but the teachers seeing firsthandomitetit wasequired of studentss

they advanced from year to yed@he teachers genuinely seemed excited about the obseryations
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citing how much they learned and borrowed from each other to improve their own cHsses
wor dso fAfiluemmaroned ar keehergi zingo were adjectives
theseexperiences.
Case B:Orchard High School
The district. Fields Townshigschool Dstrict is locatedbutside a large urban city in the
Midwest. The district educates approximat&lyp00students in two separate high school
buildingswith separate administrative tegrbsundary lines divide the district geographically
The two highschools share teachers for specific coursedfandistrictoffers students a free bus
shuttle between buildgs for classes or extrurricular opportunities not offereat theirschool
building. The student population is racially diverse distnéte: approximately 6% Hispanic,
5% African American25% White, and7% Asian.The district has identified approxately 60%
of the students as economically disadvantaged®@&mnds English Language Learndpsstrict-
wide, the teacher demographics do not mirror the student demogréiBicsf the faculty is
White with only10% of the faculty HispanicTable5 providesinformationont he di str i ct 6 ¢
demographics.
Table5

Case B Student, Teacher, and Principal Demographics by District

Ethnicity Student Teacher Principal
African American 2% 1% N/A
Asian 3% 2% N/A
Pacific Islander 0.1% 0.0% N/A
Hispanic 64% 10% N/A
American Indian 0.6% 0.5% N/A
White 30% 90% N/A
Two or More Races 1% 1% N/A
Unknown N/A 0.5% N/A

TOTALS 3,500 215 2
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INnthe20142 015 academic year, 90% of the distri.
higher and the average annual salarytéachers in the district was $80,000 which is higher than
the state aver age tTeheawetagesalasy fosaadistact pyincipafwass 6 0, 000
$120, 000, which is approximately $20, 000 mor e
The school. OrchardHigh Schoolis located in amall, working class neighborhood on
the northwest side of the citsn aredormerly densen industry. The neighborhood surrounding
the school is dotted by brick bungalow homes and aluminum siding homes interspersed with 3
flat and multiliving homes or buildingsThe school campus consists of a modern school
building mostly built between 1954955, with additions in the 1930s and 1948 addition in
1972 added aediacenter and in 1974 new fieldhouse, auto shop, and macisimep.In 2009,
the districtpurchased 12 acres of property from a former steel comgangs the street from
Orchardto expand parking and athletic fields.
Theschodd s cer t i f i &4teashersgifhtcounselardthuedsecsl workers,
two assistanprincipals,two deans of studentandoneprincipal. The counselorsadvisethe
studens divided bys t u d last nrame®ndadditional assigned responsibilities or roles
(department chair, netmaditional graduates and NCAA, financial aid and scholarshqsse
selection, testing coordinator, peer leader coordinator, college counselor, and career and military
counselor)In the 20142015 acadensiyear, teacher retention was’8%&andPrincipal Mark has
led the schodfor the pasB years
In the 20142015 academic yea@Qrchardenrolledapproximately 2,008tudents4%
African American,50% Hispanic,and40% White with the remaining% comprisedof the
following backgrounds in rank order: Asian, Two or More Races, American Indian, anit Pacif

Islander(Figure4). Figure Y providesai f act s aprdlile df thegschooél kedstudent
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attendance rate for the school was 92% in 2Z2A¥5 academic year with a 3% mobility rate, a
chronic truancy rate d¥%, and a 2% dropout ratdalf of Orchard students were in families that
received public aid, lived in substitute care, or were eligible to receive free or rquhiced

lunches Approximately 13% of the student body received special education services whereas
7% of students were identified Baglish Language Learnei®rchard basts a90% graduation

rate within 4 years and a 90% graduation rate within 5 y@arroximately % of freshmen

wer e de s itrgak@whiehdsa meiric used by the district to identify students who have
earnedive full-year credits and no more thane failing graden a semester course of English,
Math, Science, or Social Sciendée metric supports research conducted by the Consortium on
Chicago School Research that found a Rgnéde student is almost fotimes as likely to
graduate from higiraschkaoola tfigfhdepMeaswath & Eastdhfi o n
June 2005)Iin addition,this canidentifyninthgr ader s wh-br ac k& notk 0 aatn d
provide them with appropriate interventgo(additional tutoring, instruan, or individualized

servicesAllensworth & Easton, June 2005).

Total Enrollment 2,000
Average per pupil instructional spending in this district $10000
Average per pupil operational spending in this district $18000
Average classize 21

Students in families receiving public aid, living in substitute care, or eligit 50%
to receive free or reducettice lunches

Students identified as English Language Learners 7%
Students who receive special education services 13%
Students who graduated within 4 years 90%
Students who are ready for college coursework (combined ACT score of 50%
Students who are career ready 46%
Level 6 (foundational skills for 99% of jobs) 0%
Level 5 (foundational skills for 93% of jobs) 22%
Level 4(foundational skills for 67% of jobs) 59%

Figure 14. Orchard: 2014015 facts and figures.
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Orcharddoes not have a particular career niche or fo@aiker it offers its studenta
variety of careefocusedcoursesvithin a comprehensive, public high schdédr instance
students cashoose teenroll inart (photography and videography, studio arts, graphics design,
animation) business (web or video game design, accounting, coding and computers, networking,
techndogy support) consumer sciences (catering, chef, fashion and design, child development
and teaching, medical careersjindustrial technology (auto repair, engineering, digital
electronics, woodworking, metalworking, home repair and constructibtas)y of the career
exploratorycourseofferedalso provide students with industry level certifications that can
catapult them into immediate jobs or transfer into credit at postsecondary institAtoosding
to Mark, he and his facultgften discusaddngmor e fAmi cr o credential s an
courses where possible to give kids a little bit more of an opportunity to have those experiences
in schoolo Mark offered a specific example

We now have a track in culinary where kids can go all the wayigh advanced catering

and into an independent stud¥ithin that tract students aressentially running the

catering service that we run out of our school and that provides all of the meals for

activities that we have here at school. Ahentheytakeone t est and t heyaodr

work in any kitchen and they v e alhtl@eskexperiencesere

Another careefocused course opportunity presented itself to Mark in the-2013
academic year when Orchard transitioned to aofudito-onelearning environmentnstead of
outsourcing technology support for all the Chromebooks used by all stashehfigculty Mark
developed a class whestidents learned how to support and troubleshoot the hardware,
software,and network needs of the schédh essence creating a help desk run by students to

support fellow students, teachers, and administratorldition to meeting the needs of the

school, students, and personnkeé¢ tourse leads to multiple technology level certifications and
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onrthejob training that makes students immediately employable in various technology sectors.
Mark explained

We had eight kids hired within the first three weeks after graduation last year. We have

kids that are going to school here still that work over at Bestf@&utne Geek Squad and

they are the most qualified people that wo

have A+ certification and they already had experience working at a help desk here which

nobody else has, ritfh

In addition to careefocusedcoursesOrchard provides students infigrade a
cooperativework programas an opportunity to gain real world work experience and exposure to
careers through a volunteer or paid position at an approved company or business tied to a course
at the schoolAccording to he course planningamdbook, the&o-op course

includes formal instruction in employment laws, interpersonal skills, work ethics,

workplace knowledge, and career and college planning. Students will develop work

portfolios and learn how to ssss personal skills to improve career readiness. Allco

students learn the value of professional growth as a member of the Cooperative Work

Program student group. As part of the semester one assessrgnstadents prepare to

improve their scores fdhe various levels of the National Career Readiness Certification.
Thecareerinternship course, on the other hand, providésahtl 12" grade students career
shadowing opportunities over the course of a
career interesiTheobjectiveof the internship courseccording to the course planning
handbookjsfit o pr ovi de st u dndimgtofshe knowleside skills, dccupatiahe r st a
outlook, and education requirements for various careers; and introduce students to positive adult
role models who can help reinforce and demonsfvaiek] behaviorsd

At Orchard50% of st ud e n tcellege coarseWwaxkgnatiher wardegarning
a composite score of at le@st on the ACT standardized exawlithin the district 38% of
students were identified Acollege r¥Weedyo in c

ACT results are furtherahay zed according to ACT6s College R

benchmark is 18, mathematics benchmark is 22, reading benchmark is 22, and science
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benchmark is 23), Orchard students perform better than district students, but not as well as all

students intle state except for Mathematics gabt (Figurels).

58 61
52
40 40
35 34 30 32 13 35
27 75
18 5 I

School District [ State

Figure 15. Percentage dDrchardstudents ready for college coursework, according
to the ACT benchmarks, in comparison to oVetatrict and state students.

In comparison to ACT scorestate achievement examinatiansasure 1M grade
studentsd academic achievement according to t
make towards the | earning st an dpliedingsthematicgsd as s e
andreading forinformationaccording toACT WorkKeys.Figurel6 provides &b-year trend of
the percentage oOrchardstudents meetig or exceeding state standaegsa composite score of
reading and mathematics stdstsin comparison to alltadents in the stat€&igurel7 showsthe
composite score, over&ayear period, by performance level of Orchatadentsn reading,

mathematics, and science.
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Figure 16. Percentage dDbrchardStudents meeting or exceeding state
standards as a composite score of readingratematics subests
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Figure 17. Stateperformance levels ddrchardstudents over @-year periodn reading,
mathematics, and science

Examiningst at e ac hi e v e meformaneeiesets of mlbstudentanby dontent

(reading, mathematics, and science) is important when discussions shift to closing or reducing
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achievement gaps among student subgroups; in the case of Orchard among the two largest

student demographics (Whiéad Hispanic students; Figures-28).

White

@® Hispanic

Figure 18. Reading performance leveds state achievement examinations
of Orchardstudents over &-year period, bysubgroups

White

b ®
e \./. @ Hispanic

Figure 19. Mathematics performance levels state achievement
examination®f Orchardstudents over &-year period, byubgroups.
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White

@® Hispanic

Figure 20. Science performance levais state achievement examinations
of Orchardstudents over &-year period, bysubgroups

In terms of career readineissthe 20142015 academic yeab9% ofOrchardstudents
achieved a Level 4 (silver) designation for the National Career Readiness Certificate)(NCRC
whichmeans the students have the foundational sk
WorkKeys databas@.wenty-two percent of students scoretlevel 5 (gold) designation or have
the foundational skills for 93% of jobs found in the WorkKeys datadsetudent at Orchard
or in the district met the highest designation, Level 6 (platinum) with the requisite skills for 99%

of jobs; only one studer the entire state met tlygialifications (Figur€1l).
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Percent of Students at Each Level

Flatinum 0 0 1
Gold 22 19 24

I siver 59 59 52
| sronze 19 22 23

Figure 21. National Career Readiness Certificate performance levésdafard
students in 2014

Orchard principal, Mark Lyons. At the time of this study, lrk had been the principal
at Orchardfor 3 years during whichtime he was recognized by the National Association of
Secondary School Principals as an innovative leaderexpandedechnology to connect and
further the learning opportunities for all studemgor to becoming the principaark served
as an assistant principal fBiyears and as a teacher at Orchard from ZZ® .Mark left his
teaching position at Orchard, in 2007 ta&eanother position out of state before returning as an
assistant principal.

Orchard teachers describe Mark as besry supportive of their courses and programs
theyintroduce andyrow. One teacher describddarka s ficonstantly encour agi
tell others (schools or administrators) about the programs and opportunities teachers develop at
Orchard.Teachers and students are very familiar or comfortable with Mark and visitors in the

classroom at all time#ccording to another teachévia r kigibdity and presence in
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classrooms and t hr ou g hwhichin tutnimakessicrh ofod p g rso aidh asb |

andistudents feel that they canTefachesstalsogedt Markp t o I

was appr oa cmndethe®neteachefi siaped: n
|l dondét think I édve ever heard Kasobut say fino
hedoll 1isten. 't might not in the end be e
hebés venngedmgenwou know, anything that [ 06ve

very supportive.
A student des crreallyemdthudbatic &ouahss job, about the séhool, and that
translatestoudSt udent s commented t hat teschobl, deldadsader
by example and students pick up on it as well asthe tea¢here st udent t al ked al
visit to one of his classes and a joke Mark made with the teacher; the student said that interaction
between Mark and the teacher was inthieaof the rapport, respect, and enthusiasm Mark has
for faculty, students, and all things school relatbtherstudent stated,
He6s ever ywher e. fhidtteod sp eaol pwaey,s hseabysi ndgr oppi ng
wat ches classes for a while. One small det
many people, but to me it is, is that he knows a lot of students by their first name.

The student focus group also told me attthe kindness campaign that Mdekds eery

Thursday morning of the school yeltark, administrators, and some students hold up signs or

personally welcome students as they arrive to
beautiful, havean&e day, smil e, iTthées Ad ewdkn charof unle skay.eo i
throughout the school building and on my firs

the risers of tamew addtidndodhe $ckool i tha 20805 aisoel gear
Students also described Mark as fAdadapting to
and a Twitter feed that he updat esthdattentpuent | vy

ofthe studentsandh at 6 s .aA somnmry $tatemaengin the words of a student:
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| think Mark is doing a more than decent job with being involved with students, setting

an example, and just trying to provide the students with every opportunity possidje.

I mean, weodve sChernomnmehbaoto ktsh,r owmegbhv et hseeen t hat
changes heds ma dendesstamdisincd Markhwas pancipab Iahink the

whole, entire school atmosphere has changed.

Ma r loulsok or vision on providing all students every opportunity to exptioe
postsecondary world, whether in college or career, set the tone of many of our convetsations.
Ma r kiéwsOrchardis a place where faculty and staff are
providing [students] a path for them to be successful, then define their passions and then
be able to pursue their passion. So, thato
when you walk through our school you are going to see opportunities for students in
about any direction whether its college preparatory or more of a career preparatory
direction that you can imagine. | just think that that it's extremely important that our kids
have every opportunity that they could ever want from school all in this building.
At the same timeMark expressed his concern about high school limitingaestud 6 s exposur
the postsecondary world; in other words, requitiBg/earold students commit to a focus,
whet her coll ege or careemjnateyearss may not neces
| have that concern sometimes when kids are leaving high schotileyndre not
completely sure what they want to do and |
sure that kids can be agile in those paths throughout high school so if a kid starts down
one path they can start another if they choose to the nexsgoethe next year so they
arenét these defined tracks that we put ki
Markd i dea of ralowingstgdenss doicieagepathdorthemselvesllows students
the flexibility andopportunity toexplore the world around them in @fe and supportive learning
environmentthis themeis prevalent throughou®rchard.
Advisory boards. To support Orchard in preparing students for the postsecondary world,
advisoryboardswerecreated that connespecificindustry and business leaders watturse
specificOrchard teachers and chairpersddschard has four activeoards: technology, culinary,

machine tool, and accounting managemBefpending on theoard, board members come

together on a monthly basis tesclusscourse specific curriculuwith teachersand gather advice



122

from industry partners according to the practices in the field and their hiring ideds.
describedheBoard structur@é s a fic o n st a rpartnethatalko abowsdstudentsta h 0
visit their companies or shops to seeatvthey are learning in actiohhe business community is
very engaged and invested in Orch&d; c har dés Director of Careers

According to the Director of Careers, tharious boardsorsistofipeop |l e t hat kn.
what people really need to know to be collegady or careereadyd whi ch i s differ e
meeting learningtandards thato not necessarily make a student colemecareeiready.
According to the teachers, tB®ards have délped guide the curriculum for each of the career
sectors at Orchard\s one teachestatedfit her e6s no use in setting uj
students something thatoés .DheDirgotorohCpredrvaddse | p t
that the sacess of th@oards is in large part due to the principal and his leadership because he
allows the teachers to make relationships and then build on them by inviting companies and
Boardmemberanto the school

Providing opportunities to all students. As in the case dBell, the words opportunity
and experience were repeated throughout my interviews with teachers, students, parents, and the
principal himself aDrchard In Figure 22 | enumerate the frequency of seevords searched in
a truncated formt (opportunit* or experienc*) within the context of college or career readiness.
For instance, in principal interviews,advk used a version of the wogpportunity6 times and a
version of the wore@xperienced times.| then reviewed the findings to deteine whether the
words (in any versionppportunityor experiencewere used to describe something provided to
studentor describesomething provided by the schoGlllectively, the wordpportunitywas

used 12 times to describe an opportunity providestudents and 23 times to describe an
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opportunity provided by the school; the waxperiencavas used 10 times to describe an

experience provided to students and 6 times to describe an experience provided by the school.

INTERVIEW |OPPORTUNIT* EXPERIENC*
PRINCIPAL |6 8
Opportunity provided to students Experience provided to students
Opportunity provided by the school Experience provided by school (

Opportunity provided to teachers Experience provided to teachers

STUDENTS |16 6
Opportunity provided to students Experience provided to students
Opportunity provided by the school (1 Experience provided by the school
Opportunity provided to teachers Experience shared by teachers

TEACHERS 4 1
Opportunity provided to students Experience provided to students
Opportunity provided by the school ( Experience provided by the school
Opportunity provided to teachers Experience provided to teachers

PARENTS 9 1
Opportunity provided to students Experience provided to students
Opportunity provided by the school ( Experience provided by the school
Opportunity provided to teachers Experience provided to teachers

Figure 220r c har d: Frequency of t he wmoallidterviewo pport un
I highlight these distinctions to frame the conversations | had with teachers, students,

parents, and the principal with regard to providing all students with a variegpefiences to

round out their college and career preparatidark reinforcel this theme by talking about the

need to provide all students opportunities to find success or a path that leads them to something

bigger, something different than a student may have considered for herself or himself:
Solmeart h at Ohave to gometies go out on a limb, right? If you want to really
make headway with the population thatés wun
true, you know you need to kind of push it sometimes.

He recounted the story of a female student that had recentyaged from a Spanish speaking

country and arrived at Orchard the week befor

play.The student was given the playds deachar;pt and



124

twas t he t e a cihgahe bew stwdanyto meket otheestand develop friend dipat
happened was even bigger, according &rik/

She ended up being the lead just blowing people away. And now that kid is in our TSI

cl ass. Sheds in psychol oseybecassajasbkind df hik i n g
whole world opened up to her. Il think she
this year.

One example, out of many, thatalkk spoke of during our conversations about providing
all students opportunities or experiences |e
policy to most of thedvancedolacement coursedlark spoke about the open enrollment policy
intermsofallevi ng any student Ato make those deci si
might favor certain students with certain backgroumisark focused ora positive outcome of
the policy, and cited an increase in enrollment and high scores eartwed specific student
groups, Latino students and students that dedlibr free and reduced lunchAnother exciting
out come or a ivastheemcouragemert byamagsestant principal in enrolling
English Language Learnstudentsyhose first languagwasSpanishin the AP Spanish course
by sophomore or junior yeafhe hope, according to 8k wasthat after successfully
completing the AP Spanish course, ELL studevdsld enroll and transfer the skills acquired to
other content area AP courses dgrtheir junior and senior years and earn additional college
credit. A new policy that entinto effect in the 201016 academic yeavasan internship
course for studentdlark describé the course as a shadowing opportunity for students in an
area/s ofnterest to the student and with community business parthersrding to thecourse
planninghandbook, the coursalows students
the opportunity to obtain nepaid, onsite career exploration opportunities. The major
objectives are to provide studentstinand understanding of the knowledge, skills,

occupation outlook, and education requirements for various careers; and introduce
students to positive adult role models who can help reinforce and demonstrate behaviors

[@)38e}}
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such as a positive attitude, integrigthics, human relations, teamwork, timeliness, and
many others.

In addition to careefocused courses and college credit opportunities thradginced
placement course§)rchardhostsa yearlycollege fairfor studentsvith approximately 20
colleges and universitied a separatareer fair with community businesses advertising
immediate job opportunities, p&rtne or summer job opportunities, and also career
opportunitiesAnother career exposure event is a day Qrtllavotes t@areer experts or
professionalwisiting the school and classroonMark describes the day

where we bring in people from all different paths in life and they do small group

presentationwith our kidsi t 6 s much mdove é | | ngtoapxthatcan come

i nto any teacherds cl ass. Maybe itodos

a ¢
architect. ltés very diverse and the kid
is your dayto-day life like.

hi
s

An event that wakeld for the first time at Orchard, in October 2014, geared toward
women and technologMark expressed the need for creating the event as an example of
meeting the needs of an underserved, underrepresented, popwatioen in technology and in
the STEM professionsMark admitedthathewasi pus hi ngo f or more exposu
science for his female students, in particular abth@ncedplacement levelOrchard has also
uniquely positioned itself in this regard given its status as a 1:1 tegynatal learning school.
During course selection period for the 2615 school year, the opportunity for AR
computer science course sparked the interest of a small group of &atEatsHowever, aly
13 students signed up for the course and itccaot be offeredAriana, one of the female
students, was very disappointed and argued Orchard was not supporting women inAS€EM.
multiple discussios with Ariana Mark, and an assistant principal petitioned th&trict
superintendent to allow th&P computer science course to run with only 13 studénésk

argued



126

This needsto happem.hi s i s an AP course. We need to
happen unless we get it going and we kind of feed it. If we want to makeustatve
have to trust that i1itédés going to build wupo

take that co
about it . | t
it.

se therebs going to be more
o]

ur
6s going t b e perintendentflatussuh o n e

The course did run in the 202015 school year with 12 studensevenwerefemale students.
Empowering teachers and tudents. Ma r lerdpowerment of teachers and students
reiterates his view pdvidi@istudents] apath ortrem®beh ool t h
successful, define their passions and then be able to pursue what their passidd &sr k 6 s
view, the purpose and mission of teachers is
to put as much ithe hands of our teacherBecause they have the exiige within their
particular content areas and they certainly have the most experience working with our
students directly and so we want to give them that ability to be flexible and respond to
certain things and certainly be the ones driving those changes.
This mission, or purpose of teachers, is highlighted by the fact that classroom teachers make up
the majority of the school improvement teamt department chaie administratorsThe voice
and ideas that teachers bring to the table is crucialal aitcording to Mrk In addition,
teachers are empowered to write their own curriculum and assessments, develop the instructional
strategies they know will work best with their students, and last, but not least, design their own
professional developmenthis empowerment of teachers is then showcased in a professional
development day that teachers design and share the strategies, curriculum plans, assessments, or
lessons learnedith their own colleagues.
Empowering students is also a powerful elemérahard beginning with freshmen
studentsEar |y in Mar kds teachi nglongfesheenrprogrddrtc har d

acquaint freshmen with Or char dadditipgnpthei ci es, st

program offers incoming freshmen ayma support their academic, social, and emotional
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development with peer role modelhe program is a mandated every day after school for 25
minutes and is lety upperclass studentsientored byeachersAccording tothe @urse
planninghandbook,
thefreshmerprogram was created to he&ychardfreshmen make a smooth transition to
high school academically, socially, and emotiondllye programs a place for freshmen
to develop a small community of friends within the larger communi9rahard Faculty
advisors and upperclassmen mentors will help freshmen develop better study skills,
achieve greater academic success, and develop friendships with a wide variety of
classmates. Through tipeogram students will learn how to use the school resources,
find help when they need it, become more involved in school activities, and feel that they
are part of thé®©rchardcommunity.
According to Mark, approximately 130 junior and senior students serveseasors and facilitate
the curriculum witha teacher in the background:
We deliver a lot of kind of college and career programming through that whether it is our
sudentsupport staftoming in directly to deliver that information to students or the
stucents doing a litany of activities throughout the year based in that. For example, we
have our career fair coming up next week, | think, next Wednesday. Hoping kids go to
that we take our freshmemdthey walk through with their advisory groups and when we
have college fair we have our kids go through the college fair. We have been able to
deliver much more intentional curriculum and program to students.
Another empowerment opportunity for studeritdd otwo L u rnocctr epproximately 120
times througout the course of a school year and are hosted Isuthentsupportstaff. The
how-to lunchescover topicghatrange from how to apply to financial aid, attend a college or
career fair, talk to a college representative, write a college application eppéy to collegeor
interview for jobs. An extension of this opportunity that occurred for the first time in 2Z20¥%5
school year was eollege applicatiorevent that occurred one day after school for approximately
three and a half hour€ounselorsadministrators, and college representatives from around the
state came together to provide individual support to students completing their college

applicationswhether providing advice on college entrance essays to what to include and not

include on apptiations, and helping students highlight their accomplishments.
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Summary

Chapter 4 provided a description of the two cases included in this study, Bell High
School and Orchard High School, and shared emergent th€imaster 5 will bring together the
findings of my study by addressing each of my research quediert aset of
recommendationwill be outlinedin Chapter 6 to advise school principals and school leaders,
whether in schools or at the district or state levels, to work toward a legueratiel to create
schools and districts that provide equitable access to college and career readiness for all students

through a social justice framework.
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Chapter 5
Findings
The purpose of this mulsite case study was to explore and understand the leadership
practices of principals in two high schools as they advocate for and build a culture focused on
college and career readiness for studéots historically underservedopulationsIn addition, |
soughtto understand whether the principals were influenced by social justice ideologies as they
created a college and career culture and pathways for their stubleapsincipals strove to
ensure that all students, but in paurtar students from historically underserved plagions, had
access to educational and carfEused opportunities and experiences along with the requisite
knowledge and skills required to transition, enter, and earn diplomas or certifications in
postseondary institutions.
Employing a social justice framework developed by Kincheloe and Steinberg (1995), this
study explored the following three research questions:
1. How does a secondary school principal advocate for and support students from
underserved pagations in accessing postsecondary opportunities in college and

career?

2. What system or structures are in place to facilitate a college and career ready pathway
for all students, but in particular students from underserved populations?

3. Howdotheschodls f aculty and staff build upon
underserved populations bring to school as they and their families prepare for
postsecondary opportunities?

This chapter presents the findings, focusing on practices within the two chgsists.
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Research Question One: HovDoes aSecondary School Principal Advocee for and
Support Students From Underserved Populatios in Accessing Postsecondary
Opportunities in College andCareer?

Data analysis revealed three major themes as the Higblgarincipals at the two case
study sites advocated for and supported students in accessing postsecondary opportunities in
college and career: (a) it begins with the mindset of the principal, (b) principals strive for
equitable outcomes for all studetthisough their leadership, and (c) principals ground their
advocacy in interpersonal and pedagogical relationshpsse themes are addressed in this
section.

It begins with the mindset of the principal Throughout my interviews, interactions,
and observabns of both principals at their schools and school events, | was humbled by their
openness and justiggiented mindset-or both Ryan at Bell High School and Mark at Orchard
High School, it began with a clear and direct statement: these are our staddrdar job is to
provide them with a path that leads them to a college and a&aedmot necessarily in that
order.l highlight that last point, the order of events, because at both schools, students have
graduated with certifications that catapthiem into entrylevel jobs. They have been sought out
by companies due to relationships with the schools through their advisory boards (mainly
comprised of local businesses, companies, and higher education institutions) or familiarity with
t he s c leerpathway struciure, curriculum, and career expobktoend the optimistic
views shared by both principals as reassuring and humbling: reassuring in the sense that there are
school |l eaders who believe chil ddusatarécombo@ por t u
justiceoriented values with excellence in teaching and learning for all students, and humbling

that there are school leaders who do not view students through a defidédémgrincipals
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were driven by outcomes, in particular howyttmeoved individual students from an initial point
on the high school trajectory to their final point at high school gradud#iost importantly, the
recognition that each student was unique and viewed as an individual when she/he arrived at
high school wih whatever skills they possessed was inspirfiitg. Ryan and Mark, students
entered their schools by way of multiple feeder schools, as well as other districts, states, and
countries, prompting both to quickly begin to level the playing dieddjuitably, ot from a

deficit perspectivelNext, | highlight specific examples of my observations and interpretations of
both Ryandés and Markdés mindset.

The first time | met Ryan, | inmediately noted his love of sports, through his analogies,
stories from his past damily experiences, and sports references inserted into conversations.
mention this observation because it helps understand his mindset of always getting better or
improving: It is as if he sets out to tweak or make changes to his playbook every oppbgun
gets.That energy or drive to continuously improve or better the play transfers to how Ryan leads

(or coaches) Bell High School:

And 1 6m going to learn from this and webre
things arendtewgoknggt wembkewadchange bef ol
always |l ooking to improve. And | think tha

from myself personally to the students. They walk in and | think they see that in action.
Webre always pdosmoreokndgdb what we do,

e
it 6
i A

b
té6s just a e6ondDsnypedtefaf sensehahat wedre
s, we never wil/ be there, because there

0
A discussion betweentw®t udent s during the focus group int
description of himself and his faculty as always looking to improve and modeling that behavior

so that students fisee that in action:o

Student 1: He [Ryan] goes to like the mechanics room and les gmd works there.
Then, the other day he was out there at the house we were building and
wor king on it. He goes out to the bar.
interactive with the students.
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Student 2: And he [Ryan] takes his own personal skills and teabimself new ones,
not being just like the paper pusher, but being a real teacher.

Teachers also spoke about Ryanbés encourage
meetings, or professional development opportunities to learn more about how to pregemts
during a focus group meeting:

Teacherl:He 6 s very encouraging about that we sl

Teacher 2:Of college readiness, career readiness.k now | 6ve been to tw
year based on thig.hat came from him, you know, l&anto this, attend this
kind of thing, so that relates to college and career readiness.

Teacher 3:Well, we go to several out of school P[psofessional development

A

sessions] and then wedr e expuegddelehelt o c o me
meetings and depanent meetings, reeach what we were taught and start
implementing it.

This mindset of continuously learning or improving trickles down to a shared
understanding among the faculty and students at Beth. ideas from Ryan stand out: one idea
is that adeaders we cannot ask of others what we are not willing to do ourselves, and the second

idea is that one can learn from failure or mistakes with perseveiRyae.noted:

| think collectivelyasa st af f |, Il think we aluoréimest, d
willing to do, and so, we, ourselves are looking to improve. | think we have that
expectation of our students. We meet them

school is really a journey fothem. We want to make sure that regardlesshare they

come in, they leave here better served from their experiencelimeng[students] with an
understanding of the importance of working together as a team, and you know to look to
themselves first. To don?otfregeat faiude.resikdep of f
persevering; figure out a way to get it d
Those are the kind of habits and the expectations that most of our students leave with.
Some come in with them, but we want most oraleave with them.

a
0]

In addition, these quotes embody an answer to a question that Ryan asks of himself as a school

| eader: AWhat have we done wi tHorRyamedhe &ndgoal wi t h
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is leaving the students better off than whegytentered his school, regardless of who they are or
where they live.

At the beginning of one of my interviews with Mark, he addressed a term that | had
repeatedly used as | prepared materials for my resdastbrically underserved studenigo
Mark the term was inaccurate because the student body was comprised of a majority minority
designation, whether by student demographics or socioeconomic Btd20442015, 56.8% of
the student body identified as being Adtite; 50% identified as beingw-income (eligible to
receive free or reducagarice lunches, lived in substitute care, or whose families received public
aid); and 1% was identified as homele&deacher in the faculty focus group explained:

Our poverty level is such thdte majorityof our students are what you may call
underservedKeep in mind that in 2009, we were about 14fée andeducedunch and

today we 0 Ffities;i nsd ,heweand le had &byeadimesperdbedr abl e
and wedr e const antotsupport auestident®ag of mejob atv@ehagrd

Is to promote partnerships with pestcondary institutions as well as businessesven
started a wo me n 6far ginssotheyneet woigen wino dogkrlike them,

who have similar backgroundsnd have hadtollege success as well as career success

Mark explained that his mindset and common lens, and those of his faculty, was such that any
approach would benefit all students, regardless of the student demographic data.

Interesting here becausewsally the majority of our population now either being

historically underserved or culturally or economically underserved would be the majority

of our students. So really the approach we take is probably the approach that mindset

with all of our students. dt that we are unaware in all of that; | think that we tend to
think with that I ens so much so that itoés

all students.
Mark continued with an example of an approach or mindset that he and his faculty had

unde t aken over the years to avoid the institut

students over others:

One example of that would loeir open enroliment in AP courses. We really want to

focus on students being able to make those decisions and not sending out prerequisites
that might favor certain students with cer
latest push by our other agaist principal, Mary, has been just dynamic with this the last
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year or so is getting our ELL students in our AP Spanish courses and getting them

hopefully early, sophomore or junior year, they take their first AP course in Spanish.

Then, our real hope it by junior, senior year they are taking an AP course in one of

the other content areas so they have that initial experience they can be successful in that

course and then we can transfer those skills into maybe an AP statistics course or AP

psychology ourse so that they can gain college credit.

In this conversation and others | participated with Mark, he applied a social justice
approach or philosophy to his actions and practikes. e x ampl e of Mar kdés soc
philosophy as a school leader: Natter who the student was or was not, she/he had an
expectation to meet or exceed the academic or technical standards put in place by the school,
district, or state. Otherwise, Orchard would provide them with the requisite support they needed
with or withaut their knowingl n addi ti on, Mar ko6s advanced pl ac
commitment shared by Mark and his administrative team to provide all Orchard students
equitable access to any curriculum: specifically, the opportunity to graduate from higlh scho
with college credit or strategies to support postsecondary success.

The breadth of Markdés support and success
During my faculty focus group interview, the Orchard teachers shared a story about a young man
who was attending school without a coat during a very cold wiktark had asked some
teachers if they knew why this student was not wearing a coat or if something was interfering in
his school life No information was shared with me due to ethical and hgoridelines, but a
teacher stated that a winter coat appeared on
Mark had placed the coatin hislockérhi s examp |l e r el aHiesaschytoo Mas | o0\
Needsvherebya s t upthysioldgida safetyand security needs are essential: It is difficult to

separate a studentds |ife inside and outside

academic progres$here was also an empathic component to this dtonge of care as a value
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and not emotin. When a focus group teacher recounted this story it was not presented as an

example of charity or pity, but genuine care:

ltds | i ke nobody judges the kid because th
theydre making badschaiudes . |1l ttohsi nrko tp etolpd ek
their kids; dondt you guys think [speaking
me an, I f a kiddébs down? That they can have

Leadership is about striving for equitable outcomes for everyiagle student At both
Bell and Orchard schools, | found an underlying theme to the structures and mindset of Ryan and
Markd the idea that as leaders it is incumbent upon them to open windows of understanding as
both a reflective and critical improvemenaptice.In the examples highlighted in this section,
out of many, the deliberate and mindful approaches both principals have taken were meant to
prepareall students to attain similar levels of academic success by attending to the needs of
students who may find themselves not achieving academically, feeling marginalized, or
potentially disadvantaged in learning opportigsi. Being mindful or understandingg@rides an
equitable platform or support structure &, any, or everystudent to garner every educational
opportunity and experience a high schoolcanofer.om t he studentsd per sp:
understanding empoweeserystudento participate in anthke responsibility for their own
learning by feeling capable, comfortable, aadhpetent whileneetng the cultural, social, and
potentially the academic needsalif studentsin addition, this approach lays out a path to
college and career from whiemy student can choose because they are knowledgeable, aware,
prepared (academically and socially), and empowered.

At Bel |, the Iimplementation of a fino fail
exemplifies the idea of opening windows of understanditgording to Ryan, the policy has
Ahad a fundament al shift i n the walgeptlityat t eac

permits all students to retake exams whether they passdifdaithe opportunity to earn a
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higher score or ensure understandinthefmaterial and earn a passing sc&yan explained
that teachers create five versions of every exam so that students have multiple opportunities to
retake exams with different questions, but addressing the same standards. Students who fall
exams are uired to make corrections and explain their corrections in a meeting with their
teacherlf a student struggles with corrections or description, the student begins tutoring sessions
until he/she understands the content and retakes the exam. Ryan noted:
| just think that that reallyypifies how in my belief, how things should be done. If
youodre allowed to retake your driveros |ic
exam, you can take the ACTs as many ti mes

take a weekly math test more than one time to get it right? I just think that it makes sense.
So often therebdés a disconnect between not

taught. Well, you know what ? Evhthanutasl | vy, s
to get it right the first ti me. I think th
day, we edit our letters, we edit our emails and that idea of once and done, I think, is a

wrong idea.

Another example of shifting the way in wh teachers think, approach their teaching,
and open windows of understanding for their students in different contexts was by breaking up
what traditionally had been double periods at Bell in the various pathway courses to create two
new courses: one theebased and one applicatitvased Ryan argued the change to two
separate classes may seem like a small detail, but the difference it has made is big:

And the goal is that they both get an A in both of those classes, but you know what? |
want to be ableotrecognize the students who are getting the A in the theory part, because

they get it, but theydére getting a C or D
And vice versa, so webdbve got a kid who str
theory part. Chemistry is pretty tough, and
ther e, theydédre just carrying a |low C, but
we want to be able to acknowl edgegetAndat , be
you see kids really working, where before, doing well in one might carry them through,

now they realize, I have to know and | hav

the postsecondary world].

This example led Ryan to relate it to the neatld or in a career setting:
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Yeah, |1 want smart employees whohewtherk hard
| dondét wantonmdat wkind the guy who can show
candt make his own de csonsmhooknows italh but puts wlockn 6t w
on other people. | want the person who can make the decisions, make the right decision

and carry them out.

At Orchard, a yealong freshmen program provides an example of opening windows of
understandingT he progranctreates a structured learning environment, led by senior year student
mentors with the support of teachers, as a wa
structures and opportunitids. addition, the program offers incoming freshmen a way to stippor
their academic, social, and emotional development with peer role models with similar
backgroundsThe support and reach of the program may offer all students a valuable resource
given Orcharddés demographics: apgptiveini mately 5
substitute care, or are eligible to receive free or redpced lunches; approximately 13%
receive special education support; and approximately 7% are identified as English Language
LearnersMark explained that, in addition to the ydangfreshmen program, Orchard offers
many other opportunities for students to connect with career or school professionals or to gather
in-depth information; for example, bringing in career professionals for question and answer
sessions, hosting information sems during lunch periods, and bringing in college
representatives and faculty members for astdrool college application work sessions with
dinner. In addition, during a focus group, teachers described a mentoring program offered in
collaboration witha local foundation, which provides Orchard female students opportunities to
meet women from similar backgrounds and hear their stories of educational and career success.

Policies enacted by both Ryan and Mark provide some examples of their efforts to
dewelop equitable outcomes for every single studeotyever, no direct school data or data

disaggregatetly subgroup was offered by the principals to support the polRigsicly
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available state achievement data for both schools during year22040ffers a limited
perspective of the disparity between student subgrau@ell, the gap between Black students
and White and Hispanic students combined varied approximately420%an reading,
mathematics, and science with the exception of 2013 whegathearrowed to approximately
10%-20%. At Orchard, the gap between Black students and Hispanic students combined varied
approximately 20%430% in reading, mathematics, and science with the exception of 2013 when
the gap narrowed to approximately 208@ain, data review and access was a limitation to the
study; however, providing anecdotal evidence alone without supporting data may be also
perceived as a | imitation to each principal s
outcomes, in particutaf policy changes were not accompanied by a continuous review process
or critical critique for efficacy.

Leadershipis grounded in interpersonal and pedgogical relationships One of the
first st apriaapal,Ryag maBeewhemé was describg what motivated him to
become a principal was, Al still consider mys
parents, the whole school communi ty. Il just t
t he bi gg e sThissgntimehtavasaapaated tliroughout this interview and in subsequent
conversationsn particular, it is the theme of relationships and partnerships that resonate
throughout the school and communiBor instance, in his-8ear tenure as principal, Ryan
increased the number of business, community, and
Business Advisory Council from 20 to approximately 90 memliyan also expanded upon the
school sbd6 relationship with postogesamdehar y i nst
universities, to improve Bellds curriculum in

opportunities, which has resulted in expanded postsecondary access and enrollment opportunities
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for Bell studentslt was through networking witrahdgrant universities that Ryan learned that
the curriculum content for each of their enkeyel food science courses was almost identical;
through this discovery process Ryan also found that the universities were using the same
textbooks and publishexams as Bell students, albeit over the coursgyaars instead of
possibly a college semest@ihese examples demonstrate how Ryan embdikesole of a
teacher and ultimately learning leader of his schoetause he sought out information and
sharedtiwith his facultyto improve and validate the work of his faculty and stitslen

Orchard High School has also growAn its adyv
important component to its success and development is the support and ability to netivork wi
companies; according to an Orchard teacher, Mark encourages the teachers to make those
connections because he understands the value they bring to Orchard and its $tedemtsl
from the Orchard teacher focus group that collectively, the teachemsaed to the various
advisory boards have amassed an email distribution list with companies, former alumni, and
other partners, numbering between 1,100 to 1,300 contacts. The expectation is that the teachers
will always get email responses because bgsiteaders want to employ Orchard students.

An unfortunate gap, however, that Mark has addressed as principal has been establishing
a relationship with parents, and he created a position (Community Liaison) at C3cfeans
ago to specifically bridge #t gap.The gap with which Marktruggles is twofold: one relates to
the level of parent trust at Orchard and the second relates to a cultural understanding of a
par ent 6 s m@lhterms oftrust,dark and the teacher focus group particippotes
about the high level of trust and support surrounding the teachers and the programs offered at the
school.According to a teacher in the faculty focus group interview:

The parents of our students put the trust in us at Orchard. They trust that we are going to
make good decisions, and sometimes thatos
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want to interfere with culture and on and on. Our parents are very haidgianany of
the two parent families, both Mom and Dad work, they are usually ipaidrpositions
and we were just at a meeting about Naviance and Jade [current counselor at Orchard]

was an Orchard student from a ePoparseintismnd ogr

understand because theydre so busy worKki
help their kids make good decisions. 0

Building on this thought, | recalled a conversation with Mark about parent involvement at
Orchard and dissonancetiyeen what some parents expect of the school and what teachers and
faculty members expect of parentark explained challenges of working with immigrant

parents whose schooling experiences may be very different from those of American school

parents:

ng

Andi t 6s interesting because in the conversa

that we talk about here, our community is extremely to a very high level supportive of
what we do. So if you | ook at ourredsingr vey
Extremely trusting in what we do. And part of this is when you talk to some of the
parents about a country and the people that are more knowledgeable about the countries
where they come from, the norm in some of those countries is schoolingeivgdhe
school s. ltds not a place where parents
they trust the school to do the job. And
see as much invol vement asstilltryimghoidotkat. we wo
Wedre trying to bridge that.
These differences amomparentakexperiences thus necessitatad@e directapproach
Orchard has offeredumerouspportunities for parents to learn more about the school or the
technology the sclwd incorporates by hosting luncheons or dinners during péeacher
conferences, with Mark also leadiggarly workshops on how Orchard utilizes Chromebooks
andoneto-onelearning environmentHowever, for the firsg years only one parent attended
eachworkshop. Markthen considered being more intentional or direct with parents and decided
to focus on freshmen parenfe solution was to offer a Saturday morning breakfast for
freshmen students who were failing a course(s) and their parents. The puapaliesct: We

want to help your daughter or son get back on trislekek also used the breakfast opportunity to

S,

ar
W
ul
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discuss data points, importance of keeping freshmen on track, and graduatioh tateaway

from our conversation about the Saturday moriregakfast was to consider incorporating his

technology workshop into the breakfast sessidmsther approach that embodies a leader who

advocates and supports students from underserved populations but also builds on cultural assets

(to be expanded uponivt h r esearch question 3) is Orcharda?ad

communications in multiple languages (English, Spanish, and Polish) and the creation of

informal communication videos by Orchard students in the three langizagesy the faculty

focus group iterview, teachers discussed the idea of the English language as a barrier and

intimidation factor for parents and families whose native language was not Ehglsrticular,

within the context of how Orchard involves, informs, and communicates wipamghts in

multiple |l anguages so families can balance th

collaborative manneOne teacher described the use of translators at school events:
AtourOpenHouse t her eds a sessi on Bugariartranslators, Pol i st
so theyodre getting the same inlettdrsoentinaiei on i n

to them. Tlen when they come here and attend our events, our sefd®Ekvents, there
is somebody who can translate into their native languag

In a follow-up conversation with Mark, he expanded on my conversation with the faculty
focus group regarding parent involvement and communicating with parents in their native
language, with his own technology signatuviark explained:

We now do videapdates, like the news update that we do every other week here at
school that our kids put together for our students. What we started last year was doing a
community one. So taking some of those same stories, but making it more appropriate for
everyone tdiear so parents, community members, whoever and we put it out there
publically. We email it to all of our parents, put the link in our newsletter for them to see
and we do it in English, Spanish and PolMre actually do the videos; we have kids that
speak those languages as the anchors. We do subtitles for all the interviews or we just
interpret and narrate over the top of interviews in the languages.

Ryan and Mark both value and encourage relationships inside and outside their schools

and have creat structures or are creating structures that build upon relationBbips.
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principals are aware of the vast resources that are available within their communities (whether
local businessesr postsecondary institutiohsor they simply understand the pavweat is
unleashed for their students when relationships are formed and learning environments are created
from a macro leveBy building on relationships or forging partnershigshool leaders set in
motion learning opportunities that can catapult stasieto roles and/or future job positions by
opening their world to college and career fieBisth principals also embody this idea or theme
that the end product for their students is not just high school gradulatitheir acceptance,
entrance, angersistence in postsecondargettingl n addi t i on, a studentods
development in the chosen career path does not end with a diptasna lifelong pursuit.
Whether it is through their strong businedsisoryboards, alignment of curriculumitiv
postsecondary institutions, or creating bridges of understanding with parents, Mark and Ryan
mayhave found structures that work in their schools, for their students, and for fayalies
they are continuously critiquing the structures and investigather models
Research Question Two: WhatSystem or Structures Are in Place toFacilitate a College
and Career ReadyPathway for All Students, but in Particular Students From Underserved
Populations?

Interview and document analysis reveaiaeemajor themes as the high school
principals supported systems or structures that facilitated a college and career ready pathway for
all students, but in particular students from underserved populations: (a) principals create a
career pathway structure ineih schools that builds a culture focused on college and careers
(b) counselors and student support staif committedo the caeer pathway structure, and
(c) exposing students to college and career experiences and opportunities

contextualizes/reinforaewhat is being taughthese themes are discussed in this section.
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Principals create a career pathway structure in their schoolshat builds a culture
focused on college and career8ell High Schoolis unique in its career pathway design and
specific curicular focus on agricultural educatioBell offers students six career pathway
optionsfrom which to choose, all focused on agriculture: Animal Science, Education, Finance,
Food Science, Horticulture, and Mechanlainy pathways offer studesihdustrylevel
certifications that can be valuable in a job or toward credit at a postsecondary ashwell as
dualcreditopportunities with local community collegesteacher described how Ryan
promotes college and car eepathwayamddelness wit hin
In each of our pathways, they [students] have the opportunity to get a certification, and its
industrylevel certification. So we do realize that some students, college might not be the
option for them, but we want college to be the opt@rthem, so we not only have
articulation agreements but we let the kids leave with indususi certification.
In addition, Bell High School students have access to dual credit classes within each career
pathway as another opportunity to preparerttier advanced studie. t eacher st at ed:
dual <credit classes that we have, thatds a wa
i's another way that heds [Ryan] communicated
readinessinok i ds. 0O
Career pthway decisions are based on student intervieatsoccur at the end of
sophomore yeail he rationale is twdold; (a) students rotate through each of the six career
pathways during their freshmen and sophomore years to garner familiginityach of the
content areas, and (b) students focus on their grades as class rankings determine the order of
student interviewsT he ultimategoal of thestudentinterview is to ensure th&tudent is placed

into acareer pathway for the duration of itheigh school careehat aligns withitheir future

plans, to an extenRyan described the interview process:
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Studentcome inwithapor t f ol i o. A Tel énceyaur fisttveoydarsy our e
here.And what did youd o Amd they go class byals s ell mé&what you learned from

freshman year. How about that art aity. What did you learn fromyhat mistakes did

you make that you do differently noaPhen we finally get to the poinfit e | | me abou
your experience,qur career day because they have have notes in there about the

career day and all of that stuff is described in their portfoAmd we talk to them about

it, then we say, AWhere do you see yoursel
or Al see mydlay, Whadollege? WHat de ype thirk you want to study
incollege® You get hdrehde you sbee yaurselffaitér that? Where do you see

yourself if 15 years? What would you like to be doing for agob?

Belld faculty acknowledgethat the majority otheir students wilhot go into agricultural
carees or degree patlaysafter graduation; howevethey areconfident thatachstudent will
find her or his area of interest supportedt least one pathwalRyan explained:
The most important decision thgstudentsjmake is which pathway they want to go into.
And again we know that not every kid is go
because if we have a studentwhowdénts b e a nur siehestwdendis e goi ng
probably going to end up imanal science, because animal science is, the actual classes
are bidogical sciences
OrchardHigh School, on the other hanaffers students coursesseverakareer focus
areas: artbusiness, consumsciencesandindustrial technolog Many, if notall, of these
experiential coursesrovide students with industigvel certifications that caleadthem into
immediate jobs or transfer into credit at postsecondary institufidaik explainedii we 6 r e
starting to build that more and more into our cearand get kids again the actual experience that
theydébre going to have in the workplace by wor
those career§A teacher in the industrial technology department provided an example during the
faculty focusgroup meeting:
Last year(2013),we were lucky enough to place a caupf students with a recruitean
IT recruiter. The recruiter actually reached out to our kids because our kids have
industrylevel certification, they have realorld skills, | mean thy basically have work
experience a§8yearol ds before theydbve even graduate
our students started being placed at a pharmaceutical company and they were place

there as entrevel IT people. Wat happenedextis that they @ so well there that two
other students got hired there, so now four of our students are working there and the IT
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recruiting company now wants our students before they talk to anybody else; they want to
talk to our students immediately when they get iediand when they get through our
program; they want to talk to them before they actually go out into the marketplace. So,

i tréally cool to see thatthat we can get kids immediately employed, especially a lot

of our students who are from underserveguations; theyare immediately getting jobs

right out of high school and doing great.

During a school walkhrough with Mark, students were cleaning up after a pastry fundraising

sale had been held during the school day. Mark described the catering feavis run by the

students out of the school 6s kwotldcdreemexpasare:an ot h
In our culinary program we now have a track in culinary where kids can go all the way
through advanced catering and into an independeastd y wher e t heydre es
running the catering service that we run out of our school and that provides all of the
meals for activities that we have here at
certified to work in ay kitchen[as a career or jgland they hd reatworld experiences
[here]
Mark wasclear that he steetBe Orchardfaculty away from creating a school with a

pat i cul ar A c ar eHeis steadfashireoffering istudénts @ uasiety of career paths or

at the very least makg students aware of the possibilities

This is my personal belief now, that | 6m al
commitment vaen they are 13 years oldhave that concern sometimes when kids are

leaving high school and they are mompletely sure what they want to,@md | think

t hat 6 s un &elwantt@amaliesstnrd tleat kids can be agile in those paths

throughout high school so if a kid starts down one path they can start another if they

choose to the next semester ortegtyeays o t hey arenodét these def
put kids in either.

Mark then described ho@rchardcreated flexibility or agility in career discovei®ne
opportunity is the senior ye@ooperative Work Programherein studentgain real world wok
experience and exposure to careers through a volunteer or paid position at an approved company
or businessied to a course at the schoAhother opportunity is th€areer Intership course
thatprovides 1% and 12" grade students career shadowinganunities over the course of a

semester geared toward a,wsittuhd etnhted so bpj aercttiicvuel afrt
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students firsthand understanding of the knowledge, skills, occupation outlook, and education
requirements for various careersgantroduce students to positive adult role models who can

help reinforce and demonstrate [work] behavioMark and his administrative teamtendto

expand these successes and opportunities with
wheremssi bl e because webre really trying to exp
opportunity to have those experiences in sclaotl the time of our interview, the administration

was exploring adding CPR certification and personal training icatidn to the physical

education courses.

The policies, structures, and anecdotal evidence offered by both principals is compelling;
in particular, the number of students that were employed right after high school graduation,
earned collegdevel credit o certifications, or the companies or corporations that employed
students from both high schooldowever, the lack of data offered to support the evidence is
gquestionable and also a limitation to the stulyblically available state data for the yeathsf
study, 20142015, highlights a number of indicators that may or may not support the evidence
provided.The percentage of students that graduated from both high schools was higher than the
state average of 8636Bell at 91% and Orchard at 87%hereas th@ercentage of students
ready for college coursework (a combined ACT score of 21) at both high school was almost
identical to the state average of 45.68%easured on careeeady skills, 15% more Bell students
than Orchard students (74% and 59% respeg)iaahieved a level 4 designation on the
National Career Readiness Certificatmtinuum, whichmeans that students have the
foundational skills for 67% of jobs; the state average was B&&ther school superseded the
state average of 24% in a level 5igaation (students with foundational skills for 93% of jobs).

Although state data does offer a limited perspective of the college and career outcomes of
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students, no correlation or association connects the career pathway efforts at the high school
level with college and career outcomEesirthermore, neither school collected nor aggregated
studentbased data to support their own career pathway structures or introduced evidence that
either school critiqued or was critiquing the structures in place to supparpolicies or
structures.

Counselors and student support staff are committed to the career pathway
structure. At Bell High School, Ryan began his conversation about the counselors by prefacing
that college and career advising was not placed onlfant shoul der s of the col
the thing. l'tds everybodyods respdBalemdgoysl i ty. A
two full-time counselors, one who focuses on the sophomore and junior classes and one who is
assigned the freshmen areh®r classeslhe focus of the sophomore and junior counselor is
more managerial; ensuring students are choosing the correct classes, are signing up for college
visits, and have their transcripts-tgpdate.The freshmen and senior counselor leads thergm
freshmen orientation program and sets the expectation for incoming students, in terms of earning
courses credits, career pathway structure, and college preparations

At Orchard High School, Mark attributes the developmental, programmatic approach to
the counseling model as one of the most important systemic overhauls at his Spleadically,
Mark dates the model back to when Orchard hired their new counseling department chair almost
16 years ago:

We have been able to deliver much more intentionalaulum and program to students.

And the other part of that is a very strategic sequence of activities our school counselors

go through with their students freshmen through senior. That is, a range of college and

career programming, so you know they havauple different touch points where they
are talking about careers and college with interest surveys going a little bit deeper.
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The eight Orchard counselors divitihe student body alphabetically by their last name to create
their respective caseloads. In addition, each counselor has a specific specialty area (department
chair, nontraditional graduates and NCAA, financial aid and scholarships, course selection,
teding coordinator, peer leader coordinator, college counselor, and career and military
counselor) that can also support individual or groups of students.
Exposing students to college and career experiences and opportunities
contextualizes and reinforces Wat is being taught.At Bell High School, Ryan has networked
on his own and through his Advisory Council to provide numerous opportunities for students and
mostly at no cost to the students, including job shadowing experighisesstudents have
attendeduniversities and colleges for summer programs while other students and teachers
participated in exchange programs with South Korea, Japan, and Pidieniachers explained:
Teacher 1:All of our students, by the time they graduated, will have partiegpan at
least one job shadow, and in most instances And.when we say job
shadow, they go in the field and they:
entredayAnd itdéds typically lined up to a
want to go into so thahey know, like, okay, this person igad scientish
how did they become a food scientiSi@ then again it goes back to that
college and career readiness, where t|
is how | got to this job, this is what | do eyalay.So we have several

opportunities besides job shaddiWe haveguest speakers.

Teacher 2:[And take] them to universities. We take them, so they get to see how college
and career goes.

Teacher 3:Career DayAll the teachers take a seat back #mely give over their class to

a professional for that day, so every kid goes through seven classes where
t h ey o6r adiffereneprofegsionalevedyal | f our years that

In addition, the teachers described how the career pathway strpaioretes the college
and career readiness of Bell students:
Teacher 1:Where each of our pathways, they have the opportunity to get a certification,

and itdéds industry | evel certification,
college might not be the optidar them, but we want college to be the
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option for them, so we not only have articulation agreements, but we let the
kids leave with industry leVeertification.So like Miss Gracéas food
science and technology, and her students get the food andisaritense,
so with that food and sanitation license.

Teacher 2:It validates the skills thattheyhavend not that they dondt
college.A lot of times the kids who do go to college that have the certificate,
they donodt lave atto otnalceoutrlsee Pecause t
courseincolleggso | 6ve had kids come back and

didnét have to take this [referring t:«
Grace. o

Bell hosts a yearly College Fair that was reorganized a few years ago to a format that
allowed students to see all colleges in one large area and then go back to ask specific questions
or learn more about their prograni$ie reorganized format was propose¢ Bel | 6 s assi s
principal after attending an agricultural conferenceadtgtate and experiencing the large, open
format. Originally, Bell set up the college fair in the narrow hallways of the first floor, in a long
line which did not allow for tweway traffic or spae to talk.Ryan admits, originallyre did not
see the value in theewstructure or organization of the college fair but was open to theTithea.
following year Bell held the College Fair in the school gasium a very largespacewith
ample bleachers ogachsides of the court, amafterwardadministered a survey to the students.
The results did not surprig&yan:
They [students] loved it. Especially the kids who thought it was so much better than last
year. It was so much fun in thergy And | got to see everybody. It was, it just had a plus.
It just has this feel |l i ke itdés a buzz. Yo
area.
The College Fair evolved into a College and Career Nighaninterview, Ryanacknowledged
the Fair had become too overwhelmibgtweerthe colleges that came to share information

about their degrees and prograamsl thecompanies that came to share job opportunities,

especially for the parentBor Ryan, the Fair provided an occasiongarentdo understand the
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opportunities that Bell High School could offer their childrgiven the agricultural curricular
focus of the school:
So they start to realize, AOh my gosh! My
work for Cargill. Theycanstayhee 2?0 So t hey star tagicdtad i zi ng,
isright her e. |l had no idea. o0 You know what |
At Orchard, Mark spoke about providing all students opportunities or experiences that
could lead them to postsecondary success or college. dnegdtrticular, Mark referenced the
open enrollment policy to the advanced placement courses at Ordieasgoke about this
policy permitting any student @Ato make those
might favor certain students withrceg a i n b a Méarkgfocasedhod tsvo particular groups,
Latino students and students who qualified for free and reduced lunch, and cited an increase in
their advanced placement course enroliments and the high scores they achieved as a positive
outcome 6the policyAnot her exciting outcome or a fAdynam
by an assistant principal to enroll English Language Learners (ELL) whose first language is
Spanish in the AP Spanish course by their sophomore or junioriyeanbjective according to
Mark, is that after successfully completing the AP Spanish course, ELL students would enroll
and transfer the skills acquired to other content area advanced placement courses to earn
additional college credits.
A new program that Mark anfgated in the 2012016 academic year is an internship
course for studentddark described the course as a shadowing opportunity for students in an area
of interest to the student and with community business parffieescourse planning handbook
describedhis course:
Students will have the opportunity to obtain faid, onsite career exploration
opportunities. The major objectives are to provide students firsthand understanding of the

knowledge, skills, occupation outlook, and education requirementafmus careers;
and introduce students to positive adult role models who can help reinforce and
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demonstrate behaviors such as a positive attitude, integrity, ethics, human relations,
teamwork, timelinessand many others.

Orchard studentwerealso exposed to a college fair hosted by their high school, with
approximately 20 colleges and universities participatiagareer fair is also hosted by Orchard,
with community businesses advertising immediate job opportunitiestipa&r summer job
opportunities, and also career opportunitisother Orchard career exposure event is a program
call ed ABri ng Markdeseribedha gagast s Day. O

where we bring in people from all different paths in life and they do small group

presentationsah our ki ds; ités much more interactd.i
come into any teacheroés cl ass. Maybe itobds
itds an architect. You know whatever. From

kids gé to interact a lot more and just talk about what is yourtdajay life like.

A AWomen in Technologyo event held for the
geared towarsiwomen in technology, computer science, and STEM fields. Mark cited &k ne
for this activity as an example of meeting the needs of an underserved, underrepresented,
populatiod women in technology and in the STEM professidnaddition, Orchat has
positioned itself as a ofte-onetechnology and learning schodMark explained in an interview
that he has been Apushingo for more exposure
particular at the advanced placement lesal.opportunity presented itself in the 262@15
school year when an AP computer science smgparked the interest of a small group of female
studentsHowever, an insufficient number registered for the course and it could not be offered.
Ariana, one of the female students, was very disappointed and argued Orchard was not
supporting women in STE, even though Mark talked about it often. Mark and an assistant
principal petitioned the superintendent to allow the AP comsatience course to be provided.

The course did run in the 20P915school year with 12 students; sewegere female students.
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The approaches that Ryan and Mark take to building or supporting systems that facilitate
a college and careeeady pathway for all students are fundamentally diffefepan at Bell
High School created a career and college structure based on an agliéoitius, whereas Mark,
at Orchard, continues to expand the career and college focus to encompass as many career
pathway options as possibBoth models empower students and with the support of counselors
either focus on a particular skill set or contarga or by experiencing a variety of skills to find
which one suits their evahanging life or needélthough the approaches are different they do
converge in one area: contextualizing or reinforcing what is being taught in the classroom to
mirror the arger realities of their postsecondary careers, whether in college or in a job training
program.Yet, no evidence or discussion ensued as to how the principals or their faculties
evaluate the college and/or career experiences and opportunities for effidacgterm growth
or accesskor example, it was unclear whether the principals and faculty factored regional labor
and employment data into their schoolsbd caree
interest surveys of the studenfdso urclear was whether each school had a contingency plan in
place for a change in networked relationships or career pathway offerings or whether plans were
in place to ensure that the business advisory groups or corporations could support each of the
schools or an infinite period of time.
Research Question Three: HovDo theSc h o dracdltg and Staff Build Upon the Cultural
Assets Students From Underserved Populations Bringp School asThey and Their
Families Prepare for Postsecondary Opportunitie®

In ansvering this question, data analysis revealed two the(agstudent and family
diversity is integral and unifying, and (b) every willing student parigp in every activity

even with ifs, ands, or buts.
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Student and family diversity is integral and unifying. At Bell High School, Ryan

believes that diversity is the foundation or asset of the school just as the strength in our nation is

a result of our countryds diversity:
Il thinkIthatidhk kveyo.re one of the most diver
think thatds a coincidence. | think our st
here in our school lies in our diversity. We are about as diverse a student population as
you can find. We are diverse demographically, first and foremost; we are diverse
geographically, we have kids come from all over the city; we are diverse economically,

we have students who are homeless, we have students who are in temporary living
conditions, we have students whose parents are doctors and lawyers.

To Ryan, diversity is celebrated and unites the student body; the diversity also lends itself to a
college and career experience whereby students will meet individuals like themselves and also
unlike themselves as future roommates, colleagues, employers, and friends:

| mean you have to come here and you havetomalker i ends. And itos |

college. Your roommate might be from Lincoln, Nebraska, or New York Titya t 0 s

howitishe e. Youbre going to find people very c

and youdbre going to be better off for it.

recognized, appreciated, shdrealued to a point where the differences are what makes

the student body cohesive.

During my parent focus group meeting at Bell High School a mother, also an elementary
teacher within the district, shared the fAbigg
Bell was that she would not acclimate or stzé it was going to be the first integrated
experienceHowever, her daughter wanted to attend Bell because of its culinary arts program
instead of attending different school witlner brother or another selective enroliment school.

The mother describdabw reassured she became over the first few months at school based on the
conversations she was having with her daughter at home or in the car after school about her new
friends and at times, new cultural experiences:

So, | gave her a while, and, probabtound January, | asked her, because every once in a

while she would come home, AMy friend Lexi
popping up, and | could tell that they were all different people. She gives me a rundown
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The dialogue continued and teame mother brought up a very poignant question and

conversation she had with her daughter and race and culture:

of the day. mé@éLBexi bangbandy today. And it
didndét even |l ook | ike candy, but she made
ANO, |l told hAemdilt wawnodéfiBwtooydow tried it.
|l i ke brkadwo &od | said, nwel |, for them,
different. 0 And | see a |l ot of that going
guys, sheds friendy®wihtety 6gier Ive,r ys logpéan .ever

(
|

And so | asked her, | said, AWell, do you

African American studentdDo the Hispanic studentsst ay wi t h Hi spani cs ?c«
sai d, ANo. 0 And | said, AOh, so itds just

Thatdos truly, l 6m 1| i ke, AThat 1is what high
said, AYeah, it readéy ifs iltike Itihlkae . t0haAmndwi
part.

| asked the other parents if they thought the school played a role in orchestratitigjthe
School Musicaatmosphere or the comfort level among the students with diversity, race, or

culture.They responded:

Parentl: 1 t hink they, s 0 meohdoyw ct chnefyodrvtea bnlaed.e Beevee

even talked about the students who have come to her lagosgxuality. And

shedbsithnet, and so, somehowhe ever yboc

principal could create thaipen atmosphere.

Parent 2: Or that comfortable, so it has to be, | would thitile teachers also, and the
staff. | think it does;| think that role, that responsibilityogs lie with the
principal for seeing that in peopl€o pullthat team.

Parent 3: You know the adults in the building, evédni i t s not somet hing

initiated, theywill help to, | would imagine they would help to foster it.

At Orchard High School, Mark describes
recognized the strength at Orchard with our diversity. Especially culturally and linguistically: |
mean we have typically over 30,-3@ different languages spoken in © h oHee@dmits)
though, that he has become more purposeful in his approach to meet the linguistic and cultural

needs of his students and families since becoming prin@paihg a faculty focus group

t

he
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intervi ew, a t eacher istlkasguage Ueandr départmenOahairhasr d 6 s
taken the lead in providing all families school information, to the best of their ability, in native
languages:
The departmentair has done an exceptional job with reaching out to parents and
making sure thattmed s pr ogr a mmi n gudengs and forftheicparéntsy f or
during Open House and other eventls. & r row assession with our Polish, Spanish and
Bulgarian translators, guarents argetting the same information in their native language
as well as vih letters sent home to tell them abouflihen when they come here and
attend our events, our schawide events, there is somebody who can translate into their
native language. Our big languages, not every single langiaigeur major languages.
At Orchard, | savHigh School Musicablay out as an actual performance and spread
throughout the schogbeginning with their annual bilingual playark recounted the story of a
female student who had recently emigrated from a Spa&pishking country, aking at Orchard
the week before auditiodidefstutibet swhesolgdosehi

by her Spanish teaehand told to attend auditiols t was t he teacher s way

student to meet others and develop frienasWhat happened next was even bigger, according

to Mark:
She ended up being the lead just blowing people away. And now that kid is in our
technology cl ass. Sheds in psychology. She
kind of this whole wordopned up to her. | think sheds o
both casts this year. Thereds a number of

Spanish version this year.

In addition to the bilingual school play, Mark has been more intentionas in hi
multilingual communications with students and families, as well as providing programs and
opportunities for students identified as English Language Learners or bilingual student
populationsWhat | learned about Mark from this conversation was not jgstimistic view
of his students, but also the just and demociaiented reasons for providing the bilingual and

English Language Learners a stage and club to empower themselves and bridge the divide that
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sometimes, or oftentimes, separate groupsuofents.In addition, Orchard has designated a
common area of the school, along with a study hall space, for English Language Learners or
bilingual student populations with Spanish interpreters available all day to offer or provide
additional supportMark highlighted a new addition to Orchard, during his tenure

Our new ELL chair. . . has really taken hold of is trying to give those kids more of a

stage here at scho@he started a club just last year and had betweef06dds show up

forthisclub. Thg 6 r e al | in our ELL programming and

go on just cultural outings. But just having their own club I think has recognized, has

gotten them to recognize that we appreciate them.

Every willing student participates in every activityd even with ifs, ands, or butsThe
teachers at Bell High School described how they met the needs of all their students as they
engaged with business leaders, attended job shadow opportunities, internships, and conferences,
ard visited colleges and universities through school trips or cahtygsteachers discussed
various initiatives or programs that Bell provided and continues to provide its students and

offered reasons and rationales:

Teacher 1:Because you see thatthey[st e nt s ] have the ability,
themselves short, for whatever cultur

Teacher22And some of them dondét have parents.

Teacher 3:Exactly.Soci ety has placed them. Some of t
parent or someone thatodés pushing them

The teachers then expanded the conversation and discussed how eye opening many experiences
and opportunities have been for theudgnts; in particular, to see different professions and

career individuals specific to or related to agriculture and animal sciences in person and not
through a glorified or limiting television show:

Teacher 1:Because | think half of the problemwithmany ds t hese days is
asking them to put themselves in a rol

Teacher 2:Early, too.
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Teacher 3: They have no experience in their family or anything of these types of careers.
They get the information from TV shs.

Teacher 4:Right, absolutelyWe have to show them the opportunities that are available

by actually, when they see the peopl e,
those or Al coWwlud ddhetyhatan®t make that |
peoplebecause itdés so foreign to them.

Teacher 5:Even with our science fair.
Teacher 4:We bring in judges from all walks, from university professors to people in
the field.And they workonenone wi th the kid when th
science fair projest
One teacher described the tie ceremonies she organizes evelyhgamvites alumni or
individuals from Greek letter organizations to come in and teach the young men how to tie
various varieties of ties, while the young women learn about professioniahttire that does

not include leggingsA teacher began this event after years of struggling with students coming to

school on professional dress days without appropriate attire; in many cases it was due to a lack of

experience.

Teacher 1:Andthenbr t he | ast three years |1 6ve done
that some of the guys, they dondét kno
teacher, can we expect them, I f they

Teacher2:l didndét know that.

Teacher 3:Yeah.
Teacher 2:1 always wondered how they learned for their first [day].
It was from this conversation the teachers described making sure every student had what she/he
needed for events, job shadows, Career Day, and conferences with a caveat thakéiy
work for the students because they are a small school.
Teacher1:l f t he kids say t HG@reeklditermrganizatioatjaee a t i e
50 ties there so whoever doesndt have

Day or for their jobshadow.So the teachers, when they realize that
something is missing and a kid doesnoi



158

repertoire and start pulling out our resources to make sure that every kid in
this building has what they need.

Teacher 2:1 t h i n kall,\arel ¢hat belps ariotVe 6 neadly personal with our kids.

Teacher 3:Yeah, absolutely.

Teacher 4And most kids in this school are comfortable with at least one person that they

would come andsajfivrou kno w, I dondot thiggMes t he r
Grace orl dondét have t he andesotlerywetcamhegipay f or
theml think therebs very few who donodt
canot, and we donodot know that they cali
Teacher 1: I t 6 s al wavweslikd mnguet orisdmethirig dike that, s s o m

I 6 | bkays ilygu participate, | want you to gb.money is a problem,
come and see me. So we take our kids kingersonally, ggecially because
of the careepathway modelAnd like | said, not just thal.knowth er e 6 s a
lot of other teachenshod you can see a kid and what they do.
At Orchard High School, the parents spoke
openness and supportive environment of all the cultures that come together at Orchard High

School both through the work of the principal, courses offered, and thesafieol clubs that

support their childrerOne mot her described her sonédés invol
My son | i ked it because he choqganmg right n
French <c¢cl ub, too. Theydédre | earning about t
are a Polish family and this is |like stildl
something el se. So itbds go atdoodk $oyduieamnmngt he o
about the cities. You know you |l earning th

And you have many, many differéntyou can find something for yourself and
everybody going to help you.

In my review of school documentsfound that Orchard has 69 aftechool clubs for students,

not include the sports programs (27 sports are offered for both young women an@loresn).

vary from languagdased, culturdased, career based, student interest based (video gaming,
movies, eology, recycling), musical (song writing, marching band, jazz band), peer leadership,

and social/lemotional groupshe parents highlighted a few of these clubs and argued that there
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was something for every student, providing an array of options to #éraative of simply
staying at home.
From the teachers | learned about the Culture Club and student mentoring opportunities
for young women and in particular young, Latino won@ne teacher explained why she and
her colleagues believed these opportusitiere important for young Latino women: They could
fimeet other women of color, other women that are, who are immigrants [and] who have similar
backgrounds and have achieved Amwothértearleer success

expanded on her comnisn

ltdéds kind of I|Iike clouding them um to see
them what they want to be. Lawyer, teachers, you know, very limited to what they see.
But, they dondét see people |Ii ke amesng 3D p

whom | saw, um. The one that | was [at a local university] on leadership, he and his wife

are African American and our girls totally engaged with them, because they saw that the

whole worl ddés not White.

| found that the supportive and intentional environment at Orchard to support all students
demonstrated many elementskof nc hel oe and Steinbergbés (1995)
what was even more interesting was the theme of trust that arose myrprgncipal
conversations and with the teachers during our focus group meetirgg.arose out of many

conversations about the role of parents; this quote from a teacher concisely described the theme:

Il think someti mes t herjebraurag thanmaybe our gaems i o n,
arendét involved because they dondt want to
involvedl t 6 s because t hey Ilarking nobjastoree; butkwod s t o r
jobs, so if they&roeaf[enm etn]dest,a ypsaadetnhreott ecaacrhdet
because they either are working or they have already eutihst in us and they would

l i ke to be there, but they candét necessar.

Mark repeated a similar sentiment in one of our conversations td@backgrounds of
the Orchard families and their expectations and understanding about school and the role of

teachers; in other words, a potential incongruence between the expectations of the school and the
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expectations of the families (discussed in aesle question twoBuilding on that idea, a teacher
explained:

The parents of our students put the trust in us, you know, at Orchard. They trust that we

are going to make good decisions and somet

because waato interienre @ith culture. Our parents are very, very hardworking;
many of them two parent families, both Mom and Dad work, they are usually-fmaicer
positions. We were just at a meeting about Naviance and Jade [current counselor at

Orchardjwasa®r chard student from a Polish i mmigil

parents dondét understand because theyore

that you can help their kids make good

As principals, Ryan and Mark have demonstrated #ncouragement, celebration, and

commitment to all students, but in particular the cultural assets all students bring to their schools.

Diversity was a long discussion for both principals, and although not the focus in its entirety in
this study, | encaraged the dialogue because it became the thread that wove many of my
guestions together into this case study report and my andlyeescription of one of the
schools by one of the parents as a popular musical and television préliganschool Musial,
also resonated with my review and analysis of the interview thatgher words, diversity was
not just theater, but preparation for the world students encountered and would encounter as
maturing adults in college settings, workplace environmentss our future leaderslthough
encouraging, both schools, and possibly any school in the country, continue to struggle with
diversity and the potential unintended consequences or limitations to policy decisions.
Summary

This chaptedescribeckachof myr e sear ch st udyoéasefhnalyssi ngs
across the two high schools included in this rese&ath principals mirrored a mindset that
regardlessof h e i r s c h ordhle 6ompositmrt o thel student population, their job was
two-fold: (a) create a high school environmentaaglace to provide all students walflexible

path to follow their passionand(b) it was incumbent upon them to move students from their

S

dec

W i
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starting point to a point that would garner thirure siccessaand indepedence Yet, as is likely
true with any school, limitations and challenges are evident and require further investlgation.
the next chapter, | further explore these con

with implications on furtheresearch and policy.
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Chapter 6
Summary, Discussion, Implications, and Recommendations

This studyexaminedhe leadership practices of high school principals as they advocated
for and creatg a culture focused on college and career readiness for sgudamt historically
underserved population§he studysought to understand whether social justice ideologies
influenced the philosopésand action®f the principals as they creatadtollege and career
readinessulture while embracing the cultural atssef students from historically underserved
populationsA multi-case study design was used to investigate the practices of two public high
school principalsto identify and describe the characteristics that they shardal not share
and to build knaledge.l employed purposeful sampling igientify and selectase site
(Maxwell, 1998)that addressedhe st udyds problem and purpose

The two case study sites were high schools in the metropolitan area of a large
Midwestern city with enrollmentsof 600 students at Bell High School and 1,800 students at
Orchard High SchooData werecollected between October 2014 and May 2(Ryan was in
his eighthyear asBell High School principaandMark was completing his third year at Orchard
High School. Data collection methods included interviews of the principals and focus group
interviews with selected teachers, students, and parents/legal guardians, observations, and
document reviewT he study addressed the following research questions:

1. How does a high school principal advocate for and support students from underserved
populations in accessing postsecondary opportunities in college and career?

2. What system or structures are in place to facilitate a college and career ready pathway for
all stucents, but in particular students from underserved populations?

3. How do the schooldés faculty and staff buil
from underserved populations bring to school as they and their families prepare for
postsecondary opptninities?
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Findings

The findings of my study are detailed below accordintpéresearch questions.
Research Question One: HoviDoes aSecondary School Principal Advocatefor and
Support Students From Underserved Populationsn Accessing Postsecondary
Opportunities in College andCareer?

Data analysis revealed three major themes: (a) it begins with the mindset of the principal,
(b) principals strive for equitable outcomes for all studentsuigh their leadership, and
(c) principals ground their advocacy in interpersonal and pedagogical relationsbigsoth
Ryan at Bell High School and Mark at Orchard High School, their misfisgian with a direct
statementThese are our students and our job is to provide them with ahgateadthem to a
college and a career, bt necessarily in that ordéf.h e p r ioptimistip \dAelwsvéreboth
reassuring and humbling: reassuring in the sense that there are school leaders who believe
childrenb6s oppor tswhéentedueators combirle justiee oremtexl valuésmwitht | e s
excellence in teaching and learning for atid humbling that there are school leaders who do not
view students through a deficit lens.

Students in both schools werewed aauiniqueindividuals whentheyarrived at high
school with whatever skills they possesdbe principals and teachesrked collaborativelyo
move individual students from an initial powitcollege and career exploration the high
school trajectory t@a college and/or carepathat high school graduatioit.o support this
academic growth,dth principals built relationshipendforged business and higher education
partnerships that set in motion learning opportunitiesdbald catapultheir students into roles
and/or futue job positions by opening their world to college and career fidltiether through

the involvement obusiness Advisory Boards, alignment of curriculum with postsecondary
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institutions, or creating bridges of understanding with paré&ots, principals havéound or are
discovering structures thainction effectivelyin their schools, for their students, and for
families.

Research Question Two: WhatSystem or Structures Are in Place toFacilitate a College
and Career Ready Pathwayfor All Students, but in Particular Students From Underserved
Populations?

Three major themes were revealed: (a) principals create a career pathway structure in
their schools that builds a culture focused on college and careers, (b) coumseégiusient
support staffalign their activities withthe career pathway structure, and (c) exposing students to
college and career experiences and opportunities contextualizes/reinforces what is being taught
in classroomsAlthough both schools approached career patswaglifferent ways, thegach
provided students with experiential cours@support their preparation for college and careers.
Through their involvement in selected pathwastadents earned industry certifications that
qualifiedthemfor immediate entrynto the workforceor providedtransfercreditsat
postsecondary institutiongoon graduatiorBell High School built its career pathway arouand
singular career fieldagriculture, while Orchard High School offered its students courses in
various careefocus areas.

The career pathway structure was more than just curricular and teacher led
encompassed the entire school environmiantudingthe counseling and student support staff
that provided programming to support students and their familiesghreollege and career
planning.Counselors organized college fairs, career fairs, college application sessions, financial
aid sessions, int ¢dromms h ium cfdr styxl pndstieati coverasdntapicsii h o w

such aswriting college essays, atteing college fairsandworking with professionals in their
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internships or job shadamg opportunitiesin addition, both high schools offered students
internships, job shadamg experiencesand experiential opportunities outside of the classeoom
as wellascareer, collegeyr international experiences with little to no cosstodens. These
experiences and opportunities were made possible by the foresight and leadership of the
principals and théusiness and industrglationships they formed amhcouraged with the
support of their teachers.
Research Question Three: Howo the Sc h o d~acdltg and Staff Build Upon the Cultural
Assets Students From Underserved Populations Bringp School asThey and Their
Families Preparefor Postsecondary Oppdun ities?

Data revealed two themasross both school§a) student and family diversity is integral
and unifying and (b) every willing student participates in evacyivityd even with ifs, ands, or
buts.At both schools, wersity was cherished, treasur@thdacted as aneans of bringing
everyone togetheParents describdtbw open and welcoming the school and faculty were to
diversity and how culturally attudehe school was students and familied mother, during
one of my focus groupspentionedhe musical and movié¢jigh School Musicalexplaining
how she made sense of her daughteros descript
student bodyThe mothedescribedcherinitial concerrs and anxietee ver her daughter
integrated shool experience; yet, her concerns diminished as her daughter began sharing stories
of friends she was meeting and learning about their different cultural experientescase of
Orchard, the theme ¢figh School Musicahctually came about in the farof a play that the
school had held the year before my study commenced with a stigdehtd recently emigrated
from a Spanisftspeaking country with limited English proficiencyhe student wasnmediately

castnt he school és bilingual play by a teacher,

\
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develop relationships with other students asagsimilatednto her new environmenalthough
avery simplistic act on the part of the teachiewas more than just&@coming one studentt is
the culture ofOrchard.A culture that is also demonstrated in theltilingual newsletters and
multilingual video broadcasts and messadireg Orchard produces as a mechansransure
every studenand familyhasaccess tall information.

These examples also build on gerxond themehe participation of all students in all
activities, with no reservation¥he culture at both schoogently and empathically assured
students that the faculty aadministrationwere thered support and assiftemin every way
possible to be successful and meet challenges and opportunities that were pBelldedchers
highlightedone areaprofessional dresattirefor students during job shadow opportunities and
internshigs. At Orchad, teachers described high lesef trust the parents and families had
bestowed upon them to prepare their children for college and career opportlihgjes.
explained thatrust was an honor amvdere quick to emphasize thatlid notserve to take the
place of parentsbeiggx pect ed t o parti ci paparentswereinvblved r c hi
in all ways they could or knew how to be involved or supportiéBell, the theme of trust
camein the form of care and empathy on the part of the teaemeiprincipal as well a®n the
part of the students who felt they could ask a faculty member for sup@ssistance to meet
the academic or carebased expectations set in place by the school and/or teachers.
Discussion

By combining the theory ofogial justice with school leadership, | argued that principals
can increase the academic achievement of all
curriculum and programs based on the needs of all students once opportunity gaps or barriers

have ben identified By providing all students with career and college experiences through a
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career pathway structureigh schooprincipals can create conditiomsschools that can lead to
postsecondary opportunitieBhe end result, once school leaders have critiqued their curriculum,
programs, practices, and policies within a social justice frameworlscisal wherein safe,
inclusive, and caring relationships will prepangeeryandany students to participate indlgame

of school and lif§see Figure3).

Incorporate CCR
Culture and
Career
Pathways

Identify
Opportunity
Gaps

Social Justice
Leader

Critique with SJ
Framework

Figure 23. Conceptualdadership model to create schools
that provide equitable access to college and career
readiness for all students through a social justice framework.

My approach is necessary anfbrmative for three reasons: (a) to provide empirical
evidence of social justice principles in action; (b) to provide a social justice framework or litmus
test (Shields, 2004) to guide school leaders in their beliefs, decisions, and practices aatiey cre
a college and career readiness culture in their schools; and (c) to provide principals and school
leaders with a researdifased framework that will promote a more just and equitable education
for all students while they address daily challenges sublu@get reductions, violence, poverty,
limited high quality resources such as teachers, support staff, books, professional development,

technology, or curriculum, and potentially deficit ideologhgext, | discuss the findings of my

study wi t 2019) foGrdimensopadfiamework and principles, wherein he argued
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that social capital can break down access barriers to postsecondary education and/or careers
before highlighting a limitation to his model: the lack of equity and access by historically
underserved students in their everyday school experiences.

Social justiceleadership in schoolsOne finding from my researchasthe deliberate
and mindful approach of principals as they created conditions and relationships in high schools
that could preareall students to attain academic success and equitable access to postsecondary
opportunitiesAt Bell and Orchard High Schools, principals Ryan and Mark were deliberate and
mindful in their approaches to establishing school structures that could padEitelents to
attain similar levels of academic success by attending to the needs of those who may find
themselves not achieving academically, feeling marginalized, or potentially disadvantaged in
learning opportunitiesThe deliberate and mindful actis of both principals stemmed from the
mindset they each brought to their schools and their roles; their job was to academically prepare
all students to meet benchmarks set by their state board of education while preparing them for
postsecondary access awtcess in college andcareéts. om t he studentsd per .
mindfulness empowereglerystudent to participate in and take responsibility for their own
learning by feeling capable, comfortable, and compekertddition, the career pathway model
or approach laid out a path to college and careemthgttudent could choose because they were
knowledgeable, aware, prepared (academically and socially), experienced, supported, and
empowered.

For both principals, | found they held themselves tocoantability or outcome
standard that did not end senior year; it ended when their students entered and exited a
postsecondary program, it ended when their students embarked on a career path they had chosen,

and in many cases it ended when students catie &s teachers or role models for the younger
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classesYet, interim data or student data based on graduation outcomes, for example, was not
discussed or shared by either principal nor was disaggregated data discussed by suldgroups.
lack of a data dis@sion in its support or critique of the numerous policies enacted or supported
by both principalsnay beconcerning butanalysis and review of student data was an overall
limitation of this study.

College and areer readiness and a career pathwaytsicture . A second major theme
from my findings is the establishment of career pathway structure in both schools that builds a
culture focused on careers, colleges, and postsecondary learning opportunities simultaneously
and forall studentd albeita moreformalizedcareemathwaystructureat Bell than at Orchard
High SchoolFigure24). The practices and behaviors of both Ryan and Mark provide evidence
and support of this major then®oth principalamplemented and supported¢areer model that
could provide their students with industnecognizectertifications thatould leadthem into
immediate jobs, a career, or transfer into crbd@ring opportunities at a postsecondary
institution. Although the career courses offeredath high schoolslid notencompasthe entire
array of careefields, both schools built otheir physical facilitiedo create a learning
environment that wasased in preparation ftwoth college and caredacilities aside, the
passion and drive of the teachers | met througticoys group meetings was the key that
connected students to carednsaddition, manyeachers hagrior careetbackgrounds in the
particularcareer fields they taught and were enthusiastic to share with their studentollege
and career focus wastonly presenin classrooms bulsoin the hallways, school assemblies,
career and college fairs, and multiple other opportunities to help students prepare for both the
college application process and career internship opporturiitiestich college ah career

culture at both schools is also characteristic of the optimism shared and experienced by all.
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Identify opportunity gaps

Not formalized, but
evidence of
consideration in policy,
organizational structure,
and programmatic
changes

Not formalized, but
evidence of
consideration in policy,
organizational structure
and programmatic
changes

Incorporate CCR Culture (Conley
2009, 2010)

Principle 1: Create and maintain a Yes Yes
collegegoing culture in school
Principle 2: Create a core academic | Yes Yes

program aligned with and leading to
college readiness by the end of twelftt
grade

Principle 3: Teach key sethanagemen
skills and academic behaviors and
expect students to use them

Not observed

Not observed

Principle 4. Make college and careers
real by helping students manage the
complexity of preparing for and
applying to postsecondary education

Yes

Yes

Principle 5: Create assignments and
grading policies that more closely
approximate college expectations eac
successive year of high school

Not observed

Not observed

Principle 6: Make the senior year
meaningful and appropriately
challenging

Yes

Yes

Principle 7: Build partnerships with an
connections to postsecondary prograr
and institutions

Yes

Yes

Incorporate Career Pathways (lllinois
Career Cluster Framework)

Yes

No

Critique with Social Justice
Framework (Kincheloe & Steinberg,
1995)

Not formalized, but
evidence of
consideration in policy,
organizational structure,
and programmatic

changes

Not formalized but
evidence of
consideration in policy,
organizational structure
and programmatic
changes

Figure 24. Comparison of case study sites according to conceptual leadership model

Conl eydbs conceptions of colnthsgay Bfoudd car eer

evidence of nearly all of Conleyds (2010)

app
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High Schools (Figure4). Specifically, the establishment of a colleg@ng culture by
displaying college banners, organizing college career fairs, and holding assemblies to
celebrate college acceptances (principle 1); alignment of the Common Core State Standards and
ACTO6s College Readiness Skills to each school
pathway structure to ppare students for careers and college through rigorous coursework
(principle 4); career internship opportunities, capstone projects, and advanced placement and
dual enroliment opportunities (principle 6); and established partnerships with postsecondary
institutions and businesses (principle TAvo principles were not directly observed or identified
through data review: (a) teaching key seinagement skills and academic behaviors (principle
3) and (b) assignments and grading policies that approximalledeexpectations (principle 5).
Implications

An intended outcome of my study was to provide principals, school leaders, and those
aspiring to the rolan action agenda to be mindful, deliberate, and equitable as they lead schools
and create paths to college and career readinea$f ftudents regardless of their cultural,
financial, familial, and social backgroundsthough the statement sounds sirspt, the reality
is that we continue to observe gaps in achievement and opportunity among student groups, we
witness educational loss or opportunity loss among student groups, and access and persistence
data in postsecondary institutions are not reprasent ve of our nationds gro

The onus of these challenges, gaps, or losses, however, does not fall squarely on the
shoulders of only high school principals: It is a systemic failure on the part of the eni#@ PK
education landscapelowever the focus of my dissertation study limits my understanding to
what | observed, heard, and understood within the context of two metropolitan high schools with

demographically diverse and majority minority student populations organized around.career
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Yet, even with thidimitation, | withessed the potential offered by two schools and their
principals in beginning to address the systemic gaps and losses inequitably and unjustly suffered
by students historically underserved by our education sy3temme, tle potential became
apparent with two statements that | paraphrased from over 200 pages of transcripts:

1. Our job as school leaders is to move our students from their starting point to a point that
will garner them independence and success.

2. High school is lace to provide all students with a flexible path to follow their passions
and the means to circumvent liatiibns others may impose.

These statements highlight the mindset and ideology of both principals in this study as they led
their schools with engthy and optimism with a steadfast focus on equitable access to everything
the school had to offell students while empowering students, families, and staff members with
knowledge, awareness, and opportunity to take responsibility for their own learning.

One finding from this study was the deliberate and mindful approach of the two
principals as they created conditions and relationships in high schools that could pllepare
students to attain academic success and equitable access to postsecondary opportunities through
the lens of social justic&.he reality is that school principals and those in leadership positions are
tasked with oversight or managerial tasks to ensutdttba teachers are teaching an academic
curriculum benchmarked to learning standards and assessing student learning: This is the daily
and yearly routine of schoolingrincipals also adhere to professional standards just like many
other professiongn the case of education leadership, 10 national professional standards all
begin with the phr ase ..MEfafnedc teinvceo mepdauscsa ttihoen a lo |
categories: Mission, vision, and core values; ethics and professional norms; equity antl cultura
responsiveness; curriculum, instruction, and assessment; community of care and support for

students; professional capacity of school personnel; professional community for teachers and
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staff; meaningful engagement of families and community; operationsxandgement; and
school improvement (National Policy Board for Educational Administration, 28HE5ed on
these professional standards, one would argue that principals and school leaders have met the
requirements for providing all students, teachers &affl and families with access to education
or in other word8 that is schoolWe can also argue that principals, school leaders, and teachers
prepare all students to attain academic success according to their abilities or learning
classificatio® gifted, hanors, advanced placement, special education, English Language
Learners, regular track, collegeep track, caregorep track, and a variety of other designations.
A few of these learning classifications are mandated by law while others are rooted ioatistor
foundations and some classifications have evolved to meet new trends in education.

My concern however, is that the classification system of students has led to a tenuous
condition in schools that have segregated students into academic aachdenit tracks,
created silos of teachers or academic departm
through the motionsodo of s ch totherwotdg schoolkasdi s o
become a place that on a micro level is a place of teg@nd learning for students who want to
or can learn with minimal support and yet, has lost the macro view or the large picture of what
education should be providiredl students equitabdyit he capacity to choose
to attain ,onaenbds tphuer paobsielsity to help transform
(Green, 1988, p.32r eend6s quote sounds the alarm for ec
can make all students fAcitizens of andhotond r ee w
misguided bylearning classifications, judgents about intellectual and physical abilities, culture,

race, social identity, or soceconomic factors.
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Equitable access to education requires more than a pishaf outcomes or evaluative
measures of both students and teachers. It requires a critical dialogue of how we are providing
every student with equal access to academic knowledge, which students are mastering that
knowledge and which are not, what is the knowledge that is being tanghtjhg the
knowledge is not being consumed by all students at equitable This<ritical dialogue is
uncomfortable and many educators may find themselves avoiding the conversation or its
implications due to their own biases, personal experiencesjvaté&chool leaders may
consider the lack of knowledge or the inadequate training of educators in theories of cultural
diversity and social justice and current research on career and technical education and college
readiness as barriers to dialogue agfdnm of education practices that are not meeting the needs
of all students equitably.

Building on the first theme, the creation of a career pathway structure in schools that
builds a culture focused on careers, colleges, and postsecondary learnngropgs
simultaneously and fall students must be highlightethis study of two different high
schoos Gareer and college readiness models provides a starting point for actualizing a fairly
seamless, socially just, and academically and career aahing environment for all students,
but in particular students from historically underserved populatidms.models at Bell and
Orchard High Schools are far from perfect or devoid of challenges or limitations and were not
created overnight; yet, both meld were led by visionary leaders that challenged the role of high
school education and the outcomes it was produdiadpoth principals, high school was about
providing their students with a path to life, financial and social independence, and becoming

contributing members to society-large.Most importantly my study found that both principals
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did not view diversity, whether race, class, culture, language, gender orientation, or financial, as
a barrier to success, but a unifying asset.

Previousresearch hamund that high schools are plagued with a stratified education
system that continues to provide a rigorous curriculum for perceiveebblgbving students in a
college or career track and a general or vocational track for students petodpecidw
achieving (Oakes, 1983, 2005; Oakes & Guiton, 19BBis unresolved struggle, wrought with
critical questions and socially unjust practices, also produces negative economic consequences
with regard to employment opportunities, earning incomeaterg wealth, living longer and
healthier lives, and home ownership for students that have been denied access to essential
academic knowledge and skills (Belfield & Levin, 2007; Wilson, 19B6}leral legislation
under the Carl D. Perkins Career and TéchlrEducation Improvement Grant (Perkins V) of
2006 requires integration of academic content and knowledge into career and technical education
programs; yet, federal legislation cannot be forced upon school sy#tecosding to Epperson
(2012), PerkingV vertically aligns career preparation between high schools and postsecondary
schools, which ideally can prepare young adults and adults foiskitjttabor and highwage
employment and potentially meet our current and future labor needs while prdwigigg
wages.

The state of lllinois created its own career cluster model as a way to vertically align and
close the information gap between high school and postsecondary opportunities within 16 career
cluster areas (Jankowst al.,2009).Yet, only oneschool in my study had received
professional development and implementation support of the model in their school, whereas the
other noted that the model was mentioned at a workshop but had not introduced the topic to the

faculty or incorporated structurahanges to its schadlhe lack of incorporation or integration
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of a career cluster model in high school is perplexing when published studies and literature and
to a small extent the findings of this dissertation case study highlight the benefits arss sdicce
career and college integration and preparation in high schaigls.school educators may be
i nadvertently | imiting students6 access or
only core academic subjects or remedial courses insteamlddding career development or job
training within the core academic subjects or as stdode courses:or some students, high
school may be their last formal education opportunity, for a variety of reasons, but also a last
opportunity to extend a studd 0 gsestiamdforepotential.
Recommendations for Practice, Policy, and Future Research

Based upon the finding from this study, folowing recommendations are offered for
currentand futurepractitioners policy writers or analystgndfuture reseachers or doctoral
students

1. Consider the conceptual leadership model presented in this study or an equity
based improvement model to begin dialogue around meeting the needs of all students,
equitably, and building a culture focused on college and caee readiness.lt is essential for
schoolsto incorporate &ontinuous, cyclical process that identifies opportunity gaps,
incorporates a college and career readiness culture through a career pathway structure, and
critiques the process, policy, programstucture through the lens of social justiééhough
my conceptual leadership model is focused on a college and career readiness culture with a
career pathway structure, the leadership model is applicable to any theme, program, or focus

Powerful,researckbased equity oriented continuous improvement models have been
developed by the Center for Urban Education at the University of Southern California (see Harris

& Bensimon, 2007) and the Office of Community College Research and Leadership at the
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University of lllinois at Urban&ChampaignseeBragg, Bennett, & McCambly, 2016)hese
models should be reviewed and tailoreduse byschool leaders as a meansgamining
opportunity gapsr barriers within the school and the college and career resdinedel or
practices in place to encourage and invoke critical dialogue through a social justice framework.

2. Conduct equity audits as part of school anddistrict data conversations Equity
audits (Scheurich & Skrla, 200Scott, 2001) can be a powdrfeadership tool to open lines of
communication among multiple stakeholders to explore and understand inequities that hinder
access and academic achievement among student gésupgquity audit is a leadership tool that
focuses or limits data analysisreview to a specific focus area, for example, to reveal gaps or
weaknesses or highlight areas of improven8cheurich & Skrla, 2003Dnce inequities are
identified, stakeholders can begin the process of deconstructing the inequities or opportunity
gapsand recreatng structures, policies, programs, or curricular changes so that the classroom,
school, department, or district can be mindful and deliberate in providing all students with a
more just and equitable educati@guity audits can also be usefalidentifying opportunity
gaps as part of my conceptual model

The following recommendations are offered paticymakers

1. Create school or district -specific policies modeled upostate or researchbased
career pathway models or programs of studyt the high school levelMany states, in
addition to incorporating a national modedve developed career pathway models or career
focused programs of study thealign curriculum and degree programs between high school and
postsecondary institutionds noted earlier, lllinois has adopted an lllinois Career Cluster
Framework Jankowsket al.,2009), which is used to develop career pathways in both high

schools and postsecondary institutioBtates with welblesigned, articulated careduster and
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pathway models can provide a foundation to any high school seeking to integrate a career
themed focudto existing courses instead of isolating Career and Technical Education programs
or courses into stanglone entitieslt is essential foschool districieducatorgo begin career
exploration anatonversations early in high schpahd even as early as elementary and middle
school,and toprovide their students with experiential or exploratory career opportunities so that
students and their families can Wwdogether to structure their high school plan and begin
preparing for additional years of study, financial considerations, and exploring postsecondary
institutions that meet the needs of the student, family, and future career.

2. Consider adoptingConly 6 s (200 9, 2010) <college and
critical regard for limitations highlighted in this dissertation study into schoo} or district -
based career and college readiness policigdon|l eyds Four Keys to Col
Readiness and Seven Appticeship Principleare based on 20 years of field research with

numerous studies and reports publisttedugh his nosprofit research center, with findings that

suggest success or improvement in schools throughout the cdomtrp. | ey 6 s kplgss and

provide a starting point for schools, districts, practitioners, or researchers to consider when
considering, evaluating, or designing their own college and career frameworks within the
limitations highlighted in this study.

3. Schools of Educationand/or professional development providers should
incorporate the ideology of social justice leadership theory to all courses or professional
development opportunities Social justice theory should not be relegated or confined to
introductory courses in edation theory or advanced level graduate coursesstetidshould

be foundational to every course professional development opportuni&very inquiry, topic,

ot}
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