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ABSTRACT
The purpose of this study is to determine how superintendents cultivate high achievement
of English language learners (ELLs) and students with disabilities .Sk literature
identifies various actions superintendents take to create high-achievimgsliSinere is a gap in
the literature that relates to how district leaders create the charded to have a positive
impact on ELLs and SwD. Given this gap, this study seeks to address the follesaagch
question: In rural districts that have been successful in terms of high anbi@ver all
students, what actions do superintendents take to cultivate high achievement for bisth Engl|
language learners and students with disabilities? To address thiehepaastion, case studies
of two districts will be framed by conceptions of social justice leadersigpeadership for
change. The study is significant because it provides important insights osupeaintendent
leadership as it relates specifically to high achievement of Englighdge learners and students

with disabilities.



Chapter 1
District Leadership for English Language L ear ners and Studentswith Disabilities

As an educator for 22 years, | have witnessed teachers who integrate and bas® suc
with students with disabilities (SwD) and English language learnétssjin their classroom
and teachers who are fearful about meeting the needs of children with desabrid English
language learners. The solution for many teachers who do not feel thatrihsy siaccessful
with SwD and ELLs is to ask to have the child removed from classroom instruction eithe
through a pullout program or through the help of an assistant who is not as qualified as the
classroom teacher. This is not often in the best interest of the child. M#msefchildren
spend a large portion of their day in pullout programs or receive separate specialize
instruction, which results in a disconnected curriculum and school day (Cappet&d;rat
2007). These separate programs have not had the desired results of high achievenesat for
students. In fact, separate or basic programming for students based omgyathiliiyng rarely
creates a situation where students can catch up in the curriculum (CappetugaF2a07).

ELLs and SwD tend to be put in lower ability groups based on their language needtdignd
label. These separate programs tend to have lower-quality instructiomgeeatven larger
gap between regular education students and those educated in separateSaasses (
2004).

In my experience, parents many times blindly follow the recommendatibe of t
teacher to remove their child from the classroom because they are foustitatéhe lack of
achievement of their child and they do not know how to best advocate for them. Sometimes
parents are the ones who insist that their child be taken out of the classroom faneuatgile

instruction, because they think that it is best for their child.



My personal experience with a child with a learning disability gives me tispgxive
of a parent as well as the perspective of an administrator. The frustradié@etings of
helplessness as a parent led me to want to make a difference for childreadesr in a
district.

As a parent, | experienced having my son pulled out of the classroom for his reading
difficulties in first, second, and third grades. The teachers worked to convintaniewvas
the only way he would catch up. He seemed to get more and more behind, had self-esteem
issues from being taken out of the classroom, and started to think he was not as tmart as
other children. The pullout was not helping, and we were both getting frustratedoRight
wrong, | refused any additional pullout for my son. | continued to work with hisetass
teachers to try to get his needs met in the classroom, albeit with a lot of anguaighout
his elementary and secondary schooling, he had some teachers who believedltheach
him, and he flourished in those classrooms. He also had classrooms where heateltl defe
Most of the teachers who had no success with him tried to convince me that he would be better
off in a pullout program. He would become frustrated and angry in those classrooms. The only
noticeable indicator of whether he would do well was if he had a teacher who théhdwm
and who believed that he or she could teach him. The cumulative effect of the yeaseof mi
learning opportunities resulted in it being a struggle to get him to go to school and in him
feeling frustrated and wanting to give up. As a parent, | could see whati@emoblem
solver he was and how bright he was, but because his disability was relatedrtg, neaahy of
his teachers could not see through his struggle to his intelligence. Slowly, et dhelieve in
himself anymore—it was like his desire to learn was taken from him, and it tcaiparneo see

him give up. He went from hopefulness, to frustration, to anger, to defensiveness, to



hopelessness. | felt like a doctor whose child had incurable cancer. | couldentitecur
problem even though it was my profession. My son’s struggle developed into the passion
behind what | do every day.

As a district-level administrator, | wonder what the vision is for childkenrhy son
who have the right to succeed in their educational experience but hit brick teabrack wall.
Many times there is an assumption on the part of some teachers of aidéfieithild.
Unfortunately, dealing with student failure by blaming the student has been a common
approach for public schools (Frattura & Capper, 2006; Garcia & Guerra, 2002 8Skrl
Scheurich, 2001; Valencia, 1997). Instead of wondering what makes the child unable,to lear
am convinced that we should be asking what makes us unable to teach them, and what kind of
leadership would create the environment for that to happen (Scheurich, 2003; Skrla &
Scheurich, 2001; Sramek, 2007). | care about what high-achieving districts do, butcifiy spe
interest in achievement is in the kinds of influence the superintendent has on studemes who a
disadvantaged in the school system because they have disabilities or do not spslalagng
their first language. This study will focus specifically on rural schawdsamly the populations
of ELLs and SwD because these are growing populations in many rural s@tooldi
(National Center for Education Statistics [NCES], 2010). Many times$digtaicts do not
have the same resources as urban districts (Capper, 1989; Hooper, Pankake, & Schroth, 1997;
Howley, Woodrum, Burgess, & Rhodes, 2009), such as full-time personnel solely in charge of
ELL students or access to programs such as bilingual education. Ruralsdis&iare
showing gains in serving ELLs and SwD will provide a rich context from whiabatm Imore

about superintendents’ actions that help produce more positive outcomes for these students.



Statement of the Problem

It has been widely acknowledged that we are not successfully teadrehddaken
(Barron & Sanchez, 2007; Ladson-Billings, 2006; Rorrer, 2006; Scheurich, Skrla, & Johnson,
2000). Nearly four decades after the Education for All Handicapped Children Act of 1975
mandated a free appropriate public education for all children with disabilitiesedrdue
process rights, and mandated individual education plans and education in the leetst@estri
environment, we still are not teaching special education children welgkriowclose the
achievement gap for them. Much of the time we still use the approach of addressing t
problem of student achievement after students have failed. According to FrattCaper
(2006), special programs are like the “ambulance at the bottom of the @lif58). Many
times students are placed in thafter they fail academically, socially, or behaviorally. The
more proactive response with respect to student learning in the schools woufddeetd
student failure by addressing the needs of the student before getting to the tedgdifhf

The signing on January 8, 2002, by President Bush of the No Child Left Behind Act
(NCLB) into law, while controversial in many ways, has made distriotety examine the
achievement of all children. In particular, NCLB has forced districts and astratoirs to
disaggregate achievement data, and district leaders are now awerelidference in
achievement of White middle- and upper-class children and students of color, spéakers
languages other than English, students with a disability, and children of pd\®gynation,
we are not doing well in addressing these gaps (Barron & Sanchez, 2007).

Gloria Ladson-Billings (2006) calls this gap the “education debt.” She cesHze
education debt to the national debt. Closing the gap with the nation’s current children would be

a start, but even that would not be enough. Closing the achievement gap only with this stude



in the current system would be comparable to balancing the budget but not touching the
trillions of dollars of debt and accumulating interest. By comparing the eolnakgystem to

the national debt, Ladson-Billings gives the achievement gap an added urgercyowthe

gap exists, but now we must do something to address it. Reyes and Rorrer (2001), in looking at
policy for ELLs, find that minority students experience significant failangublic schools

both in graduation rate and on standardized testing. In addition, Capper (1989) foundlthat rura
school districts were ill-equipped to deal with the challenges of growingsdiyapulations

and students with disabilities.

The goal of NCLB was to close the achievement gap for traditionallyimadizged
students. “This law finally puts muscle behind the attempt to close that gapNea York
City Schools Chancellor Joel Klein. ‘We can no longer mask the deficiencies efstodents
with outsized gains by otherg(U.S. Department of Education, 2007, p.There is evidence
that some districts have begun to close the gap (Chenowith, Theokas, & Harwasitini
2007; Rorrer & Skrla, 2005; Zavadsky & Harvard University, 2009). Leadetshiglioses the
achievement gap needs to be replicated in other districts in order to produceakigimiac
achievement for all children in all districts.

More research needs to be completed on how a district leader makes thargecess
changes to close the achievement gap. Most current research on leanfetstiprts is based
on overall student achievement (Waters & Marzano, 2006). The research on the esugemint
effect on student achievement is most commonly known through the work of Waters and
Marzano (2006), who completed a meta-analysis of district-level kagdo answer the
following two questions: “What is the strength of relationship between |dapexisthe district

level and average student achievement in the district?” and “What spectiict-tiestel



leadership responsibilities are related to student academic achieverpe)?’Marzano and
Waters defined achievement as “average academic achievement atritideiist” (p. 4).
However,averageacademic achievement can be high in a district without having high
achievement for marginalized populations in that district. The question thahsemwhat the
district leaders who are closing the achievement gap with margish@apmulations are doing
to get these results. This study will focus on leaders in rural distidstwow success with
ELLs and SwD. The study will look at the actions the superintendents in thosgslistkke to
cultivate high achievement for both of these traditionally marginalized pamsail he
reasons for choosing these two populations are to narrow the study and to address two
populations that are a concern for rural districts (Capper, 1989; Hooper et al., 4997). |
addition, the current literature addresses high-achieving school districteeaeffect
superintendents have on overall student achievement, but the connection of that literature
leadership in rural districts—particularly for students with disabilitresEnglish language
learners—is minimal. Sramek’s (2007) study of the role of the superintenderggrabed
Comprehensive Services (ICS) (Frattura & Capper, 2006) as it relatastioaedl inclusivity
is similar in some ways to this study. In her multi-case study of supsterés using ICS,
Sramek determined that the role of the superintendent had changed from that ofer teanag
that of a collaborative leader with a clear mission and vision, instructional |eadea leader
in district accountability and student achievement. She also determined thrgdaatant future
study would be to determine what qualities superintendents had who led successfal ch
initiatives. This study takes up this recommendation in part. Although this istsayilar to
Sramek’s in its examination of superintendents with successful track reécdhgsarea of

equity, this study did not use a predetermined method or approach such asddfveting



achievement. This study contributes to the research base on successful rigtsl asshg
educational leadership change theory as part of the conceptual framewdtikdirigs also
provide important insights into how significant changes in the achievement gap can bappe
a districtwide scale, especially for rural districts.

This study looks at ELLs and SwD; therefore, the social justice lens gave ayta w
see whether the components of social justice were fundamental to tlieggsachieving.
While social justice is generally more comprehensive by including additategories of
traditionally marginalized students, ELLs and SwD are among the groupsleht who are

typically determined to be marginalized.



Chapter 2
Literature Review and Conceptual Framework

The literature reviewed for this study includes the following strandssetreh:
achievement of ELL students, achievement of students with disabilities, eduslsgts and
practices, and the superintendent’s role in student achievement. The diesstilands
document the problem of achievement, which is summarized in the first chapter, and provide
important insights into the kinds of skills, practices, and dispositions that areatssedth
addressing this problem. The fourth strand delves into the research thaehdg been done
to identify the actions of effective superintendents. After reviewinggtheerature strands and
establishing the rationale for the study, | present my research questionscauss dhe two
conceptual frameworks that guide this inquiry: social justice leadershipadetd@ip for
change.
Achievement of ELL Students

The Elementary and Secondary Education Act of 1965, later to become No Child Left
Behind, provided federal funding to improve the education of children with disabilitesga
other traditionally marginalized categories of children. Students who anenig#o speak
English are one of the traditionally marginalized categories of chil@etricts in the United
States are attempting to serve a growing number of English languaggrse@iehl, 2000).
Projections suggest that by the year 2020, “only 49% of the school-aged populatios will
white, 26% of all children will be living in poverty, and 8% will speak a primarylagg
other than English” (Riehl, 2000, p. 56).

The number of ELL students has grown dramatically in the past 20 years (Gotdenbe

2008). In 1990, 1 in 20 public school students in grades kindergarten through 12 was an



English language learner—that is, a student who speaks English either not atitillenough
limitations that he or she cannot fully participate in mainstream Englistigtisn. Today the
figure is 1 in 9. Demographers estimate that in 20 years, it might be 1 in 4 (Golfj208i3).
The ELL population has more than doubled from 2 million to 5 million since 1990, a period
when the overall school population increased by only 20% (Goldenberg, 2008).

On average, ELLs’ academic achievement tends to be low (Goldenberg, 2008). On the
2007 National Assessment of Educational Progress, fourth-grade ELLs scoredt3®elmw
non-ELLs in reading and 25 points below non-ELLs in math (Goldenberg, 2008). The gaps
among eighth-graders were even larger—42 points in reading and 37 points in math
(Goldenberg, 2008).

In addition to low achievement, Rueda and Windmueller (2006) report that ELL
students are “27% more likely than English-proficient students to be plaspéddcial
education in elementary grades and almost twice as likely in seconddeggflp. 101).
Students receiving the least language support were the most likely to be plapedial
services. According to Artiles and Ortiz (2002), “[English languageh&sa receiving all of
their instruction in English were almost three times as likely to be inadpsltication resource
rooms as those receiving some native language support” (p. 21).

The achievement gap for ELL students is evident. According to Frattdr@agper
(2006), “Even book-length works whose title suggests a focus on whole school resigucturin
serve students do not address the organizational and structural implementataciestof
serving students in heterogeneous classrooms” (p. 355). This lack of knowledgéehbysteac
and building and district leadership sometimes results in ELL students beamgotatkof the

regular classroom for individualized instruction, and other times ELL studenkgjat in the
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classroom with other students only to deny them access to information becausargulagé
deficit (Frattura & Capper, 2006).

Some studies, however, have looked at general conditions contributing to classroom
success for ELLs. Reyes, Scribner, and Scribner (1999) studied schools alongitiee WS.
border that were successful with Mexican American students who werelHagigiage
learners. Their study found that factors contributing to student-centeregbalass
environments for Mexican American students included:

e teachers who accepted full responsibility for helping students

e teachers who were extremely caring and nurturing to students

e consistent, productive, and intensive collaboration among teachers

e the encouragement of collaborative learning

e student access to a wide variety of learning materials

utilization of both Spanish and English, as needed, to enhance learning. (p. 6)

The research by Riester and others (2002) looked at high-achieving elensehtaols
that effectively serve all students and found the following to be importantdadrelopment
and acquisition of early literacy skills is a high priority; deficinking is not part of the
culture; and the over-identification of students as needing special extuisativoided.
Principals played a significant role by developing a democratic culturbaamag a “stubborn
persistence” about “getting there” and a prescriptive approach to literatde(®erg, 2008;
Riester et al., 2002; Scribner & Scribner, 2001).

In additional research, Goldenberg (2008) contends that no specific formatkafexi
educating regular education students, and it would follow that there is no spwaifidd for

educating ELL students. “What we can do is provide guidelines based on our strongest
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research about effective practices for teaching ELLS” (GoldenB8a8, p. 8). This study
inquires into how and to what extent superintendents help to create the necesdarsriztlie
conditions in educators to teach ELLs.

Few districts are educating ELL students well (Barron & Sanchez, 200fe1tharg,
2008; Ladson-Billings, 2006). Some research exists about what principals andstelactoe
create an environment of beliefs and practices that lead to high achieventenit$ (e.g.,
Theoharis, 2007), but there is a gap in the research about what a superintendent can do to
influence achievement for ELLSs.
Students with Disabilities

In 1975, President Gerald Ford signed legislation to “ensure educational equity for
children with disabilities and special needs. This legislation, now known as theliradsvi
with Disabilities Education Act (IDEA), was a major milestone in the qgueeshd the chronic
exclusion and mis-education of students with exceptional needs” (Finn, Rotherham, &
Hokanson, 2001, p. v). Although education for students with disabilities was legislated, it is
common knowledge that early attempts at educating students with special asdds fnom
perfect; otherwise, there would currently be no achievement gap betweear sxfpdation and
special education students. As an attempt to improve educati@ygtober 2, 2001, President
Bush ordered the creation of the President's Commission on Excellence in &deciation,
andon January 8, 2002, he signed into law the No Child Left Behat@f 2001 The
reauthorization of IDEA in 2004 was another attempt to improve special educatibm gVt
of the revisions, the terieast restrictive environmeiiias been used to refer to educational
placement of students with disabilities. To implement this part of IDEA wiggiity, students

should be assumed to be regular education students first, with accommodations mmade in t
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classroom before any type of pullout programming is considered (NCES, 2010ycResea
inclusion supports the law in that students should be in inclusive environments to the extent
possible. Singh (2006) finds that the literature on inclusion indicates:

The majority of the teachers support inclusion and believe that inclusion benefits

students with disabilities and does not harm the non-disabled students. Further, the

presence of students with disabilities has no negative impact on the instructional
process. Inclusion offers several other benefits such as increased oppoffiunities
social interaction for students with disabilities and facility in acogs$ie general

education curriculum. (p. 2)

Turnbull (2005) supports the least restrictive environment from a different pevepec
indicating that too many, or the wrong kinds of, accommodations, such as giving stadents a
easier curriculum and having lower expectations in pullout environments, havel aéatk
of responsibility by parents and students. Students begin to use their disabilittiasale for
accommodations. This makes the students the “true victims,” because thelycagraged to
rely upon special accommodations rather than being challenged to achieytelavéais” (p.

324).

Moen (2008) states that inclusion “is not just a matter of physical location, but
also social, cultural and academic inclusion, allowing the children to partitipseel
on their abilities” (p. 71). However, students with disabilities “often spend thesltarg
part of their day leaving their classroom to receive special instructiontimgsuol a
disconnected and fragmented school day” (Frattura & Capper, 2006, p. 356).

Inclusion of special education students in the regular classroom environmeny i®a ke

better results. In the United States, despite more than 25 years of dttddexal disability
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laws, “22% of students with disability labels have failed to complete high schog@acedito

9% of students without labels” (Frattura & Capper, 2006, p. 356). Research supportiagducat
SwbD in regular classroom environments for increased academic @swtdl as more

positive social outcomes (not to mention that it is the most cost-effectiveoveaytate

students) (Frattura & Capper, 2006).

Moen (2008) sums up an empirical study on inclusivity by stating that “there a
reasons to believe that the most critical factor for inclusive educationtesitieer, and the
most important arena for inclusive education is the regular classroom ogtite i@rena for
school activities” (p. 60). While teachers, the law, and researchre# #at special education
students should be in the least restrictive environment (inclusive whenevergosgibbtions
still remain for most teachers about how to make this work in the classroom. To alidress
guestion, Rix, Hall, Nind, Kieron, and Wearmouth (2009) conducted a three-year systematic
review of literature to identify the pedagogical approaches thaféeatively include students
with disabilities in general education. The criteria for the review wWextethe studies had to
have reported outcomes for students with special educational needs in both acaxdiemi
social inclusion. The review team focused upon “peer-group interactions, the nataehei t
and pupil interactions and whole-class, subject-based pedagogies” (p. 87).

Not surprisingly, one of the key findings of the review of research was tlaahées
who see the inclusion of pupils with special educational needs as part of theienolerar
likely to have effective, high-quality, on-task interactions” (Rix et al., 2009, p Sgithe of
the findings or implications for practice from this study are that teackerstn: recognize that
they are ultimately responsible for teaching all children; engaitpea community of teachers

within or outside of the school who have a shared model of how children learn; develop a
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shared philosophy around learning and respecting how everyone in the classdeagraze

that social interaction is how students acquire knowledge; and use a wide range gifemnodal

to teach, including hands-on and opportunities to engage with other students about concepts.
This study examines what, if any, influence a superintendent would have on ingtthat
practices that lead to achievement of students with disabilities in tiseodas An initial

study in this area by Sramek (2007) indicated that superintendents need to haire skills
providing instructional leadership, collaborative leadership to principals and other ke
stakeholders, and data analysis skills with a focus on students in disaggregatatignspul
Educator Beliefsand Practices

A teacher’s belief that he or she can teach all students has a very pomfkrémde on
his or her effectiveness as a teacher (Tschannen-Moran, Woolfolk Hoy, & Hoy, 1088)
now understood that teachers’ efficacy beliefs have a profound effect on the@thlcati
process” (Knoblauch & Woolfolk Hoy, 2008, p. 166).

What specifically is teacher efficacy? Protheroe (2008) found in her revieweairoh
between 1977 and 2007 that related to what helps a teacher to develop efficacy and how a
principal might help to develop efficacy in teachers, certain behaviors ssveiated with a
strong sense of efficacy. Such teachers:

Tend to exhibit greater levels of planning and organization; are more open to new ideas

and are more willing to experiment with new methods to better meet the nekds of t

students; are more persistent and resilient when things do not go smoothlgsare le

critical of students when they make errors; and are less inclined to ckfgcut

student to special education. (p. 43)
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Teacher efficacy can affect a district for the long term. To have antropaeacher
beliefs, a superintendent should determine how teacher efficacy is builtr§theérs of
teaching and the student teaching experience have been shown to have a latgenimpa
teacher efficacy. The development of teacher efficacy gets muchpofves from mastery
experiences during student teaching and the induction year, making thednstcyitical for
new teachers (Protheroe, 2008, p. 43).

Knoblauch and Woolfolk Hoy (2008) studied the development of efficacy among
student teachers. They found that the efficacy of the cooperating teacher,abveodifficacy
of the school, and diverse teaching experiences created a stronger édficheystudent
teachers. Student teachers were then better able to feel that they coutdnmareddiverse and
challenging experiences and students. Supporting this study, Brady and Wd20@8h (
specifically studied how teacher efficacy supported the teaching of studémspecial needs.
They found that:

Teachers with a strong sense of efficacy are more willing to modifhitegamethods

to accommodate student needs. Soodak and Podell (1993) found that regular and

special educators with a high sense of teaching efficacy were mogttKsd
supportive of inclusive placements. Moreover, teachers evidencing high effieaey
found to be more willing to take responsibility for meeting the needs of studehts wi

learning difficulties in their own classrooms. (p. 528)

Brady and Woolfson (2008) noted that teacher enthusiasm for inclusive environments
increased as the teachers became more removed from the regular edlasgioora. In other
words, the regular classroom teacher, in general, was less enthusiastio@bsian than a

special education teacher. The researchers also found that the teaithtérs most
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experience working with students with special needs attributed student dé8dol more
internal factors such as the school or teaching rather than external factioras the student or
the student’s family, which suggests a willingness by the teacher to aesppnsibility for
student progress. This is an important reminder that, “The way educators franm fstilcie
(i.e., whether student failure is seen as a student or a systems issue) is #h@pivoof all

the remaining assumptions and practices in schools” (Frattura & Capper, 2006, p. 358).

Teachers with a higher sense of efficacy were more likely than teaglikra lower
sense of efficacy to attribute children’s difficulties to externdbfac(e.g., how the content
was taught). This suggests that teachers who feel more competent andjreaterabelief in
their power to influence students were more willing to take some respondinilibe
children’s difficulties and were more willing to adapt their teachindou to suit the needs
of included students (Brady & Woolfson, 2008, p. 540).

Moen’s (2008) single case study of an inclusive classroom in Norway looked at a more
practical aspect of inclusion by studying a teacher who was successiciliding special
education students in her regular classroom. The teacher incorporatedathianépfiractices:
student participation in activities that were both firm in expectationsepabfé enough for
students to have autonomy; smooth transitions that drew students’ interest and persmaded th
rather than commanded them; communication that caused the teacher to see and @exmunic
with each child as an individual for reasons of differentiation and understanding bflthe c
and his or her thought processes; and positive, shared experiences for all children. Moe
(2008) summarizes these processes as membership, mastery, togetmmwieement, and
learning. He also points out that no child is at any time excluded or segregatettidrclass,

not even when the teacher has an additional adult in the classroom. As the study of this
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teacher’'s methods clearly shows, “being a teacher has both practicallectd/eedimensions”
(Shulman, 1985, 1998). “In the daily flow of classroom activities these two dimensgons a
interwoven” (Moen, 2008, p. 71).
The research suggests that, although students learn in unique ways, we do know about
common effective practices for ELLs and SwD. Students with disabilities ansl &dtlieve
better when they are in inclusive environments and with teachers who have a éigli lev
efficacy. Teachers need to show respect for how everyone in the classreargsaize that
social interaction is how students acquire knowledge; and use a wide range litiesdda
teach, including hands-on and opportunities to engage with other students about concepts.
Clearly, teacher beliefs and practices have an effect on student ledimenguestion in
this study is what influence does the superintendent have on cultivating thotsedrelie
practices in rural district contexts that demonstrate success with &id SwD?
Superintendent Role
Literature on the role of the superintendent in high-achieving schools has attémpt
answer the questions: What effect, if any, does the superintendent have on student
achievement? Is the superintendent part of a “blob” (Waters & Marzano, 2006) of whaople
work outside of the classroom and soak up resources, or do his or her decisions contribute to
student achievement? A meta-analysis of quantitative studies by Waddvkaazano (2006)
examined findings from 27 studies that were carried out since 1970 on the influence of school
district leaders on student achievement. The meta-analysis involved 2,81 Tsdastti¢he
achievement scores of over 3.4 million students. Waters and Marzano (2006) found that
district-level leadership can have an effect if the district-leveldemeets certain defined

standards. To positively affect student achievement, the superintendent must:
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1. Ensure collaborative goal setting

2. Establish nonnegotiable goals for achievement and instruction

3. Create board alignment with and support of district goals

4. Monitor achievement and instruction goals

5. Allocate resources to support the goals for achievement and instruction. (p. 6)

Put simply, the superintendent must have a clear vision and focus and make sure that
the other key decision makers and leaders hold the same vision and focus. One key stakeholder
in this process is the building principal. Effective superintendents allow autonomyé s
defined areas for principals. This autonomy allows them to determine howtdjetils will be
met within their building, but they are expected to follow the district goalsdomileg and
instruction without question.

Michael and Young (2005) established some similar findings when they developed the
characteristics of “inspired” schools and meaningful school improvement based@yssuir
29 senior leaders (superintendents and assistant superintendents) from high4pgrformi
schools. Eight of these schools were selected for further study to identifyattaeteristics of
inspired schools. Some of the findings include: attention invested in the developneeisl
of all members of the school; traditions that nurture belonging; promoting vtlugiquity;
and global citizenship.

The Waters and Marzano (2006) meta-analysis suggests what a superintandint c
to have a high-achieving district; however, without a focus on inclusive envimsnae
district could have high achievement or increasing achievement while still educat
traditionally marginalized students in separate environments and stilllheweajority of the

students in traditionally marginalized groups in the low achievement catéybat additional
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steps would a superintendent need to take to make the step from leader ofchisgime
district to leader of a high-achieving and inclusive district—attaining adajiievement for all
groups of studen@ndinclusive practices?

According to Scheurich (2003), the most important characteristics of a lghder
creates an equitable and excellent school are a strong moral code focusetyamedqui
excellence as thenly right choice, a deeply held belief that positive growth and improvement
in both equity and excellence is truly possible, and the quality of never giving up ongvorkin
toward equity and excellence.

Hooper, Pankake, and Schroth (1997) studied the concerns of superintendents of small
districts (with average daily attendance of fewer than 1,600 studentsjinggiaclusion of
special education children. The study found that superintendents did not perceive treasselve
facilitators of inclusion implementation, but rather as playing a signifrcd@atin planning and
oversight. Although the superintendent keeps and supports the vision of the district tteall of
leadership levels, much of the burden of inclusion may fall on principals. The superintendent
should have high expectations for the building leaders. Waters and Marzano (2006) sugges
that principals must be expected to be instructional leaders, and district esssluwald be
used to provide the necessary professional development for principals to have the knowledge
skills, and competencies to meet the district goals for student achievemadanstruction. The
superintendent provides the support and direction for building principals.

Principal leadership is important to the role of the superintendent in a rurii dost
two reasons. First, superintendents in rural districts may take on margyrofek of the
principal (Jacobson, 1988), which means that the research related to effectiyea|srimay

relate to the role of an effective superintendent in a small districin8gefor the
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superintendent to be effective, he or she needs to have effective principalse)es
suggested by Waters and Marzano (2006), principals are expected to have the lejowledg
skills, and competencies to lead buildings in meeting the district goals.

The roles of the superintendent and principals cross over and support each other in
many ways, especially in rural districts. Jacobson (1988) contends that theawleffective
rural superintendent is much like the role of an effective inner-city prindipabbson
summarizes the major objectives of effective inner-city principals abngo:

e Establish clear organizational goals and make improved student performance the

unitary mission of their schools.

e Involve their faculties in the planning required to reach this goal.

e Monitor the performance of both students and teachers.

e Protect their teachers from disruptive events that interfere with theftésaching.

¢ Provide their teachers with the assistance as needed and selectivetyeachers

who subscribe to the goals of the school. (p. 17)

In case studies, Jacobson (1988) found that the role of an effective rural superintendent
closely matched the role of an effective urban principal, with one majoratitfer The
superintendent had the additional role of overseeing the overall education program of the
district. Jacobson (1988) described the difference between the effectiversnuknt and
ineffective superintendent as follows:

One superintendent viewed his job as providing only the educational services that his

community wanted. Since the community did not want much from its schools, that is

what it got. In contrast, the effective superintendent viewed his job as requiririg him

educate his community and school board about the educational servicsisahlely
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want. He actively worked to raise community expectations as to what students could

achieve and then worked to ensure that his faculty and students met those exrgectati

This commitment to achievement was internalized by the community, and just as hi

faculty had come to believe that continued improvement in student performance should

be the district norm, so, too, had community residents. (p. 21)

A more recent look by Theoharis (2010) at how principals create the environment to
improve social justice, such as the ELL and SwD populations being studied here,lstows t
social justice—oriented principals used specific strategies to “disrupsticg (which | discuss
further below). Principals advance social justice by using practicesrdae more inclusive
environments for students; build professionalism and the skills necessary to eskiressuch
as poverty, race, and equity; create a more connected school community antel; eimd
produce more equitable student achievement. Typically, equitable student achiewase
produced by addressing the first three practices. A commonality amoeddhdsrs was the
strong moral purpose of social justice despite the fact that school leadesailékeaty to be
trained and rewarded for being managers than as leaders who address equity.

Although Theoharis focuses mainly on principals, the research is relevhrs $tutly,
because in rural districts, many of the roles of principals cross oversapgkentendent
(Jacobson, 1988). Especially in rural districts, superintendents need to understateddhe r
the building principals to provide the necessary help, support, and training to assist them
being leaders for equity and excellence rather than allowing them to be &charmagers.

Study Rationale
The relevant literature for this study focuses on four strands: achiatefrtel L

students, achievement of students with disabilities, educator beliefs atidgsraand the
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superintendent’s role in student achievement. The research in these areahahbigh
achievement for both English language learners and students with disabilitigd to

inclusive environments, strong teacher efficacy in the classroom—or the tedutlesf that

he or she can teach students and affect student achievement—and the classrams psacti
by the teacher. The superintendent not only has an effect on overall student aaftieteres
are also specific things he or she does in a high-achieving district ¢o lzéfeefs and

practices. The superintendent affects the principals, mostly throughwanoating the vision

and goals of the district and holding the principal accountable to the vision and goals, and, i
turn, the principals affect student achievement.

Each of the strands of literature contributes a piece to the picture of anvechigh-
achieving district and the effect a superintendent might have on achievemeptdidosome
guestions remain unanswered. What would a leader do differently than a leadegtof a hi
achieving school if he or she wanted to ensure high learning for specializedtipogusach as
ELLs and SwD as opposed to just and overall average high achievement? If theldesder
something different, what would it be? A school or district can have high achieveme
average and still not be addressing the needs of students in traditionally nmedinal
populations. Districts with high achievement do not necessarily serve studentasivenc
settings. In addition, it does not necessarily follow that high achievementl averalistrict
leads to high achievement of traditionally marginalized subgroups of studentectlibeoh
inclusivity and high achievement for all subgroups of students is the focus ofic tistler.
Although some research exists in the area of superintendent leadershipeénelréase is
missing the piece that connects a superintendent to the achievement of ELkdand S

especially in rural districts. This study addresses this gap in treguiter
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Resear ch Question

Although the literature is well developed in defining the role of the superintendent in
high-performing schools, there is a lack of literature defining whaparsitendent does as it
relates to cultivating high achievement for English language leaandrstudents with
disabilities, especially in rural settings. This research will focus ofotleeving questionin
rural districts that have been successful, both in terms of high achievement for all sartbnt
for ELLs and SwD, what actions do superintendents take that help to cultivate high
achievement for both English language learners and students with disabilities?
Conceptual Framework

This study will examine how actions taken by superintendents influence educator
beliefs and practices for ELLs and students with disabilities, twoitradity marginalized
groups. | will use two different perspectives to frame this study. One vgattkeof Theoharis
(2010) and social justice leadership, and the other is the work of Fullan (2001) anshigader

for change.
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Social justice leadership. The first lens used for this study is social justice leadership.
Theoharis’s (2010) recent research, which builds on his previous work in soci@ justic
leadership, discusses strategies that social justice—orientecslead¢his case, principals—
use to “disrupt” injustices in the school. While social justice—oriented superintsrade not
specifically my focus, this research suggests practices that sutcegsdrintendents are likely
to use. Theoharis describes the first injustice as “school structures tgatahae, segregate
and impede achievement” (p. 341). The strategies used by principals to addregadtice
were to eliminate pullout and other programs that segregated or unnecesszdy students,
increase rigor in classes and access to opportunities sometimes offeredsmnoaistudents,
increase student learning time and minimize time spent out of school or out ef chass
increase accountability systems for achievement of all studentdlpdhtiaugh data
collection.

The second strategy the principals in Theoharis’s (2010) study used to disruptasjust
was to address a “deprofessionalized teaching staff’ (p. 341).

They described two separate components of deprofessionalized teackerthdse

principals reported that their teaching staff, in general, did not possesslitherskill

to reach every child. Second, when they arrived as principals in their schools]tthey fe

that too many of the teachers had been previously treated as incompetent and not

respected as professionals. The principals narrated that they worked to pnafessi
their teachers by building staff capacity, recentering staff leaomreguity and justice

issues, and creating a climate that respected, appreciated, and empeaachied t

professionals. (p. 349)
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The third injustice principals faced in the Theoharis’s (2010) study was the
unwelcoming school climate that disconnected the school with the community, dggecial
marginalized families. To address this concern, the principals createdaalmoming
environments in their schools, reached out to the community and marginalized<aamtl
incorporated social responsibility into the curriculum at their schools.

The fourth injustice, inequitable student achievement, was seen as the mostmporta
and was addressed, in part, by the strategies from the first three injustees/er, the
principals saw this injustice as the core of what they did. One principallsbdras
“permeating everything I did, every decision | made, every conversatiah &hd every part
of my leadership” (p. 363).

L eadership for change. Connecting the superintendent to achievement at the building level is
an important part of my study. | use social justice leadership as a ldasKmg at how
superintendents made necessary changes in their districts to improvei¢gverment of ELLs

and SwD. | anticipate that successful superintendents in this study wslboneeof the same
strategies to “disrupt injustices” for ELLs and SwD as the principals usBtewharis’s study.
Building on Theoharis, my framework is focused on social justice to deterrhatestrategies
were used by the superintendents to increase inclusivity, rigor, and acégdstand SwD,;
provide training on beliefs and practices for teaching ELLs and SwD; crelatamireg
environments for ELLs and SwD and their families; and increase student aché¥eme

ELLs and SwD.

| will take the study one step further by also looking through a second lezedofd in
a culture of change (Fullan, 2001), or educational change theory (shortened t®ttieanyg

from this point on). This approach will help me to look at the district through the lens df socia
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justice leadership and determine the “how” or the level of “leadership for chaegessary to
affect English language learners and students with disabilities. | bbtdsé&rameworks for the
study so | could examine the problem of achievement for ELLs and SwD througbad lems
of social justice leadership combined with a more structural-functionabfesteange
leadership. This second lens draws on the empirical research base owvedlfiestipractices in
leadership for educational reform. Both lenses together help to explore vetatseftial
justice leadership has on ELLs and SwD and which tenets of leadership for oleage
effective in shifting teacher beliefs and practices to achievemerit hu@ents.

The second part of my conceptual framework relates to the influence of the
superintendent on change. Fullan (2001) focuses on five key principles that amedreguir
leadership to successfully guide an organization or school district through aspobchange:
moral purpose, understanding change, developing relationships, knowledge building, and
coherence making. According to Fullan (2001), the truly effective leadesuliuae of change
knows how to use all five principles.

Moral purpose is used to energize people toward a desired goal. Moral purpose cannot
only be stated; it must also be accompanied with the strategies necessaontplish it. For
example, if social justice is the moral purpose, then just stating that jsistie is a goal in
the district is not enough without creating the actions necessary to help altstaclgeve.

Social justice cannot be the moral purpose while doing nothing about a 20% referfai rat
special education students or having pullout programs be the main source of educatidn for E
students. Moral purpose works with both the end and the means. The leader must know the

desired end result and take the necessary actions to get there.
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The second leadership principle is to understand change. Change needs to be allowed to

happen and needs to be led without being managed or controlled. It is best to have change be

pulled by the moral purpose rather than pushed to happen. Fullan (2001) references D.

Goleman’s 200Marvard Business Reviearticle, “Leadership That Gets Resulésid

discusses different styles of leadership, including coercive, authggjtaffiliative,

democratic, pacesetting, and coaching. The styles are defined by G¢rR008) as follows:

1.

2.

6.

Coercive--the leader demands compliance. ("Do what | tell you")
Authoritative--the leader mobilizes people toward a vision. ("Come with
me")

Affiliative--the leader creates harmony and builds emotional bonds.
("People come first.")

Democratic--the leader forges consensus through participation. ("What do
you think?")

Pacesetting--the leader sets high standards for performance. ("Do as | do,
now.")

Coaching--the leader develops people for the future. ("Try this.")

The two leadership styles that affect the climate in a negative waparave (where

people resent and resist) and pacesetting (where people get burned out). Altfieustber

styles had a positive impact on both performance and climate. The leaders whabkgaredan

four or more styles had the best performance. Leaders need to understand émaentgtion

dips exist, and they need to appreciate resistance for both political readdos the ideas and

understandings that resistance can provide. Change is neither a step-bgrdinear process;
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change is more about creating a culture and creating disturbances irtteatvapves the
organization in the right direction.

The third leadership quality Fullan (2001) focuses on is relationships. One of the areas
of importance in developing relationships is creating a professionaligasommunity.

Fullan (2001) suggests that if a leader knows how to combine intellectual imedigath
emotional intelligence, then the leader can help to create strong rdigiotigwough learning
communities while also creating the environment to use those relationships faciagvan
intellectual intelligence in the organization.

A fourth quality of leadership in a culture of change is knowledge building, which
Fullan defines as knowledge sharing, knowledge creation, and knowledge managkament
also states that knowledge is a social phenomenon and only becomes valuable in a social
context. Because of this social context, leaders should not focus only on inforrttedion;
should focus on the use of information. External training by itself does not work. mkfetra
and use of knowledge in the work environment is where organizations often flounder.

Leaders in a culture of change should also be aware of the need for tacit knowledge
(skills, beliefs, and understandings below the level of awareness) in addition ta explic
knowledge (words, numbers, data, and information). If a leader can create @ antt space
for knowledge to be shared, the learning culture creates itself. The grabfdmowledge
impacts the culture rather than the culture impacting the exchange of knowledaesd3et
this, Fullan (2001) recommends establishing knowledge-sharing practicests hghtiin
with the relationship building piece, because professional learning commureti@sesof the

best places to build knowledge from professional to professional.
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Coherence making, summarized as a collaborative environment that uses knowledge
sharing and has a shared commitment (Fullan, 2001), is the final quality deailea culture
of change. To create coherence, the leader becomes a context settersignkea dielearning
experiences (once again, as in professional learning communities) as opposeditoatiey
figure who has the answers to and “fixes” all the problems. The leaderealist that change
is slow, and the leader needs to let go of control and the traditional leadershifroleghbut
his book, Fullan (2001) discusses how all five of the factors need to work together itoorder
make leadership effective in a culture of change.

As Fullan (2001) states, “The single most important factor ensuring tisatiadnts
meet performance goals at the site level is the leadership of the grrlapdership being
defined as ‘the guidance and direction of instructional improvement™” (p. 126). An emport
step in making this change is to create a learning community for principadded@ming is in
the context of the work environment “learning with the greater payoff becauseates
specific (customized to the situation) and because it is social (involves the"draulan,
2001, p. 126). These learning communities not only create relationships and a spacentpr shar
knowledge, they also create coherence (shared knowledge and commitment through
collaboration) among teachers, principals, and the central office. Thiswiiidiscover the
extent to which the lenses of social justice leadership and leadership for almmhdegether
to understand the ways a superintendent creates a successful tratkofechievement for
ELLs and SwD.

What does the superintendent have to do to create change in a culture wheraritliefs
practices support the achievement of ELLs and SwD? This study will look at fmow tw

superintendents create the change needed for high achievermahstodents, not just high
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achievement for students on average. Many districts are seen as good disarcteey have
above-average overall achievement among students compared to the statenoMaaty of
those same districts have traditionally marginalized populations who do not hasenthbigh
achievement as the district average. The goal of this study is to look astvictslthat have
high average student achievement and also have high achievement among traditionally
marginalized groups (ELLs and SwD in particular for this study). Whatd/adership was
in place in these two districts? What changes did district leaders makgrt beliefs and
practices with high achievement for all? What leadership and change psotmss place in
order for ELLs and SwD to also have high achievement in those districts? Fresdistudy
have high achievement on average in the district, yet they also show achieversevid fand
ELLs as subgroups of the overall population. If students are achieving on average, but
traditionally marginalized students are not achieving, then the district is ngtfecessful. |
examine the direct and indirect ways that the superintendents influerefs balil practices

that have an effect on the achievement of ELLs and SwD.
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Chapter 3
Research Methods

In this chapter | begin to elaborate on my qualitative and case study dppoac
inquiry, including how the districts were chosen. | then explain the procedwté@sstruments
used to complete the study. Subsequently, | explain how | analyzed the datiinmel pilot
study as well as a description of how | addressed trustworthiness, ethiamitatwhs.
Finally, | establish the significance of the study.
Qualitative Design

This study examines school district leaders and what those leaders dovedecult
beliefs and practices that contribute to high performance of students wihitksaand
English language learners. To address my research question, | used avguapfaoach that
includes two case studies. Qualitative data, as described by Miles anuindnl{@994), is
“usually in the form of words rather than numbers...a source of well grounded, rich
descriptions and explanations of processes in identifiable local contexts” (ples .avid
Huberman (1994) also note that qualitative data can help “preserve chrondlogicake
precisely which events led to which consequences, and derive fruitful explah§tiohs
Finally, they contend that qualitative data, “especially organized into imside stories, have
a concrete, vivid, meaningful flavor that often proves far more convincing to a-readether
researcher, a policymaker, a practitioner—than pages of summarized nurmpb&jsThis
study explores qualitative data with two case studies telling thestwirieaders who are
successful with advancing the achievement of English language Eamestudents with

disabilities.
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Case Studies

According to Yin (2003), a case study is preferred “when ‘how’ or ‘why’ qoestare
being posed, when the investigator has little control over events, and when the focus is on a
contemporary phenomenon within some real-life context” (p. 1). Because mynsiaaf two
high-performing school districts that serve both ELLs and SwD populations, cdgevsts
the most appropriate method. In support of qualitative case studies, Merriam (1998)
emphasizes that these studies have been widespread in the field of education f@0nearly
years. In her view, a qualitative case study is “an empirical inquityrthastigates a
contemporary phenomenon within its real-life context, especially when the bmsioetween
the phenomenon and context are not clearly evident” (p. 191). Becker (1968; as cited in
Merriam, 1998) defines the dual purpose of a case study as “to arrive at a corsipeehe
understanding of the groups under study” and “to develop general theoreticakstatabout
regularities in social structure and processes” (p. 192). Studyimgtdisadership with a focus
on ELLs and SwD required looking at how leaders carry out the work of sociagjtcstiall
children within a real-life context of the school environment. Simply put, this stuatyht to
understand how these leaders worked within their political and social environmeunts/aiec
practices that are in alignment with raising achievement for atiremi

The decision to use two case studies, as opposed to a single case study, is supported by
Yin (2003). Yin's recommendation is to use a single case study when it reptégertisical
case or when a single case is unique, representative, or typical. Althodghosvirom
multiple cases is often considered to be more compelling, Yin warns that medtgalestudies
can be beyond the scope of a single researcher. To gain a deeper understaeddsysifip in

a school district that is high performing with ELLs and SWD, including more thasit@ean
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enhance the validity or trustworthiness of the findings (Merriam, 1998). Ussegstiadies
with two districts allowed me to study the inner workings of the distinatsore depth than
would have been possible in a study of multiple districts, yet it gave me mom@ation than
a single case. | used the information from both studies to enhance the validity bg labttie
extent to which the two superintendents used consistent practices to culiocasssul
achievement for ELLs and SwD.

Case studies can be categorized based on their fuacttbdesign. Merriam (1998)
describes several types of case studies An ethnographic case stishsfoo a cultural
setting; a historical case study uses primary source materiglpai¢al organizational case
study focuses on a specific organization and traces its development; a psychcésgicaudy
focuses on the individual; a sociological case study looks at the constructsedf and
socialization in studying educational phenomenon; a descriptive case stseytpie detailed
account of the phenomenon under study; an interpretive case study containsckch, thi
descriptive data to develop conceptual categories or illustrate, support,lengbaheoretical
assumptions; an analytical case study is defined by complexity, deptlheanetical
orientation; and an evaluative case study is rich in description, explanationdgntept. This
study is an interpretive case study that contains “rich, thick descrgataeused to develop
conceptual categories or illustrate, support, or challenge theoretical@gms held prior to
the data gathering” (p. 197). The interpretation of actions of leaders tateilieliefs and
practices that contribute to high-achieving environment for ELLs and Svee ara
interpretive case study the best fit. The cross-case comparison allexedyain everyday

insights into both leadership for social justice.
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Participants
District. For this study, | selected two small rural districts of fewer than 5,00@sts.
The reason for choosing small rural districts is that most researckersthdied large, urban
districts. The problem of unequal learning outcomes for SwD and ELLs is a growitgymon
for smaller districts but small districts typically do not have the sasmurces (such as
personnel and finances) as larger districts. Many times in smallectdistie superintendent or
principal is also the curriculum director, the ELL coordinator, the staff develdgrtener,
the human resources manager, as well as the building or district leader.yrérmaladistricts
make change toward equity is potentially quite different than the waychaciges may occur
in large districts, which often have a staff supporting ELL or curriculuiweldpment.
High achievement is more difficult to define for a small district becawusg/ mimes
data are not publicly available. Therefore, data have to be averaged ovarththgedata are
available and there can be a large margin of error. After defining tHeofeaghievement |
was seeking for the districts, | verified with the state departmesduafation that the districts
were achieving overall and for the subpopulations. That is, districts descrilbéesi stutly
have shown high achievement for all populations, including ELLs and SwD, and have shown
steadily improving student achievement of ELLs and SwD. The distrigis’gerformance is
defined by the following:
e being at or above the state average in the reading and math portions on the state
test for most years in a three- to five-year period
e ademonstrated increase in performance of ELLs and SwD based on a gain of
5% to 10% or more over a three- to five-year period, or scores above or within

5% of the state average (to allow for error) for the same population of students
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during the leadership of the superintendent and the recommendation of state
leadership in the area of ELL and SwD
e an ELL population of at least 10% of the district population

District 1, Oakwood, has an ELL population of 11.8% (up 4.3% over the last 10 years)
and a special education population of 10.1% (down from 18.6% over the last 9 years of
reported data). District 2, Gateway, has an ELL population of 13.4% (up 11.2% ovet fite las
years) and a special education population of 10.7% of the population (relatively steathyeov
last 9 years of reported data).

Screening thedistricts. | initially obtained leads on districts through professors at the
University of Wisconsin—Madison and through other dissertators who are stiniyirig
achieving districts. | also used information from contacts at the statetohemt of public
instruction who were in charge of ELL programming and SwD programmaugnfined my
search to two Midwestern states because | had myriad contacts atetldefarmation about
the two states | considered. In my search, two districts—Gateway andQakwere
consistently named as districts that do well with both ELLs and SwD.|$titlk the complete
list of recommendations and used publicly available data to verify enrdlkne district

achievement data. | began with the list of 13 districts shown in Table 1.
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Table 1

Student Populations by District

Student Students with

District population disabilities (%) ELL students (%)
Oakwood 1,250 11.0 12.7
Nature Way 1,716 11.8 5.5
Green River 2,032 155 16.0
Eagle Ridge 2,718 13.3 6.1
South City 3,392 10.8 1.1
Mount Gray 3,595 15.2 2.3
Gateway 4,675 10.6 13.0
Westside 5,840 11.8 6.1
River Edge 7,023

Center City 8,522

Northside 10,806

Eastgate 13,906

Orange Grove 15,078

After obtaining information about the size of each district, | elimoh&iver Edge,
Center City, Northside, Eastgate, and Orange Grove because they did not repatitheent
requirement for my definition of a small district. | kept Westside ilyteven though it was
somewhat over my total enrollment criterion. Nature Way, Eagle Ridge, SiytiMGunt
Gray, and Westside were eliminated because they did not meet the requiséhreeving a
10% ELL student population. Green River was a concern because of the high number of
students labeled as students with disabilities and the possibility that stwitardssabilities
were being over-identified. Oakwood, Green River, and Gateway had the higleesigbat
the list of districts to study.

Next, | present the achievement trends for these three districts on thedtai&e data
are district wide and averaged for all years that data were availatigling all schools and

the tested grade levels of 3 through 10.
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Achievement of Students with Disabilities
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2005-2006 2006-2007 2007-2008 2008-2009 2009-2010
Average scores in reading (%)
Oakwood 45.1 49.5 44.6 43.7 42.7
Green River * 42.5 43.1 32.5 36.3
Gateway 58.5 62.9 60.2 51.9 47.9
State 46.9 48.2 47.6 46.5 46.5
Average scores in math (%)
Oakwood 52.3 44.6 43.1 38.8 41.2
Green River * 36.5 45.0 37.5 43.1
Gateway 45.3 50.3 51.7 47.4 44.7
State 39.7 43.3 42.4 44.6 45.0

* Insufficient number of students to report student data.

Students with disabilities in Oakwood scored within 5% of the state averagetor bot

reading and math in four of the five years. Oakwood had also seen a sijrdfiga in the

number of students identified as special education during the term of the current

superintendent. In one year, students with disabilities in Green River satmgd5% of the

state data for reading, and in two years they scored within 5% of thawstadge for math.

Students with disabilities in Gateway scored above the state average iadsbilgrand math

in all cases but one, and in that one year they were within 5% of the state average.
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Achievement of ELL Students
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2005-2006 2006-2007 2007-2008 2008-2009 2009-2010

Average scores in reading (%)

Oakwood 54.2% 63.9% 77.9% 59.3% 62.1%

Green River 61.0% 56.4% 56.5% 61.6% 58.4%

Gateway 56.6% 55.1% 56.5% 57.8% 59.6%

State 52.6% 52.1% 53.7% 52.5% 54.2%
Average scores in math (%)

Oakwood 47.9% 56.8% 47.5% 46.3% 53.9%

Green River 53.8% 60.6% 50.9% 59.6% 58.5%

Gateway 49.7% 48.3% 52.0% 49.7% 53.7%

State 49.5% 53.0% 51.3% 53.9% 55.9%

All three districts had achievement above the state average for ELLslingela three of the

five years, ELL students in Oakwood scored within 5% of the state averagéinkbhha

students in Green River and Gateway all five years scored within 5% sthtbeaverage in

math.

Table 4

Achievement of All Students

Reading 2005-2006 2006-2007 2007-2008 2008-2009 2009-2010
Oakwood 81.0% 82.7% 85.1% 82.9% 82.7%
Green River 81.6% 82.4% 83.5% 81.5% 81.9%
Gateway 88.6% 89.1% 89.1% 87.8% 87.1%
State 81.8% 82.2% 82.0% 81.5% 81.7%
Math 2005-2006 2006-2007 2007-2008 2008-2009 2009-2010
Oakwood 78.7% 77.4% 76.6% 78.8% 79.3%
Green River 70.9% 76.0% 76.7% 77.3% 78.7%
Gateway 82.8% 83.7% 83.3% 84.8% 82.9%
State 72.8% 75.2% 74.9% 76.9% 77.4%
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Students in Oakwood and Green River had achievement scores above the state average
in at least four of five years in reading, and students in Oakwood scored abetatghe
average in math in all five years. Gateway students in all five geared above the state
average in both reading and math. | consulted experts at the state deparedecttodn who
work with all of the districts. They suggested Oakwood and Gateway as thasltstbe
studied both because of the superintendent leadership and because of the positiva thsult
two districts with respect to the additional state test that is givenigspdlgifor ELL students.
Both districts met all objectives for their ELL students in all of the categfor all reported
years. Gateway had had instructional practices in place for longer, amdulte were easy to
see. Since Oakwood was still in the change process and sample sizes weaadgsmal
sometimes nonexistent, the state verification helped to confirm Oakwood asttiog tdi
study. The state department of education also noted that both districtsaleng positive
changes in the area of SwD.

Because Oakwood and Gateway were both recommended from the beginning by
several sources as districts that had superintendents who were leadersaa tidcat. and
SwD, Oakwood and Gateway were high achieving according to the defined eniterimth
districts had achievement for ELLs and SwD, | used the screening tool (see Apfetali
determine whether the superintendents in these two districts had a signfipact on the
achievement, namely through increasing achievement or growth.

Both superintendents described the change they had seen in achievement of ELL
students and the process they were using to address the needs of both ELLs ange$wD. T
also both described the training they had as part of their educational leadership @nogra

superintendent training that addressed social justice and traditionallyhaiereyg populations.
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Oakwood shared the growth the district has seen on district MAP (Measuresdafiiic
Progress) testing for students overall as well as SwD and ELLSs.

Entry. | gained initial entrance to both Gateway and Oakwood by contacting the
superintendents for the screening process. | explained my study, includiregeaych
guestion, and the process that | planned to use to study the district. After dietgtimat the
districts fit the criteria, | obtained permission for the study and foaparoval to conduct the
study from each district.

Procedures

My research question was: In districts that have been successful in fdnigis o
achievement for all students, what actions do superintendents take that help teduljivat
achievement for both English language learners and students with dessilit determining
the most effective way to collect qualitative data to address my rbsgagstion, | looked at
the work of Wolcott (1994), who suggests that there are “three major modes through which
gualitative researchers gather their data: participant observatiperi@ncing), interviewing
(enquiring), and studying materials prepared by others (examining)” (p. 5¥8atfer data
for this study, | used qualitative interviews and collected relevamiotidocuments (such as
state test scores, assessments, staff development plans, and meetinbaistespserved an
administrative meeting at each site.

Interview participants. The most relevant participants to interview in each of the
districts were the administrators: the superintendent, student serviatorglifsd L
coordinator, curriculum director, and three principals. The student service®dikdd.
coordinator, and curriculum director contributed their perspective regardinglatige effect

of decisions made by the respective superintendent as well as information omtiosvde
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responded to the actions taken at both a district and building level. In a district thaetioes
with SwD and ELL students, there is always the possibility that a cwmicdirector, student
services director, or ELL coordinator are driving forces behind succedshuhriem addition to
the superintendent. The interviews with these key personnel helped me to expltore thei
perspectives regarding their influence on the superintendent and to verifypdrmtendent’s
statements. | selected the principals through discussion with the superintémageninost
interested in the principal with the longest tenure in the district. My nedditgrivas the
principal of the school with the highest number of ELLs and SwD, followed hyrthe pal
whose school had the highest achievement for ELLs and SwD. Finally, | sought principals
based on their level of follow-through on district initiatives as perceivetdoguperintendent.
If all of the above criterion were met by more than three principals, my @anonselect
principals from the list of qualifying principals randomly. In the firstrais (Oakwood) there
were only four principals. One of the principals was also the special edudaéotor.
Therefore, in Oakwood | interviewed all four principals, including the one wh@awspscial
education director, because | would have interviewed that position anywaytelwayaa
larger district, most of the principals had been in the district for a numbendd,yand the
superintendent wanted to ask them for their permission to participate. Twatdeme
principals were willing to participate. Both had been in the district foretharé of the current
superintendent. | recruited a secondary principal to be the third principal to e
building was the one involved most closely with the change in ELL services. | hagssne |
administrative interview in Oakwood because the roles of curriculum coaydarad ELL

coordinator were held by the same person.
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In addition to the administrator interviews, | planned to interview four teaameach
district, including two teachers who had been recommended by the principathers who
embraced the change process and one or two teachers whose beliefs ares radti
significantly changed the since the beginning of the process. | waneastbhe of the
teachers to be from special education or ELL. Both districts were afvang requests for the
types of teachers, and both had discussions at the administrative level to dedideadhers
| should interview. However, both districts offered me three teachers to intenamad of
four. | decided to interview three teachers and then decide if a fourth teacher ioaidid s
value to the research. Because the change process is often differ@etyqrerson, my hope
was that these teachers would provide the perspective of teachers for whgenwhareasy
and of those who had a more difficult time with the change process. After ggtbata and
doing initial analyses, | decided not to have the districts select & feather for me to
interview. The goal of these interviews was to determine how actions takbkea by
superintendent cultivated change in teacher practices and beliefd telateecess of ELLs and
students with disabilities. The feedback from one of the teachers was ltealglgabut that
teacher was in a quasi-administrative role. | did not feel as though theeattleer interviews
had enough information about the superintendent’s role in the change process. Thegnsere
aware of what the principal in the building did, and some inferences could be madierase
the interviews from the other administrators, but not enough to warrant a fourthrteache
interview. When asked directly what effect the superintendent had on ELLs and &lwiev
exception of the teacher who had a partial administrative role, the teamidettsey did not

know whether changes were a result of the superintendent or another administrat
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Interviews. The research interviews comprised a major part of the data in this study
The qualitative research interview is a tool well described by Kvale (1996) as:

an interpersonal situation, a conversation between two partners about a theme of mutual

interest. It is a specific form of human interaction in which knowledge evtivesgh

a dialogue... A research interviewer uses him- or herself as a reseancmert,

drawing upon an implicit bodily and emotional mode of knowing that allows a

privileged access to the subject’s lived world. (p. 435)

Kvale (1996) also states that the purpose of a qualitative interview is to obtaimattueal
descriptions of the life world of the subject with respect to interpretation ofntlegining” (p.
435). The interviews with the superintendents and principals helped me to understhaddir
how their actions cultivate teacher practices that contribute to the suédelsLs and students
with disabilities. The interviews with the other administrators and teselaeled an outside
viewpoint regarding how leader actions from either the superintendent or psrafifeaited
them. After interviewing, collecting data, and conducting observationdpwied up with both
of the superintendents and other interviewees to ensure that the data | leddcolére
accurate.

The interviews at Oakwood and at Gateway took place in a vacant room in tioé distr
office, and sometimes in the office of the administrator or teacher Inte@asiewing. The
interviews took place during the school day and during a spring vacation dayw&reegbout
one hour in length. | recorded the interviews and took notes during the interviedsheha
interviews transcribed and entered the transcriptions into an NVivachssstware program
for analysis. The interview questions and probes (see Appendix B) had some opmkn-ende

guestions to allow the interviewees to express their perspective, and sonmmabtpibbes
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toward the end of the interview protocol were used to ask specifically abouthehat t
superintendent did or did not do as it relates to the conceptual framework.

Observation. The second form of qualitative data | used was observation. | used
observation to build on and test the data collected during the interviews. | observetthg me
in each district that involved the superintendent leading a meeting. | setleetype of
observation after the interviews. | used the interviews as an opportunity to aslethewees
to identify the types of observations that would show the superintendent in a leadeeship rol
that related to achievement in the district. Using observation in this way wasdyovay to
validate the data gathered in interviews and to get insider experience inticé dist
Observations in the district provided data that helped to make sense of the aeacher
administrator interviews and to see firsthand what | had learned altbetiimerviews.
Throughout the interviews, as | gathered information about what types ovatisemould be
helpful or supportive to show the superintendent having influence on beliefs and préuotices
participants in both districts recommended that | observe the superintendeng ramni
administrative meeting. In Oakwood, the meeting was a regular meetmthei
administrative team and building and union representatives. In Gateway, the tdisevas
an administrative leadership meeting.

The meetings | observed were recommended as ones that weredlikepact teacher
or administrator beliefs or practices through the superintendent'ssbgueand the meetings
were led or directed by the superintendent. | observed meetings with the gesgihgfthe
types of discussion related to the superintendent’s actions as they relttettsocial justice
or change. | used an observation protocol (see Appendix C) and took notes duringitgsmee

to help me identify the actions taken that helped to cultivate a change iis haligpractices or
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that related to high achievement for English language learners, studindssabilities, or
both groups. | used the same observation protocol for walk-throughs with the priacigals
superintendent. Walk-throughs in this case were building tours to deterimatieernthe
building layout and structure influenced (positively or negatively) the pescput in place for
achievement. In the walk-throughs, | looked for practices in the classrooms ahddtinat
are consistent with the literature (e.g., inclusive environments) and tipatrstipe practices
implemented by the superintendent. | entered the written notes into NVivoaigss. The
notes were not shared with the administrative team.

Document Analysis. | collected relevant documents from the districts as a third form
of qualitative data. Whitt (1992) divides document analysis into two categoriex prdurds
and personal documents. She describes public records as “materials creatqd famdhes
purpose of attesting to an event or providing an accounting” (p. 447). She also states that

Public records are particularly useful in describing institutional chaistots, such as

backgrounds and academic performance of students, and in identifying institutional

strengths and weaknesses, such as human and financial resources or consistency in
what the organization says about itself to internal and external audiendes]jomst
values such as commitment to diversity or the importance of out-of-classesqasri

for achieving the institution’s mission. (p. 448)

The documents | collected included publicly available state test data &sdrasst
data to understand the achievement trends of ELLs and students with disabiitiaatred my
research question. | used the documents from the district to triangulatestiy dapporting,
modifying, or contradicting the data | had collected during the interviewslly the data |

collected were from the state department of education website fortdistiac To verify the
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ELL achievement data in the smaller of the two districts, | requasatdhie state department
of education run a report for me on the two districts to verify that the didtadtsnet
measurement objectives on the state ELL test for the same yearsdiigseagdhe state test data
that was collected on the districts. The state data for ELL achievem@uoirsgpthat the
districts were achieving with ELLs. This data was actually mord baicause the test is
designed for determining the achievement of ELL students as opposed toi@sstdiat is in a
language other than the student’s first language and given without catisidéor the
language barrier.
I nstrumentation

The qualitative method of interviews was an effective way to discover htrietdis
leaders bring about change in beliefs and implement the practicesamgdesachievement of
ELLs and SwD. The document analysis provided the background necessary to shbev tha
district met the necessary criterion for the study and that thectlisis indeed shown the
necessary student achievement among the populations studied. Observation supgorted a
provided an additional lens to the findings in the interviews. Instruments for eaabf tygia
collection centered on the major themes of the conceptual frameworks afdiiessich as
creating a culture and a space for knowledge to be shared, developing a sharpdnpasa,
understanding how to implement change, creating the opportunity for developing relpgpns
and disrupting injustices that keep ELLs and SwD from achieving at high levels.

Interviews. To guide the interviews, | developed an interview protocol (see Appendix
B) that included opening questions to break the ice, a set of questions that addeesses

research question, and then two closing questions. Some key questions were:



a7

1. What were the key change processes needed to cultivate teacher paactioes
level (district, school, teacher) that contributed to achievement for EMiB? S
a. What actions do you take to get teachers to enhance learning (that overcome
the barriers)?
2. Tell me about a time when you did something to get teachers on track.
3. What did you do to help teachers or administrators to make change?
4. What specific actions have you taken to help principals to cultivate effective

classrooms for ELLs? SwD?

Observations. | used observation in the form of an administrative meeting and a
school walk-through. The observation protocol was a checklist of featureshiednatework
of social justice and change. | used the checkilist to identify which afihects are observed
and how they are used (see Appendix C). | also took notes during the observations and entered
them into NVivo in the areas where they applied to the framework.

Document Collection. With the help of the superintendent and other administrators, |
gathered school assessment data. | accessed the state tests frata thelsite and the state
department of education. In addition, | collected handouts that were gitrenraeetings |
attended and handouts from presentations given by the districts.

Analysis

During and after data collection, | began analysis of the multiple sowltested. As |
read through the interviews and documents, | looked for patterns and stories withatethe
Glesne (1999) describes data analysis as follows:

Data analysis involves organizing what you have seen, heard, and read so taat you

make sense of what you have learned. Working with the data, you describe, create
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explanations, pose hypotheses, develop theories, and link your story to other stories. To

do so, you must categorize, synthesize, search for patterns, and interpred thatdat

you have collected. (p. 130)

| used the constant comparative method of analyzing data that Bogdan and Biklen
(1998) describe as “a research design for multi-data sources.” They &tsihatdthe formal
analysis begins early in the study and is nearly completed by the end obltaton” (p. 66).
Data collection and observation were an ongoing process.

Interviews. After each interview, | set aside time to write up field notes about the
interview. Using the interview protocol, | wrote out responses in as muchaketaiould
remember, including the emotions or inflections expressed for any parrtictdrview
guestion. | also had the interview transcribed immediately after #n&iedv. | analyzed each
interview using my field notes and began to develop ideas of leadership w&ctioghe first
interview forward using the frameworks of social justice leadership aderghip for change.
When the notes were put in NVivo, | analyzed them by way of the categonedes for the
research question, namely: creating inclusive environments, equitable studewntmemt,
addressing a professionalism and skills for equity, connections with the comarushit
marginalized families, rigor and access, moral purpose, understanding,atevejeping
relationships, knowledge building, and coherence making. | did not need to make changes in
the interview protocol. | did use two forms of recording as a backup. After the notes wer
transcribed | deleted the backup recording. | took notes in the margins duringtiiemion
things | wanted to clarify, determine the validity of, or get additional médion about from
the interview. | found that sometimes my follow-up questions had been answeredtde@ring

main part of the interview, but if they weren't answered | used the notes inrija a
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remember the additional questions. When the transcribed interviews wehedini uploaded
them into NVivo data analysis software for coding and analysis. My asahysstigated how
each of the following tenets creates the change needed to have a higingchmuitable
district. These were the nodes that were first entered into NVivo. Later, wedesdded to
better describe trends being seen in the data that could not be described well undgtiripe e
nodes. They were creating a common vision, creating trust, hiring the right,perepléng
culture, creating a sense of urgency, creating structures, estapliginnegotiable goals,
creating board alignment, and allocating resources to support goals for acdméamd
instruction. After all of the documents and interviews were entered into NVivo, the wede
copied into a document separately for analysis.

Observations. | analyzed the data from the meetings by coding the notes and the
observation protocol. After the observations, | processed the notes immediatelgi to
remember the details of the meetings. | coded the notes in the same weagrthew notes
were coded. | put the notes into NVivo using the same nodes as the interview protocol.

Document Analysis. The documents | collected included state test data and assessment
data to understand the achievement trends of ELLs and students with disabihtkesldd the
key components of the information as notes in NVivo and coded them using the same nodes.

| completed and analyzed all of the data from Oakwood in the winter of 2011, before |
started to collect data at the Gateway. The data from Gatewaylhated in the late winter
and spring of 2011. After analyzing both sites, | then constructed a leipdsisly at each site
and after that looked for similar and dissimilar findings in the leadgepshctices that

advanced educator practices of success for ELLs and SwD at both sites. Idallpweéh the



50

superintendent and the curriculum directors, ELL coordinators, and special educattorslir
to verify information after gathering and analyzing the data from eackctistr
Pilot Study

A conducted pilot study was conducted with a superintendent in a small disdti6t t
many of the criteria of my study. The interview took about 75 minutes, includirsgasdion
of the interview protocol itself. | used the protocol and made some changes tcepittelooe
used in the study (see Appendix B). My original research questions were:

1. What actions did the superintendent take to develop the educator beliefs and

practices for successful inclusion?

2. What actions did principals take to develop the educator beliefs and practices for

successful inclusion?

As a result of the pilot study, | decided to change the scope of my researibng tles
conceptual framework, the original method of a single case study, and the focus of the
research. My original intent was to examine leadership from the distd&duool level of an
inclusive district. The questions in my interview protocol were centered on howiamclus
happened. In the process, | realized that | was not as interested in hovomblgpened as |
was in how leadership cultivated educator beliefs and practices to besEséisyzand SwD.
Inclusion seems to be more of a finding or a natural result of the process oféacrea
achievement for ELLs and SwD rather than an up-front criterion. Often, inclgsadsoi
narrowly defined as a structural change, and that focus would likely miss thesduyi
superintendents that seem associated with a constellation of practicestEtigpgeboth
leadership for social justice and leadership for change) that positivelgnol achievement of

ELLs and SwD. As a result of this new focus, | added leadership for changectmtsptual
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framework. Looking at leadership and change from both the district andnguliédiel also

seemed like too much to focus on in one study. So | decided to look at the study froncthe effe
of the superintendent instead of both the superintendent and principals. Because of thjs change
| also decided to do two case studies to create a stronger study with a morefo@usowhis

allowed me to look at two superintendents and find similarities and different¢espraictice

and results of their social justice leadership. | expected inclusion to beuehyin evidence

in a district with social justice leadership, so my findings would illumitestdership practices
assuming inclusion as an expectation. My new research question, aftaadjusteents,

became: In districts that have been successful in terms of high achi¢venahstudents,

what actions do superintendents take that help to cultivate high achievement for bath Engli

language learners and students with disabilities?
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Trustworthiness, Positionality and Ethical Considerations

Trustworthiness. Researchers use at least two techniques to ensure that a qualitative
study is trustworthy. The most common and inexpensive techniques are “trtenggataong
different data sources, writing with detailed and thick description, and takiregtine written
narrative back to participants in member checking” (Creswell, as cited ind;dfa@orth,
Lattuca, 2001, p. 290). | used all three methods of trustworthiness. | used a member check by
following up with the superintendent and other administrative team membersver ans
additional questions; get clarification; and verify the accuracy of whafauand in other
interviews, observations, and the collected data. | also used detailed desanipbservation
protocols to enhance validity by making sure “that the findings are trablefératween the
researcher and those being studied” (Conrad et al., 2001, p. 287). | used multiple sources of
data, including test data, interviews from multiple levels, observations, andatatadurces
such as staff development and district the state department of educatianguléating themes
to generate theory with confidence. Using two different cases enablerlganfirm and
disconfirm emerging findings as well as investigate aspects of baolér&ap frameworks.
Triangulation uses multiple sources of data to support or contradict theofiedimgs. The
researcher looks for recurring evidence within the data to find enough support totsatesta
the theory or finding. Conrad et al. (2001) recommend enhancing validity by using
triangulation to compile enough evidence to “formulate a compelling whole” anttadha
demonstrate credibility, the weight of evidence should become persuasive” (p. 2&4. |
triangulation in my study to assure that the data gathered and the findings froatethieere as

accurate as possible.
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Positionality. Over the past 13 years | have worked as a curriculum director and an
assistant superintendent. | worked in three different districts as well as €ducational
agency that served 35 school districts. These jobs required me to work with and get to know
curriculum directors and superintendents all over the state. The superintendenisianidim
directors | interviewed knew me through these roles. There is the possmbihty interviews
that my role had an influence on the way questions were answered, and a pogsbsiome
things were shared or not shared because of my position. For example, it waaskkehed
that | didn't need an explanation about their curriculum and it was assumed thatwikaie
best practices and other educational initiatives were used in the distig{sossible that the
findings didn't show as much in areas like the curriculum because of these amssimpt

Ethical considerations. One of the most important ethical considerations in research is
to do no harm. In this study, it was necessary to ensure the confidentidheydstricts and
the individual participants. Typically, interviewees and districts “should not befidbla in
print and...they should not suffer harm or embarrassment as a consequence of the research”
(Conrad et al., 2001, p. 516). | have used pseudonyms for districts, schools, and individuals
throughout. | supplied the research questions for the study to the superintendentsrand othe
participants in advance, and they gave explicit consent to participate in thechesteidy.
There was minimal risk to participants, because the names of the districte anashtes of all
participants were changed in the notes, in the written study, and in NVivo to phetect
privacy. Data were stored as Superintendent District 1, Teacher DRstEt#Ementary
Principal Building 1, and District 1, and so on. The data will be kept in a secuii@ fdeven
years and then destroyed. The files will be kept in secure digital formats

Limitations
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The most significant limitation of this study is the sample size. Wdlestudy can
contribute to the overall understanding of the effect of superintendent leaderslamatl
school district, the study was not large enough to draw definite conclusiomasehat
generalizable. This information aside, in-depth study of two successtidtdisbffers
important findings and implications for rural district leadership.

Significance and Conclusion

This study addresses gaps in the current literature related totdéstders who create
the change in beliefs and practices necessary to address the achiefdbhdistand SwD.
My findings contribute to the field of educational leadership in several.Waylsegin with,
this study identifies what district leaders do to create the negedsarges in beliefs and
practices for high achievement of ELLs and SwD. Second, this studyligtis in empirical
research of educational leadership. This study provides empirically baded)§ related to
the work of rural superintendents as they lead school districts, createargadgmnges in

teacher beliefs and practices, and raise achievement levels of ELLs and SwD.

As a nation, we are in a crisis. We need to find a solution to the achievement gap and

make sure we are educating all children. It is a social crisis and an econsisidrca March
15, 2010 Newsweelarticle, Thomas and Wingert (2010) stated:
The relative decline of American education at the elementary- and ¢hgloidevels

has long been a national embarrassment as well as a threat to the natioe <te

upon a time, American students tested better than any other students in the woyld. Now
ranked against European schoolchildren, America does about as well as Lithuania,

behind at least 10 other nations. Within the United States, the achievement gambetwe
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white students and poor and minority students stubbornly persists—and as the

population of disadvantaged students grows, overall scores continue to sag. (p. 24)
This crisis can no longer be ignored. However complex the solution might be, we need to
address this “education debt” (Ladson-Billings, 2006) that is every bit as anpa#g the

national debt.
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Chapter 4
Oakwood School District: Excellence and Equity for All Students

Demographics and L ocation

Oakwood School District is a rural Midwest district in a community that igddca
about 20 miles from one major metropolitan city and about 60 miles from another major
metropolitan city. The city has a population of about 6,100, an increase of 47% since 1990 and
13% since 2000. The district has a total enrollment of about 1,250 students: 81% White, 14%
Hispanic, 3% Black, 2% Asian, and a small number of American Indians. Over 30% of the
students in the district are considered economically disadvantaged, and 11% aits stillde
disabilities. In the last 10 to 12 years, the Hispanic population has doubled, theguprcd
economically disadvantaged students has increased from 18% to over 30%, and thepopulati
of students with disabilities has fallen from almost 19% to 11%. The Oakwood Schoiuit Dist
has reduced the percentage of students with disabilities under the leadershijuoktite ¢
superintendent by properly identifying students. The district was chosen f&tudybased on
the high level of student achievement in reading and math for the years 2005-2006 to 2009-
2010 and because it was identified by the state department of education astavtiste the
superintendent was believed to have an impact on ELLs and SwD. In addition, theldisitrict
achievement data at or above state growth, with a few fluctuations within &4ding and
math. Students identified as ELLs also met the measures identified &iuthyefor the years
listed above. In addition, ELL tests met state growth measures (see Appendi
Superintendent Gable and the Administrative Team

Dr. Marilyn Gable is the superintendent of Oakwood and has worked in the dgstrict f

nine years, six of them as superintendent. She has a background as a teachedis; 29 w
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special education director, and as superintendent. She prides herself on being a hands-on
leader. Dr. Gable spends a lot of time in the buildings in the district. She also faga st
belief in a high level of professionalism. She claims to know the names and faee of
person who is resistant to change and she uses that information to help thekdegrimoving
despite resistance. Dr. Gable expects a high level of excellence, and eqaitgfudents.
When she talks about equity, however, she mahrhildren, not just traditionally
underserved children.

The district houses a primary building with early childhood through grade two, an
elementary building with grades three through six, a middle school, and a high school. The
schools are all within walking distance of each other. Of the seven-medmmisirative
team in the district, all but one has turned over in the six years that the curreimtengent
has served. This gave the superintendent a unique opportunity to select her own team of
administrators. Because of the small size of the district, the superintestdimes, was also
the director of special education. Currently the administrative teaodeglkthe superintendent,
the curriculum director, and the four building principals.

L eadership for Change

In this section, | will discuss five themes related to leadership for chhagBr. Gable
consistently demonstrated. These themes are moral purpose, aligning the ndlsuppeorts
with the moral purpose, developing relationships, knowledge building for excellence and

equity, and coherence making.
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Moral purpose. Everything in Oakwood School District is designed around the moral
purpose of excellence and equity &k children. This sense of moral purpose begins with the
superintendent. Dr. Gable said,

One of the things | think I'm most proud of in the district is that | would say we've

raised the level of professionalism in the district significantly. | think gebaVve an

understanding that | am interestedoth excellence and equity doesn’t matter who

your family is or what your family name is, or how long you might have liveldign t

district, the expectations are the same for everyone.

Gable hires administrators and other staff members who share the cerefvakcellence and
equity, she plans professional development around it, she has conversations with stéaff about
and her decisions are made around that belief and vision. The staff definitgtyedrwith

deficit thinking when Gable began working in the district. Deficit thinkindpésltelief that the
student is not achieving because he or she lacks something or there is somdaratsate

fault. An example might be that there is a problem with the family, a probigmthe student,

or poverty. Deficit thinking blames the child, the family, and society ralizer ltboking for

ways the teacher or district can serve the child and view his or her strdhigt@sble is
unwavering in the belief that all students should be served and that they do not need to be
labeled to be served.

In our district, like lots of districts at the time, special education was di@as¢he

place where the needs of students got met, so if you had any need whatsoever, the kid

must be special ed and therefore they somehow got identified. There Myaaaeal

great deal of regard for the criteria for eligibility. So we did a lot of wivsk 6f all in

special education in those first three years to make sure we were ideniitys who
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were truly disabled. The other thing is that the groundwork began for providing other

services to meet the needs of kids. The reason teachers would refer kids was becaus

there was a need. They needed some intervention or assistance, so [we wereatooking

other places where those services could be delivered, not having to identify or label a

kid to receive those services.

All of the staff members | interviewed agreed, and one teacher in thetdsiplained,

| think it started with undoing deficit thinking and really looking at the critefiaow

to identify students with a disability—that it wasn’t our only option. If a kid wasn’

doing well, did they really need the criteria to be identified as a student with a

disability? And for a while this was our only option.

When asked why students succeed in the district, one of the principals talked about the
high expectations of the superintendent and described the superintendent’s “nd’excuses
approach.

Leadership has a lot to do with it. It starts with [the superintendent]. Shetedadl/no

excuses. It's like, okay that child is struggling with language—whawvargoing to

do? | appreciate that outlook. Getting off the EEL subject or special needsild a

has a hard home life, what are we going to do because that is not going to change? So

we need to do something for that kid and give him the best shot at being successful in

school and life...1 think the main message from that is we are going to do everything
possible to make these kids successful. No excuses. Nothing. It's going to be done.

Fullan (2001) discusses how leaders need to create the culture necessary tpanbang
create the “disturbances” necessary to motivate people to change. Theiedds or pulls

the people in the organization toward a moral purpose rather than forcing or pushirgamnang
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them. Oakwood School District has experienced a lot of change under thelgradetise
superintendent. There were changes in curricular materials, changes imgragdranges in
teacher evaluation, changes in the process of identifying students for specation,
changes in how teachers collaborate, and many changes in leadership througtistridhe
Dr. Gable describes that the amount of change that the district went through under he
leadership was not simply for change’s sake but for the sake of the students:
| have described the transformation here in our movement forward as rather an
ambitious undertaking. | know there are, at times, some of our staff [and] tefaehers
that we’re moving too fast and we’re doing too many things. | know that that's
probably not unique to our district, but, nonetheless, kids only get one shot. So we can't
wait to improve a particular area for several years, we have to get to thedsusf
that, and | realize that everyone’s working hard, hard as they can. | trypfarceithat
and appreciate and recognize those efforts. But we need to move forward, besause it i
about the kids.
The superintendent leads through her work with the administrative team. All of the
administrators | interviewed agreed that the administrative leagersdetings were critical to
the work on equity and excellence. They meet for two hours every week and digooiganin
issues in the district. However, the discussions focus mainly on instruction and stQeents
of the principals described the focus on instruction and student achievement in the
administrative leadership meetings by saying:
In past experiences sometimes you go to meetings and end up talking about just nuts
and bolts stuf—anybody can do that. If you want someone to man your building, | can

put anybody in that place. But as far as instructional leadership, that's adiffexient
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story. That’s what [the superintendent] wants, and you can see that thatvgineer

with any discussions that we have.

A theme throughout Oakwood School District was that Superintendent Dr. Gable had a

laser focus on hiring the right people, from administrators to support stafhidevas to hire
people who put students first and who believe in excellence and equity for students. An
elementary principal who was fairly new to the district described theghpriocess: “You can
tell the people that she’s hired have been hired for a reason because they bidhatoon just
realize that she was looking for a certain person that fit the leadershipeolanrted.” The
high school principal commented that the superintendent’s high expectationawere even
in the interview questions. She stated, “It starts in the interview procestheisorts of
guestions that were asked. | think she set a tone that she was looking for anonsirlezder
and not a building manager.”

The same high expectations apply to the hiring of teachers. The team of adtonsis
is included in the first round of the hiring process for every teacher. The groep doivn the
gualities they are looking for in the teacher. The questions are based off of thequwéh
the most important quality being that the teacher believes he or she daaltehiddren. One
of the principals described the process as follows:

It's a real screening process. Then after that the administrative-ts@dhto this day

we do this—does the first round of interviews. We have a protocol of questions that
we’ve developed, too, which was different from prior years of hiring. We came lup wit
guestions that were important to us as a district. Some of those things—“How do you

teach diversity? How do you differentiate?”
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The administrators determine who will move on to interview with the teacher té@m. T
goal is to screen applicants to hire very high-quality teachers whodalnelpractice equity
and excellence. According to one of the principals, the last statement inettvéeintprocess
is, “In our district we consider the probationary period, or the first three getgaching, as
an extension of the interview process. How you demonstrate professionalisaeiscevof
raising student achievement during that time.” The superintendent then meet nath a
teachers to let them know that her expectations are high. The curriculurordstated, “She
always goes in and has a short conversation with [the new teachers] weltoammp the
district, very clear about her expectations of them from day one...but she alsmgalpor is
always open.”

The hiring process is followed by an updated process of teacher evaluation. Wnder D
Gable’s leadership, the process for teacher evaluation was improved t@atetess teacher
guality. One of the principals describes this process:

So when we came in, there was no supervision or formalized supervision. With [the

superintendent]’s help again—we collected our own thoughts about what effective

teachers were. Then, as a group, took a look at other district models that we thought
would be good, sufficient models, and together we created what was a proficient

teacher. Then [we] made up a standard and made up a process and then the next year

implemented that process.
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Aligning the culture and supportswith themoral purpose. In addition to hiring the
right people, Dr. Gable has worked to develop relationships with staff, communaty, a
parents. She has also built knowledge through professional development followed by
classroom coaching. She hired an almost all-new administrative team and wihktdtem
and through them to change the culture—all with the purpose of creating alignrttent
district with the moral purpose of equity and excellence for all students. Thénsepaent
commented about the importance of the administrative team all having the samef¥i
excellence and equity:

We've had principals who've been willing to champion those same vision and values.

I've had those same expectations so that we could move forward. [Hiring of the staff

that works with you is critical], because you learn together and it'sigette right

people in the right positions and understanding that every hire in every position in an

educational organization is critical.

Addressing the culture and creating an atmosphere ofmdstigh expectations is
always a work in progress. Gable hired the leadership team because of tbfsiranel vision,
but then she allowed them to lead and make their own decisions. She would guide them but not
make decisions for them. One of the principals describes this as good, but sometimes
frustrating:

[The superintendent] gives me a lot of freedom, which is good, | appreciate it and she

respects my ability to be an administrator, but there are times whesayimg...“l

need you to tell me what | need to do here because I'm not exactly sure.” Slag/s al

an ear, she’s always supportive, and available to bounce ideas off of and so on, but
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sometimes I'm looking for a little more direction than she is willing t@giv It will be

good [for me] down the road.

Another principal corroborated this point of view:

Typically the way | view it is she allowed the building principal to manhg& dwn

school, and if | came up to a barrier and if | shared that with her, she would generall

give me ideas unless | would ask her to come to the [staff meeting] and sdlyisgme

(which I didn’t). | would often ask her advice and then go back and do what | felt |

needed to do.

Part of creating the culture for change for the superintendent was nonglloarriers
to impede the change process. Gable went above and beyond to provide the resources
necessary to make change in the district. She describes how principals atecetgp#ollow
the vision, but that they also have to have the necessary tools:

| suppose I've created a culture in which the expectation is “this is where gaehg,

and we’re expecting that you will come along, and we will provide whatepgosts

are necessary to help you move along, but we’re moving.” | think the role of the

superintendent is to be the champion of those things, to help facilitate those things, to

minimize the barriers to moving forward and in serving the needs of kids, and to
provide the support and resources.

There were also times when the superintendent was hands-on with the staKiimgwor
to change the culture. Working to change deficit thinking was a theme inteugrifie
superintendent did the first few years, whether it was addressing treestatinin a meeting,
hiring speakers for professional development, or sitting in on individualized educatiparpro

(IEP) meetings. The curriculum director discussed how the superintendéethvtorchange
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deficit thinking through discussions she had with staff in the IEP meetingsughthis
process, as mind-sets changed, the district moved from having students pl@esiain s
education and ELL pullout programs to more of a service delivery model where stugents
given the services they need to access the classroom curriculum as opposegl tengbi a
separate curriculum in pullout programs. The curriculum director explained:
| think what was significant in addressing [deficit thinking] is that she veemidry
gosh darn IEP [meeting]. Every single one of them--every single one. | tisipkatty
astounding, | don’t remember the number, because she always says...I thinkit was i
the hundreds...but she went to so many IEPs because she needed to be hands on. | think
that was significant in starting our path to really changing deficit thgh&nd moving
more to a service delivery model [in the classroom] versus having [pullout] pegram
The elementary principal described what the superintendent did with professional
development, her high expectations, her hands-on approach, and the many changes that we
made in a short time in the district as “the perfect storm.” The process akgays easy, and
the culture took some time to change. When one of the elementary principatafiexd, she
wanted to start a professional book group. She didn't get a great response.
The first year | was here | thought we’d read a professional book togethétaahid
out so that each staff meeting we would have a discussion and I'd lay out how many
pages would need to be read and | had a union person who was very vocal say, “How
dare you change our working conditions? You’re making us read a book on our own
time?” | was like... They were trying to grieve it?
Several years later, the elementary principal describes a diftatiémtle. The culture

in her building shifted from one of a mind-set of kids can’t learn because théycaggable or
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some other outside excuse, to one of being “professional and nurturing to kids.” Shehmedits t
superintendent for that change. She says the change had taken some time, and some of the
negative people are still there, but the new culture to follow is one of beingyagreait and
professional teacher. “I feel like now [that is] the culture to follow...like thi Bas swung to
they're the people that are cool. Before when | came in, it was [a culture @f thefiking].”
Like any district, Oakwood School District has limited financial resssir¢he staff,
however, always felt as though the resources were there to do what needed to batkmhe r
to the district vision of serving all students with excellence and equity. Thietdists one
bilingual teacher per building with additional assistants in a district of ga0Istudents. A
principal stated that, “We have never struggled for dollars to purchase irstalictiaterials
or technology for our ELLs.” She also described money for staff developmemirashan
sufficient.
They have been very gracious with that and for dollars for professional development.
Our staff would say to you that they have been told no very little when they want to go
to any kind of professional development. And when it comes to special education or
ELL, there is plenty of money, so they never get told no.
Two teachers also commented that they felt confident that the resowtiesrarfor
them. They felt that whatever resources they needed were provided, and thesrely
denied resources as long as they could justify the need and show that it waddiotsstThey
felt that the availability of resources accounted for part of the inchedise district test scores.
[The superintendent] has always been really good at using the money that is provided
for our district so we can get the tools and materials that we need to meeigads: |

feel like we’'ve added several new programs and materials. | feeldikee never been
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denied. She has always tried to find a way, whether it be different literacytdbks

technology they are trying to bring to the school...more technology than | probably

know how to deal with.

The superintendent listens to her administrative team about what is going onm in thei
buildings and makes decisions based on that collective input. The superintendent religd hea
on the curriculum director to implement best practices in instruction. She hiredtinéne
purpose of updating math and literacy instruction and because of her knowledge about
instruction, assessment and Response to Intervention (Rtl). While Dr. Gabledad a
professional reading and built her own knowledge and background in the instructianghare
curriculum director was the leader for instructional practices. Dr. Galilevithethe
curriculum director on a regular basis to discuss instructional practidesha followed the
data to make sure that they were improving in all areas. She was knowledgedkiea how
to ask the right questions of the curriculum director, but the curriculum directdruséesd to
lead the district in best instructional practices. There are times,aaBranistrative team, when
they decided to slow down or speed up a change process based on discussions in ddeninistrat
meetings, but always keeping the vision of the district.

Developing relationships. The superintendent’s ability to build relationships with the
leadership team, the staff, the community, and the school board contributes to the change
process. She has an open-door policy with everyone in the district. Becausehtasssnall
district, Gable is visible in the buildings, and people know who she is and where hersoffice
They also feel comfortable walking into her office to talk to her.

The superintendent is known for her collaborative processes. She meets monthly with

building representatives, union representatives, and administrators allailénéhey are all
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allowed to put agenda items on the table to discuss. The administrative team #simntee
hours weekly. They work together to discuss the direction of the district andhgitteon how

to move forward. The administrative team feels as though Gable listeng iopghéand

makes changes based on their recommendations. The middle school principal deseribed th
meeting process as follows:

We meet weekly, and that provides an opportunity for everybody to get around the

table. | think that she gives us some ownership to that. | don’t see her making the sole

decisions on a lot of things that happen in the district. There’s buy-in from others. |
think that she—she lets us see the more relaxed side of her also, which I thimk form
trust.

One of the principals described a more personal side, as he talked about the
superintendent telling the administrators that their job was not a 24/7 job.

With administrators, obviously, you could work all the time, but she is good about

letting us know when to leave early or little things like that. She’s good abolutitef

tempers her high expectations with some reality checks. So it has been good.

The superintendent also is known for listening to the community and responding to
their requests. When the community brought concerns about teacher quality tosGable
addressed their concerns by letting them know that the district had developelkea tea
evaluation process to help teachers to grow or to help them move on if they were not making
progress. The district also implemented a new hiring process to creaiegesool of
teachers. One of the principals described how important this new teachetievgbrocess

was to the community:
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We assured them that we would use the process to either help—it was focused on
teacher growth, but if they really weren't meeting the standard we would avbdvée
them make some choices about whether they would stay in the career or not. That was
huge in the community and also the hiring process and [the superintendent was]
responsible for this.
The superintendent also expressed her desire to stay connected with all damuni
One of the fastest growing communities in the district was the Sparesltiag community.
The district had family nights and created two positions to support the Spanikmgpea
community. Dr. Gable was particularly proud of the district providing Englishuictsan for
Spanish-speaking parents. She expressed that the commitment to work with thisndgm
and others was an ongoing effort that was never totally done. Dr. Gable does nothexpect
community to come to her; she creates pathways to reach out to them.
An informal connection that Dr. Gable cultivated was with a highly edddagno
man in the community who runs two businesses in town and who worked to strengthen the
connection between the Hispanic community and the district. The curriculum doaltéor
him an “unnamed leader” and explained, “He is just one of those people that everybody kind of
trusts. Because he has a good rapport with the district | think that helps.” Dr.uSeblnis
connection to get a pulse for the Hispanic community when making changes or lasking f
direction.
The district also hires paraprofessional educators from the Hispanic cotynvboi
are bilingual and who will make strong connections to the community and provide feemlback t

the district about perceptions in the community. The curriculum director provided itifamma
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about how the superintendent solicits feedback from the community and makes sure they
understand the vision:

[The superintendent] is very clear about what her vision is: equity and exesiterad|

children. She is very student centered in her conversations with staff and with

leadership and with the board. | think she is very purposeful in sharing the process of
setting goals for the school district each year, and communicating that.

The curriculum director shared that the board goals are a community prdoess. T
community gives input, and the board goals are created around that input with monthly
reporting. It was the curriculum director’s belief that this procegseleb keep the vision in
front of the board.

When it comes to making decisions, whether it's a purposeful decision or it's being

proactive or reactive, the decisions are always being made off of tlseogdeer vision.

| think that is strength. | don’t think people question what she is about.

The curriculum director also commented that the superintendent’s work wghltbel
board has resulted in the board supporting the initiatives with significant ¢altarsnost of
the board votes in the past five years that the curriculum director has been itritterdise
votes of 7-0 in favor of district initiatives. The superintendent sees heagaentinually
educating the board. She feels that the board has been overwhelmingly supportive of the

district initiatives because of the information and education they haveedcei
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Knowledge building for excellence and equity. Developing relationships with staff
and making them feel like part of the process was critical in gettingafieécsaccept the
vision and the need to make changes. The superintendent in Oakwood School District worked
in a different capacity in the district before she became the superintercderang
relationships had already been built, and the foundation for the vision was alreadgin plac
Staff development was a key next step of continuing to build a knowledge base ¢otsecur
vision of the district. The curriculum director shared an example of the importbsiedf o
development in moving the district forward:
What is significant about professional development with regards to Rtl [Response t
Intervention] is that it is all 110 teachers getting the same experigsa®ot just
pockets of teachers and then we expect them to come back and be leadleid0.
heard the message, so we have a common understanding and common expectations.
Rtl is a method of preventing failure in school through strong research-bassiom
instruction, screening and monitoring progress of students in relation to acagets, and
intervention as soon as the student is not understanding a concept rather thanavaiting f
summative exam or retention. The staff was also given opportunities to be peonsbatium
for Rtl with other districts, attend classes for ELL instruction, beqddearning book groups,
and participate in many other internal and external staff developmentwppest The focus
of all staff development is related to the vision of the district to serve d#rsts1 A principal
describes the planning process for professional development:
We have a lot of time for professional development here. I'm given a certain aofiount
time to work with my staff and push them forward. We set some priorities at the

beginning of the year and set up some action teams around those priorities, and we have
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teachers who are working on defining what our next steps are and providing
professional development to the rest of the staff to push us forward in areas like
grading, positive behavior expectations, literacy across the content aceas, et
Principals and staff also seem to respect Superintendent Gable’s inckedwledge
base. Over and over, teachers and principals described the superintendent as incredibly
knowledgeable. The superintendent led many of the professional development opportunities
and introduced to staff topics such as deficit thinking. A principal descihiged t
superintendent’s leadership with professional development: “We often did disttecstaff
development in terms with the Response to Intervention model, but | remember hey Kicki
off with the Deficit Thinking model.” Dr. Gable had already set the stagker view about
deficit thinking by sitting in on every IEP meeting during her first yeatiscuss with teachers
how students can be served without having to be identified as a student with a disability. The
Response to Intervention model following the introduction to deficit thinking provided a
framework for what she had been teaching through her modeling all along—thathehen t
district used the Rtl model of strong classroom instruction and using data andgrogres
monitoring to provide interventions as needed, students no longer needed to have a special
education label to receive services in the district.
Dr. Gable’s background and knowledge were a key piece in the planning and delivery
of professional development in the district. The special education directoipati described
the superintendent’s background knowledge as extensive in numerous areas. Steddkpla
Gable reviewed all of the special education paperwork and questioned thingsrinabt
clear. The superintendent also looked at the IEPs through the legal lealsetcume that the

laws were being followed. The special education director relied on Gabestise, and,
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although she was in awe of Gable’s knowledge, she trusted her and felt cblafastang for
guidance.
She’s very, very meticulous. Everys crossed—everlydotted, which is great. We
hold monthly special education meetings and she’s open to coming to those when
needed to really either reinforce something or to provide us with additional inf@mnmat
in any specific area. | think she just comes with such a wealth of knowledge i
many, many areas.... If we are struggling writing behavioral gbofdsl very confident
that she is still knowledgeable—has current knowledge on how to do it the right way. |
think that helps us because she comes with so much expertise in so many aiféarent
and is so current in her knowledge base. Sometimes | feel like | know nothing after
talking to her. | stumble over and over, and she is so articulate and can say tityperfec
A teacher described the professional development process as one whenes sperake
brought in and discussions began to happen in the district to bring people along to the idea of
“it's not just the intervention people’s problem, it's what can we do in the classrooneto me
these kids’ needs.” She described the superintendent as the visionary bebifitideathanges.
Coherence making. The vision of all students being successful is carried out mainly
under the umbrella of Response to Intervention. Oakwood School District has had tnaghing a
professional development in Rtl and related areas, such as best praatmesinstruction,
how to serve ELL students, how to best serve special education students, and how to use data.
Teachers were trained in literacy and math. They were also trainedusionary practices. A
focus was to keep students in the classroom by providing regular interventions to keefs stude

on track for the regular and more rigorous curriculum. A teacher desthigdocess of using
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Rtl to collect data and make decisions on curriculum and best practices in tloe @bstri

follows:
It started—in the beginning, especially with RTI—it started with crgadittion teams
on a building level. [We started with literacy]; then we were discussing riglataff
meetings. From there it turned into districtwide action teams that startechiimng
together and collecting data discussing whatever we were bringing abteegand
that’s kind of a model we use for everything. If we are looking at curriculutarials
or changing any sort of program, we go through that process. I think then aslong us t
report out about what went on and how we came to those findings in staff meetings, and
then we also did team-level meetings where, as a fourth-grade teachehobteifourth
grade would meet, and in that meeting we would be talking to the director of
curriculum and our principal and really having people remind us of what the bigger
picture is and getting into detail about what's working and what isn’t and aihdress
those things that we need to change.

The teacher thought that these discussions that led to interventions for studentsda

impact on the improvement the district was seeing.
The curriculum director described a specific professional development opportunity

around teaching ELL students.
We have been purposeful in learning...like our Early Learning Center did a book group
on What Works with English Language Learndtse Marzano information. They did a
book study for a whole year on that. We had [a trainer] from the [nearby large
university town] come and spend a year with that staff, too, because that'swehere

have a majority of our population right now. She came three times throughout the
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course of the year to help them understand proficiency levels, and how does that impact

our instruction. She was strictly ELL instruction.

In Oakwood School District, it did not matter whether a student was ELL, lalzeled a
special education, or homeless. The expectation from the superintendent was to enake sur
children were learning at their capacity and that all children wevedevrithout being
required to have a label. The district heavily used data to determine widagcimeeded.

Within the district’s Rtl model, there are intervention times when studentkeaibly grouped
in both literacy and math so all students got what they needed at themsivuctional level.
Groups were changed on a regular basis (every four to six weeks). Thastudee grouped
based on the data collected, student assessments, and teacher discussioieiduring
Professional Learning Community (PLC) time. During PLC time, théhexadooked at
assessments such as running records and other teacher-developed consapreatsas well
as math common assessments to determine needed interventions. Interveargayisen to
students based on their skill, not whether they were labeled as ELL or sukemation or any
other real or perceived label. The curriculum director summarized the interventicess as
follows:

[What is significant is] just the way we look at interveningdoykids

struggling...they are not treated as a separate population...ELLs are red treat

separately with our Response to Intervention framework. | think that is sagntifi

because when we do our interventions it's based on skills, it's not based on who they
are. When they do their intervention time here, you might see a bilingual teacher
working with maybe a majority of ELLs, but they also might be working with other

kids who need the same skill set. And vice versa. You might have a reading teacher
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working with a large chunk of ELLs—as long as it's based on the skill that they're

working on at that time, they get that kind of support. That's what | think is making a

difference.

The curriculum director was hired by the superintendent to focus on making the
improvements, especially in reading and math. Curriculum teams worked on, and continued to
refine, the core instruction to meet the needs of all students. The curricubatodied a
balanced literacy initiative with training in-district provided by readiagified teachers who
were teaching in the district. The curriculum director said that the tlistric“no specific
instructional materials” (textbooks) that were used for reading, becausastez the process
of teaching reading to be the focus rather than the textbook. The teachers did leve som
support resource materials for writing and comprehension, but they did not haveng sextli
They used a “framework of instruction” to teach spelling. When the curriculuctalitgegan
in the district, shortly after the superintendent, she also worked with the teactsersath
adoption. They switched from a traditional math series to a National Science kandat
funded math program, and the curriculum director commented, “The scores went up
significantly after the change in math materials.”

The superintendent described the need for continuous focus on core instruction. “We
needed to create an understanding that curriculum is living, breathing, and evaolagg ahd
forever, and we will never be done.” A principal described how the curriculum diregsor w
given the directive to lead the Rtl initiative.

When it came to the Rtl work, [the superintendent] came to [the curriculuntodjrec

and said, “This will be a general education curriculum initiative.” ll fike that was a

huge directive—a good direction and a huge thing because so many schools address it
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from the special ed direction and because [the curriculum director] took it on as a
general [education initiative] and [because] 80% of [the initiative was Jatanat
curriculum, meaning that 80% just made it owned by everybody. That was a huge and

great step of [the superintendent] just to think that way. She could have eadily led i

know she could—in the other direction. | wouldn’t have thought of that. | was

impressed that she thought that way. Then [the superintendent] spoke to the general
staff...I mean the whole staff [about Rtl] kicking off the year.

The superintendent explained that her focus was to get all students actEseWs r
curriculum, such as Advanced Placement (AP) classes and higher-lekedmdatading—
especially at the middle and high school levels, where barriers to highkcdevses are
harder to break down.

| think that historically there may have been a culture of low expectationstidents

with disabilities and ELL students]. | would say that was true of all of our kydeb

way. We would have our general education staff even for our general education kids
say “Our kids can’t do that.” Well, if we believe they can’t do that, they probably
won’t. | would say that there was a culture of low expectations. [There were] @bdles
specially designed classes for kids who were [in] special education bdoayse
couldn’t be in regular whatever-it-was.That, too, has been a shift of looking at
general education first to the extent that it is both appropriate and meeé&etiseof

kids that they do have exposure to a rigorous course of study and curriculum.

Additionally, courses designed for special education students were taken out of the
curriculum, and special education and ELL teachers were put in the classroom for sapport

the students could receive services with a more rigorous classroom curriatiemtihan in
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the lower-level classes created for special education. An emphasi@aced on removing
barriers at the high school for AP courses, and at the elementary levelsaviax on creating
intervention times and training in interventions and data. This intervention propess ke
students on track for learning the more rigorous classroom curriculum.

The superintendent assured access to students through monitoring IEPs, having ongoing
discussions with administrative staff, and providing professional developmesute as
students access to high-quality curriculum. A teacher described the pteessperintendent
went through as “a focus on undoing deficit thinking and looking at the criteria foifytemt
and labeling students.” At the same time, Gable made it possible to provide whanchildr
needed without them having to be labeled. The same teacher said, “What argoiegalh do
to make sure that this child is going to be guaranteed the curriculum and get wimsetieso
they can achieve and show greater growth than what we’ve seen in the pbst?ingcts
almost all of the initiatives and pulled all of them together in what eddie one cohesive
initiative rather than several disconnected initiatives. Oakwood School Diste®een asked
by the state department of education to make presentations on its Rtl maasiebeicthe
district’s success in implementation.

Oakwood School District, as part of the Rtl process, uses an online assessmaent syst
called Measures of Academic Progress (MAP) to assess studentdeandi other screeners
and internal assessment tools to monitor student data and progress. The teach€ginse P
to look at the student data to identify strengths and weaknesses and student needs. The
elementary buildings have time for intervention, when students are flgxdalped according
to their skills and taught at their level, whether it is high, low, or average. Sonhents get a

double dose of reading and some of math. The superintendent believed that empowering
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teachers to use data required a significant amount of training, but it wésthesffort. Gable
explained:

| guess another thing that | would say is important [in the development of owtHistri

is the growth of teachers in both having a desire to collect data...colldutingta,

interpreting the data and using the data to make educational decisions for kids on an

individual basis or on a whole class basis. [Teachers are] being purposeful in planning
assessment and using that data—and not just the state assessment, but other points of
data. I think our teachers have also become skilled in looking at multiple sources of
data, or using triangulation to make decisions. That'’s really important.

One teacher saw the Rtl strategies as a large part of the datdaoleocess. Her
comments were echoed by all of the interview participants:

We are such a data-driven school district, so | use a lot of data to find out wiere [m

students] are at and guide my instruction using that data. We were reallioeget

into the Rtl process. | feel like that has had a huge impact on both ELL and special

education students, and that has been driven by the administrators who really

investigated it, got on the ball and implemented excellent Rtl strategies.

The superintendent implemented the Rtl process in the district before mast othe
districts in the area, and she used it to bring coherence to the initiatives arouisibnesf
excellence and equity. Rtl changed the way teachers used and looked abtdatad @ervices
to students, and taught in the classroom. Rtl also provided the framework for updeging

instruction, interventions, and the professional development needed to make it all happen.
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Social Justice L eader ship

Social justice is advanced by using practices that create more inausivenments
for students; build professionalism and the skills necessary to address is$uas poverty,
race, and equity; create a more connected school community and climate; and prockic
equitable student achievement (Theoharis, 2010). The superintendent in Oakwood School
District has the core belief that all students can learn, and she carrieisithratn all that she
does in the district. The superintendent spoke about the expectations that teableedlfstridt
need to be able to work witdil children.

| think it's about setting expectations for our teachers. The expectation iSyibate

going to be a teacher in our district, then we are going to expect that you have the

ability to work with all children in general education. And that is really ourdhsice,

even as children need supports or interventions, the first choice of delivery—which was

a very significant shift in our district because it was very much the pullout model

| think we’ve [also] done work through changing attitudes of our teachers, doing some

education of differences, and doing some work on appreciating diversity in thet¢ we a

richer because we are diverse rather than that being a divisive issue.

The superintendent, through her actions and words, supported the moral purpose of all
students needing equity and excellence. As demonstrated, she built knowledge and
professionalism around that moral purpose or vision, and she created a more connected school
and community. Although inclusive environments were not specifically targeted, éney w

definitely a goal and a result of the Rtl work and the improved identificatistudénts.
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Create Inclusive Environments
The superintendent has implemented inclusive practices. Gable’s goal sexgd all
students in the best way with or without a label. Under her leadership, the disfted from
a mentality of “my kids” and “your kids” to one of “our kids.” She stated:
| think | have leveraged influence to encourage and support collaboration. | think that
that is an area that has improved significantly as well. So the cooperative woeehetw
a general education teacher and let’'s say a special education teacher lomgual bi
staff...l think our kids are the beneficiaries of that. That again was a &liifiey are
your kids, you do that in your little room down the hallway where all those magical
things happen.” That has been a shift.
A teacher described the change in environment as well.
| really feel like when | first started here it was like, “theseyang students and these
are mine,” and now | feel like it's more of a team approach where these stadent
everyone’s. “What are we all going to do to make sure that this child is going to be
guaranteed the curriculum and get what they need so they can achieve and sleow great
growth than what we’ve seen in the past?”
In addition to the culture change around serving SwD and ELLs in ways other than just
pullout or specially designed classes, the superintendent hired trainers to vottkevataff on
Rtl, inclusionary practices, instructional practices, and interventions. Dle @o put a focus
on creating time for collaboration and professional learning. The regulaateduteachers,
special education teachers, and ELL teachers became a team of professokiag with
children as opposed to being separate entities serving children without conneeting to

other.
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Summary

Over six years, the superintendent of Oakwood School District has led the distric
through a series of changes described by one principal as “the perfect Stoenmoral
purpose or vision of equity and excellence for all students began, surrounded, angkahfiltra
the change process. The changes began with the hiring of new administedtiaacswere
followed by creating the culture, supports, and knowledge necessary to makeahe visi
reality. To imbue the changes with meaning, the umbrella of Rtl and the mqrakpwguided
every step of the process. Rtl was the structural model, and excellencpdpnavas the core
that drove everything in the model. Every decision and every change led the dissectto
excellence and equity.

The moral purpose of excellence and equity was not named social justicepatrdany
but the driving force behind the changes all related to social justice. Supeeinté&able led
the district in changing deficit thinking, developing the knowledge around inclusion Bnd Rt
and changing the district’s belief that “the kids can’t do it” to a mind-skighf expectations
for all students. The superintendent helped the school board and community to understand the
vision and purpose. She worked to create environments that did not require students to be
labeled to receive services, and she worked to make sure students were dpettitigyw
needed no matter what the need. The focus was on students, not on what label the student had
or did not have. She worked for rigor, access, and equitable achievement for all s&itents
also provided the resources, professional development, and support that opened the path for
change that led to success in raising student achievement.

Dr. Gable’s work in Oakwood was largely consistent with both leadership for change

and leadership for social justice, both to be discussed more in Chapter 6 and Chayptéar7. Si
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findings are discussed next for Gateway School District. | will addresstd#rsections of the

two leadership frameworks in Chapter 6 and findings about the study in Chapter 7.
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Chapter 5
Gateway School District: Excellencefor Every Individual

Demographics and L ocation

Gateway School District, located about 10 miles from a major metropolitamscaty
rural Midwest district in a community that is slowly becoming more suburban. Thawaoity
has a population of about 10,500 people, and the district has a total enrollment of about 4,900
students. The population of the city has increased 50% since 2000. The district’s student
population is 70% White, 13% Hispanic, 10% Black, 4% Asian, and a small number of other
ethnic groups. Over 28% of the students in the district are considered economically
disadvantaged, and 11% of the students are students with disabilities. In fiieyleats, the
Hispanic population has increased from 3% to 13%; the percentage of economically
disadvantaged students has increased from 11% to over 28%; and the population of students
with disabilities has remained fairly steady at around 11%. The GateshaplDistrict has
reduced the percentage of students with disabilities under the leadershiproéadpecial
education director, and, according to administrators who were in the disthet éitne, a
culture of inclusion and properly identifying students has remained in the digtigetthe
service of the former special education director. The district houses éonertary buildings,
two middle schools, a high school, and three charter schools. The schools and student
population are spread out across the district, with some students living across laighayay
in a suburban area and other students coming from more rural areas.

| identified the Gateway School District for my study based on the lewtldént
achievement in the district being above the state average for all studerdding and math

for the years 2005-2006 to 2009-2010 and on the recommendation from the state department of
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education that the district had superintendent leadership that made a diffaraclcevement
for ELLs and SwD. In addition, the district had high achievement for ELLs and studémts wi
disabilities compared to the state average in reading and math. StudentedlastHiLLs also

met growth measures for all of the years listed above (see Chapter 3).

Superintendent Larson and the Administrative Team
The current superintendent, Dr. Murray Larson, has been in the position foasx ye
The administrative team includes the superintendent, a curriculum directorpraundyn
relations director who is in charge of the ELL programming, a special \mludéector, a
human resources director, four elementary principals, three charter schogiglsi, two
middle school principals, and a high school principal. Dr. Larson has a strong comnitment
serving all students in ways that meet their individual needs. He led the dstriagh tough
discussions, pushing at times, holding his leaders accountable, and by getting to know them
a personal level and trusting them to be leaders. Dr. Larson described his visiorboitelist
leadership.
| am very respectful and cognizant of the power in dissemination [of leadetship].
am the only one beating that drum, | am the only one beating that drum. Does it go very
far? And I think a lot of superintendents, a lot of people leadership just kind of take it
from, well | have to be the brightest bulb here, | mean | have to be the loudest drum, the
loudest horn, whatever | have to be. If | use a bulb, | have to be this 10,000-watt bulb
and | will shine the light on all for all to see. That's silly, because you darit o
hang out next to those people, because you get burned, | mean they just burn hot and
they burn out and they burn you out. | really look at it as | just need to be enough light

at the right time at the right place. And then let others be that light.
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L eadership for Change

Moral purpose. In the Gateway School District, the moral purpose of excellence and
equity forall children has been the culture for many years and continues with the current
superintendent. Dr. Larson’s vision and his passion for meeting individual needs ofsstudent
carries the district forward as it continues to improve what has been done inttiéhjzas
commitment to serving all students permeates the administrative leadessti. The
curriculum director, one of the newer members of the administrative teammesdsad about
the superintendent's vision: “[His vision is] very consistent. The focus [is] on itoo\and
personalization for kids...meeting the needs of kids who are not successful in the s¢hool sys
as we know it.”

A principal agreed that the district placed value on individual students and s ne
yet there was also a value for diversity, and the district went to ergtnteto make sure that
the buildings were diverse and not segregated by strategically placing bolimeks for
buildings.

We do try to keep those demographics as balanced as we can. So that’s been a priority,

and that started before [the superintendent] but has continued. [The current

superintendent] also recognizes that as a priority and a good thing for stihmals to

be diverse.

Another principal supported the fact that, although the culture of excellence arydoegain
before the current superintendent was hired, he certainly holds the same vision i@ ont
push the administrative team even further to consmtvidual student needs.

| think that his passion is—[the superintendent] is not one that likes conformity,

uniformity, standardization. [He] really wants us and is pushing us...| mean that in a
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positive way...really pushing us to look at individual needs and to look at what are we

doing to acknowledge that all kids are different and all kids have strengths anare/ha

we doing to build on those. [He is] really pushing us as a district to accept that and to
embrace it and move forward with it.

The vision of meeting individual student needs is carried through to hiring amdygett
the right people in the right positions who have the same vision. A principal talked about how
critical it is to sustain the vision even in the hiring process.

Again, [the culture of excellence and equity] is a part of who we are and what we do.

And | know at the building level, when we are hiring, we are looking for people who

share that same philosophy. And so | guess | would say it's because marmawé us

that philosophy that that's what keeps it going.

Hiring people with a moral purpose that includes compassion and opportunity for all
students has been a focus of the superintendent. He described hiring people as one of his most
important jobs: “A very important role for me is hiring really good people to do the wdrk a
then trusting them to do it and it’s a lot about trusting them to do it.” Larson alsanexpihat
part of his hiring process includes the first question, “From where do you leadvaikts
administrators who lead from their heart, not from a position of power or a positide.dflat
is not interested in hiring people who do not let things bother them or who have become
hardened to the world. He explains this by saying, “So how do you lead with yoyiosart
can you lead from compassion...from a position of compassion, if nothing gets to you?” The
superintendent reiterated this point and explained the reason behind needing leaddrs to |

from a place of compassion:
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If you lead from a position of compassion and you understand that denying opportunity

[now] has a very real likelihood of denying opportunity in the future, then you are

going to do everything to avoid that.... Our duty is to do everything in our power,

everything within our resources to hefl [of our students], to give them as much of a

boost as possible and always from the position of compassion.

Aligning the culture and supportswith the moral purpose. From hiring the right
people to creating a culture of high expectations, every decision made byh&unuksit
Larson at Gateway focused on the ultimate goal of every individual student aghidei
fostered relationships in a way that developed an atmosphere of trust, peghaéons, and
accountability. He set up regular, biweekly, one-on-one meetings wityoeeeon the
administrative team. He led his administrative team by building dtkax@wledge through
discussions and professional development, use of data, and leadership activitiesddrisaile
activities he led at administrative meetings always revolved around tbe efsserving
student needs. Typically he would look at student data or develop leadership arourpadervin
students. He also developed relationships with staff, the community, and the schaol boar

The administrative leadership team at Gateway School District desteasér genuine
atmosphere of trust, camaraderie, and respect, yet they were not afraid tiffiault
conversations. One of the principals described the superintendent’s leadeestupuagability
with the freedom to make decisions. “Heesn’'tmicromanage the sites. Are you accountable?
You bet!! Can you do things that fit the needs of your school? ¥esdave an example of the
accountability to serving students.

[The superintendent] has counseled me along the way...probably sometimes being very

strong with [his] council, “I need you to do this,” “I want that kind of thing to happen.”
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Other times being able to say, “Bring me thoughts, advice, direction, comment.”
Sometimes it would be hard conversation; it would be like, “I don’t want to go that
direction, justify why you are’—and we would have some of those really hard
conversations. Other times | felt like it was supportive and helpful. So all along the
way, we have had conversation, and sometimes it's been clear where he warged it t
sometimes he has been able to say, “Bring me some idea and direction,” andgoe will
there too. So he has, I think, had a big view of it but has also been willing and open to
say, “| want to hear your ideas and where you are going to take it,” amaly*have a
perspective on it, | may disagree with it, but | want to hear your ideas and yoliere
are going with it.”
The same administrator described a time when a proposal was being intptiraad
the superintendent wanted to see the data about whether it was working. The adioninistra
explained to the superintendent that he could not get valid data so early in the proposal and
then explained how and when he would gather the data needed at a later timehRather t
being upset with the superintendent for asking him to produce data so early in the fhject
administrator appreciated that the superintendent was holding him accountableibg shatv
the changes affected student achievement. “It's accountability @gfiect. That's the way to
be able to say it. And there [have been] times where it’s like, ‘I don’t know, | cawea
that.” But yet, it was like ‘We will try.”
Data is a major focus and part of the process of accountability to studeatewa
The superintendent keeps a close eye on programs and data from all of the buildings. An
elementary principal gave an example of how the superintendent uses daattyoast asks

for data as part of the culture of accountability.
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A week ago today he sent me an e-mail about our [state test] third-gsadesults

because they were recently released internally. They weren’t postget.ode saw

them and he said, “Wow, did you see what | saw?” Yes, | did, and he said, “Can you

provide me a table that addresses things like, who are the kids that got basic or

minimal? Who was their second-grade teacher? Any identification yogiviathem

like free and reduced lunch, special education, ESL, ELL?” ...So that's one wag that

holds people accountable. Helping us remember—Ilook at your data and what are you

doing.

One of the main ways the superintendent leads the district is by working with the
administrative team. He guides his leadership team partly through radutaristrative team
meetings. All administrators commented about his leadership at the admivestneetings.

One of the administrators described the importance of these meetings and how the
superintendent works with and leads the team.

[The superintendent] really tries to engage us in conversation and really push our

thinking and questions why are we doing things. We don’t have to do things, we

shouldn’t do things just because that's how we have always done it. So really getting
as leaders, and then having us carry that [idea so it will] flow back to our buildirfjgs [by
looking at what are we doing, why are we doing it, who is benefiting from it, and is it
worth continuing, and if not, get rid of it, and let’s find what is working, and how can
we improve. And | think he does that again with us as an administrative team through

different activities and readings that he has us do and discussions that he engages us i

And he will frequently bring our own data. It might be behavioral data, student

assessment data, that type of thing to the admin team and have us take a look at it and
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raise some very reflective questions on it. And he so takes those opportunities to, in my

opinion, get us moving forward.

The curriculum director, who was new to the district in 2010-2011, also described the
leadership of the superintendent as very influential in the overall guidance dhtivesdrative
team. She described the leadership team meetings as an important venwei$sratis about
leadership led by the superintendent.

We meet every other week for three hours, and every single meeting that weebave

involved in, we have had leadership activity, and so it may be on the diversity issue, it

may be [not scoring] very well on the test scores since our test scores dropied a |

bit this year. So he plays a key role in staff development of the leadership melam, a

that is really unique. | haven’t seen anyone as strong as [the superintendefitpi

area of developing leadership in his administrative team. | have not seen that in an

other district that | have worked in. That’s kind of refreshing.

In an administrative meeting that | observed, the superintendent had the team work in
small groups to decide what they would do if they received a 10% budget allocati@séncre
The administrators were well aware that the budget increase scenaritypothetical, but the
teams developed lists of potential budget items that were compiled and diseitesthe large
group. After compiling the lists, the superintendent asked the administateftett on recent
professional development. The professional development focused on how schools need to
change in order to survive and improve. Schools of the future, to better meet student needs,
should make decisions based on where they want to be and no longer support things that do not
work. The teams then talked about which items on their wish lists supported schools of the pas

and which ones supported schools of the future. This theme carried throughout the meeting.
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The team had critical conversations about summer school, grants, budgets, anthgehatiul
while openly challenging each other and asking each other critical questiorespeatful
way. For example, at one point, a principal began to discuss a decision to offexdéatenath
summer school program. Administrators asked her questions about this decisitwe, and t
superintendent challenged her, “I want you to think about whether this supports a math
program that isn’t working. Then are we making kids repeat the same thing thatvdidn
during the year over the summer?” The superintendent sensed a little defesssfvamethe
principal, so he reassured her that the administrative team’s questionsstéoenpake her
think.

In addition to the budget scenario the superintendent led the administrative team
through, they also looked at data of students who had been in the district since kiedergar
and had scored minimal or basic on the 10th-grade reading test. The superirdske@he
administrators to generate questions about the students on the list. The adorsraerated
guestions about the student demographics, their programming, and the series of &amcher
classes and interventions they were offered. To generate thinking fromotipe Br. Larson
asked questions throughout the discussion such as, “Should it make a differenceiwhat the
demographics are?” The administrators had some deep discussions about why shalents w
had been in the district from kindergarten through 10th grade would still not be proficient
readers. The superintendent agreed to collect the requested data that theagtedpgav
disaggregate and decided to continue the data discussion at a future meeting.

Despite the fact that the culture of excellence and equity and the impearftioing

what is best for students have been in place in Gateway for many years, $ogderintarson
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continues to challenge the administrators to be better. Two districta@nehistrators

described their perception of the culture as being very positive. As one stated,
Teachers understand that when you refer a student to special ed, that doesriaimean t
they’re going to go someplace else. It just means that you may be mgcgvne more
supports to have that child in your classroom. It is a culture of this districts Junstt
the way we are.

The second administrator put it this way:
[Our administrative team has] genuine concern and care for each other, andetetioes
very genuine. Like | can walk into [another principal’s] building, talk with her aout
site council issue, talk with her about her personal life, how is your daughter at'sl wha
she doing, | mean all of that—it's the same level of conversation. It's not likeeltba
go, look her up and say, “Oh, that’s right, she’s got a daughter so | better mention that
once a year,” it's nothing, it's real conversation. And it feels good to be able to know
that you can struggle with people. You can sometimes bleed together when yon have t
do cuts, and it’s just really hard stuff. But yet, at the end of the day, you car sag w
all in it for the same reason. We didn’t give our lives to public school because we are
going to all try to get rich here. It's about kids and relationships and what we do for

each other. And it's very real. So it's a healthy place.
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Developing relationships. The superintendent made very specific efforts to build
relationships with the leadership team, the staff, the community, and the schooHsohedd
biweekly meetings with each administrator to give the administratoarece to discuss issues
or to use the time as a chance for the administrator and the superintendent to getdadknow
other. The administrative team expressed appreciation for this chance to hedeiahdi
conversations with Larson. An administrator explained it as follows:

He also does a good job at coming out to the schools. Once every two weeks he has—

it's called Tuesday’s with [Murray]. He takes all the administratdirgdes them in

half, and every other Tuesday he sees you. So he’s here every other Tuesday, mornin

twenty minutes...l guess, checking in what's going on, what do | need to know, what'’s

going on with you, how are you doing, what's bubbling up that you want to share with
me? | think that that would just speak to just his interest in keeping his pulse on the
district. What are people talking about? What kind of employee issues and careerns
bubbling up? How is it going?

Another administrator commented on how the meetings helped the superintendent to
have a much better understanding of her as a person. She said that many timesrige me
were not about educational issues; rather, they were about the superintenogntagletiow
her better. She commented about how she felt as though he really listened and touktthe t
know her as a person as well as an administrator.

[The superintendent] is like a parent. He holds me accountable and challenges me to do

better, but he also supports me. He knows me a lot better than | have gotten to know

him, but that is okay. It is like he keeps a safe distance...like a parent.
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A district-level administrator described how the relationship building led aleled
by the superintendent has a positive effect on the administrative team and the ywdgal
openly with each other and are able to have critical conversations. All of the ddatonss
agreed that the administrative team was able to struggle through tough abarerabout
budget, students, staffing, and other critical topics and were able to openly aebabtena to
solutions while keeping the vision of the district at the center of the conversation. The
curriculum director shared that a yearly retreat where the adrativstteam discusses their
“collective commitments to each other” also helped to create the cohessviam the
administrative team.

A building principal agreed that the superintendent encourages, pushes, and challenges
them as well as helps them to create a trusting team atmosphere.

We meet very regularly. We have retreats. We build on each other’s strengths. W

support each other. And I think a lot of that is encouraged by the agendas, by what we

do at our retreats. [The superintendent] gives us the latitude to take risks owasdlves

that if we fail on something it's okay. He is there if we need him. He doesn’t

necessarily always agree with the decisions that are made at sitéd ootimags like

that. And you know and | know that that's a challenge. But he will stand behind us if

we need that.

The superintendent also makes a commitment to communicate with community
members and school board members. Several administrators saw the board suppatt as ar
key to success in the district. All of the administrators described how thiemskap with the

board is a key piece in keeping the district moving in a positive direction. The community



96

relations director described the importance of Dr. Larson’s rel&ijpmgth the board as

follows:
Where | would give [the superintendent] credit and one thing that | didn’'t mention is i
a leadership role in what he does with our board. | think that sometimes that goes
unspoken, and it’bugelysignificant.... | think, again, to [the superintendent’s] credit
here, he has been able to establish a relationship with the board members tosay, “Y
dothis; thisis the policy level that you're working at. If you have a question, take it to
me | will research it with my administrators, I'll bring it back, and $Hare it with
you.” He’s been, | think, a fair buffer from that.
Another long-time administrator described how critical it is to manrttzat

relationship with the school board and how the board’s support is critical to thetdistri
We have built-in traditions that | think have helped the district build relationghips.
actually begins with the school board. The school board, my experience in the 12 years
| have been here, is that the school board members have worked, again, very
collaboratively with the administration and with the sites.... Now, there hanesba®e
bumps in the road over the 12 years that | have been here, but overall, the school boards
have really supported [the] management and put a lot of trust and faith in their

administrative team and in their staff.
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A critical test of themoral purpose and relationships. The superintendent described
a time when the district was changing programming for ELL students. Thethtents,
separated in their programming from other students, had a track of eclpgbesugh middle
school that included the same content as regular classes but were taughangtvagés. The
ELL students were being taught in English and Spanish. The superintendent askedteeeomm
to determine how the programming should change, if at all. Larson did not thinkdpiarpr
was best for ELL students because of the nature of the program being sepagtabutith
no opportunity in the classroom for the ELL students and other students to develop
relationships. He chose to address this issue, even knowing that he would have to fight the
Spanish-speaking community if changes were made. Acknowledging the chaoggsphe
said he would not force the change if the committee did not believe that this was tteedone
it. He would support whatever decision the committee made. The superintendent spoke about
the process that he went through to revise the ELL programming and how it needed to be an
ongoing process with the board so that they were informed over a period of time.
There was a committee that had been set up that had worked for months to study the
issue, and we had some key board members on there. And they gave many reports back
to the full board, so it didn’t happen just at one board meeting; it happened over the
course of months.
Dr. Larson’s belief was that the program was separate but and thatétceedivide
between ELL students and other students. The ELL students were taught thersemlerm,
but separated in the middle school from non-ELL students for all of their liasseler to
teach them in both Spanish and English. He also had an issue with the fact that students wer

being put into the program who had English as their second language but languagésiother
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Spanish as their first language. These students were at an even bigger disadeuzage

they were now in courses usitwgo languages they did not understand. There was a lot of
push-back from the community about this change, but community meetings were held to help
community members to understand the issues. The administrator who coordirlates EL
described the anxiety this change caused in the community.

[There were] a number of people upset in the community. There was a lot of

mudslinging that happened. There was some false information put out, false

information stated on the local Spanish radio station in [a nearby metropolitan city]

from some of our teachers or parents or people who were thinking they were going to

do away with the program. And so it caused some parents to be anxious and 50 people
at a board meeting, that kind of stuff.

Since the school board was educated during the change, when the final vote came to the
board to look at alternative and integrated ways to support the ELL population, the board
supported the superintendent and administrators despite the fact that some community
members still were opposed to the change. Even after the change was pué,ithpla
superintendent continued to update the board and the community. In this situation, the
superintendent was determined to look at what he thought was best for ELL stugkemliess
of the beliefs to the contrary in the Spanish-speaking community and among thea€hkrs
that the current configuration was the best way to teach ELL students. This wgsoataint
incident around inclusion—exclusion and an important one for leadership and social justice
This issue will be discussed again at the end of this chapter. Dr. Larsoregrépmaboard and

the committee well for the change and ultimately got their support. In eryiextvs with the
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ELL teachers, they admitted that they were against the changediatehbut they now agree
that the change was needed.

Knowledge Building. The superintendent approached knowledge building in two
ways. One is on a district level around cultural change. The other is moreahasscused
and includes building common vocabulary and understanding in the district around classroom
implementation, such as the Sheltered Instruction Observation Protocol (&DPy the
district conducts to implement ELL strategies in all classrooms. | digach of these
knowledge-building efforts next.

At a district level, the superintendent, in cooperation with the administragine te
plans professional development or knowledge building around the district strategar pl
cultural awareness. This was accomplished through books, speakers, staifjsneetil
specific training. The curriculum director gave an example of curremnictiwork.

[A current example is] the work that the district is doing on privilege arsldnd

stereotyping. That is really integrated into our Title | plan and the neadke sure we

are being culturally responsive to all of our kids. | think that plays an itdeedile in

meeting the needs of kids when we can connect better with their backgroundshand wit
the parents of those kids.
A teacher commented about the district-level focus:

The culturally relevant teaching has really forced us districtwide to tiiokta

structures we have in place that are White middle-class culture. Thefmi®ljea

push districtwide. You will see things, some policies change here or theretwidt,

but it is a lot within the schools and how they think about kids.
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An example of a more specific classroom focus of professional developriest is
districtwide training in SIOP (ELL strategies and culturallyvalg teaching). As
Superintendent Larson moved the district away from the separate ELL prom@grhe
requested that his ELL coordinator research and bring into the districhg¢yainstrategies that
would help all teachers teach ELL students. This is how the district startedgr@achers in
SIOP strategies. The goal of SIOP is to help ELL students to acquirerac&e®wledge and
understanding simultaneously while developing English language proficiédoynistrators
and teachers alike felt that the SIOP strategies were some of theunoss$sful professional
development strategies implemented in the district. The professional developasent
districtwide, focused on culturally relevant teaching that was beneficiallfstudents,
followed by coaching and professional learning with other trained teachers repldced a
program that was considered to be a segregated program for ELL students.eA teach
commented about how the training helped her:

SIOP does make a big difference. I'm not a SIOP trainer, but | did get athet S1OP

training from our ELL staff and some other teachers. At staff meetingspathose

strategies have been topics. There is also districtwide staff develogntewbrkshops

on SIOP that we were required to go to. | think the best piece of SIOP is | worked on

teams who were trainers and went to the intense three-day training. Ang sealhe

help us use the methods and strategies on a day-to-day basis. | think that has made a

huge difference. Especially not only for our ELL students, but for some of our students

who are living in poverty who may not have the same background experiences. The
thing that was interesting is that | don’t think it [SIOP] was that radicdilgrént than

what people knew was good instruction, but it put a lot of structure in place and gave us
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a common language with the staff. It gave us a vehicle for continued proféssiona

development.

Coherence making. The district knowledge building and professional development
relating to cultural change and classroom strategies helped to get teawhadministrators
on the same page with beliefs and practices. However, the piece bringing tleeineosnce to
the district seemed to be the strategic plan. The strategic plan seemedreabeefining
point for the superintendent and a chance to make coherent the overall district vision of
excellence and equity for each individual child. Out of the strategic plan bameegoals. The
first goal was to ensure all students acquire skills and knowledge to be fuldoessliverse
society. Goal two was to dedicate resources in flexible and creative avanget individual
student needs. Goal three was to integrate technology into all curriculumcaireasave
problem-solving abilities.

A teacher described her experience with the strategic plan:

Because | was a site council member, | probably had a lot more irdaraatih the

superintendent than maybe some other teachers. Our strategic planning pascass w

big turning point for us, because not everyone necessarily engaged in it...but what

came out of that process was three goals.... There s@®pletdocus on those three
priorities. That drove most of the decisions, and it soon became kind of accepted that
we’re doing this because it speaks to this priority or it speaks to that priority.

The teacher went on to explain that the superintendent had expectations for each
building to create measurable goals around the district goals, and he hadjlexygectations
for how the goals should be written. The teacher discussed the process her b@itding w

through to develop Specific, Measurable, Attainable, Relevant, and Time-bouAdRSM
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goals and how the general expectation was that they should be written tiotiheflec
achievement of 100% of the students. She also described the discussion that resulted around
student learning when the goals reflected 100% of students:

We as individual teachers were responsible for very specific goalsaildtl 00% of

students..’. and as a team we had to write up a report about whether we did or didn’t

meet them. The truth is, did we meet 100%? No, but then we had some pretty intense
conversations about the kids that didn’t meet those goals.

The expectations of the superintendent carried a lot of weight in the buildings. The
superintendent did not work directly with buildings on goals, but his expectations relaehed t
buildings through the principals. While the expectations were high, it was cledrdha
consequences for not meeting goals weren’t about punishment. Not all buildingd gess
around achievement of 100% of the students, but the superintendent’s message of high
expectations led to many discussions. A teacher described a conversation tpel pniter
building had at a staff meeting on building goals after an administrative teatmm

“Show me the 10% who aren’t going to make it. Do you want to identify those 10% of

kids?” That kind of quieted some people. The other side, too, was that there was also

[the feeling that], “We’ve got nothing to lose from not reaching this goakeTliseno

penalty, there will not be resources withheld, nobody’s going to get a badteralua

So that was the other discussion.

Social Justice L eader ship

Social justice is advanced by using practices that create more inadusivenments

for students; build professionalism and the skills necessary to address isbues [gsoerty,

race, and equity; create a more connected school community and climate kangbssble
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more equitable student achievement (Theoharis, 2010). Superintendent LarsonwalyGate
School District, had the core belief that all students should have their individuhéeaeeds
met, and he carried that vision in all that he did in the district. The superintendent did not
overtly frame this work as social justice, but social justice was a driernag behind his
expectations thadll children in the district need to be served. Dr. Larson addressed social
justice through creating and continuing the culture of inclusiveness for ELLs andh®vpiDt
race, equity, and diversity at the center of his practice by offerimictiistie staff
development in these areas; and he helped create more equitable student achigveme
addressing separated ELL programming and continually addressing data etdérs in the
district. He was not afraid to address issues of race, culture, or inclwghaty he felt that it
was appropriate.

Createinclusive environments. One of the first “injustices” the superintendent
addressed in the district was the one of separate but equal programmihg &ud@ents. One
of Larson’s goals in making the change in ELL programming was to inclutestddents with
other students in the classroom. While he was willing to postpone the change if thiteemm
decided it was not time to change, he also set the committee up with thelgattegsiide the
change in a direction that he thought was best. He put the former curriculurardimesttarge
of the committee and met with her between meetings to discuss the progressaafedigier
the willingness of participants to make the change. He also worked with the Eldinador
to develop another way to address the gap that would exist in ELL programming. Adwus is
the district decided to conduct SIOP training for teachers.

The district was addressing inclusion in other areas as well, including sgataltion.

Students referred for special education in the district were served irmtiseodm far more
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than they were pulled out of the classroom for special services. The aurridirector
discussed this change.
We are trying to reduce the number of referrals for special ed. Weiagesbecessful
at that. Kids are learning. As a matter of fact we're starting to askleesswhat is so
special about special ed, because the kids that are getting these inteasreations
are in one-on-one or in small groups with a very well-educated teachery Hahe to
come to special ed, they are probably going to get less than what thetiage get
A principal also supports the fact that it is not the culture in the district to havim ledparate
programming.
We certainly have great special education and ELL programs and programadaty m
where the kids for both classifications—they are in the classroom. There aretnot a
pullouts even for special education students who are severe physical or mergal issue
They are in the classroom a lot of the day. That's what we believe in. They belong
the classroom—not in a room somewhere.
Summary
Dr. Larson, the superintendent in Gateway School District, led the diktocigh a
series of continuous improvement through methodical changes, and he led the leaders in the
district. The moral purpose or vision of equity and excellence for all stucemdiaduals
developed from his leadership at the administrative level and from his abilitystdts
leaders and let them lead. Larson did not necessarily need to change ittecdiire, but he
needed to grow the culture and maintain what had already been developed. Begitinan
strategic plan and then implementing changes through professional developchent a

leadership of his team, the district worked to maintain excellence and contimogto g
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The superintendent supported the administrative team, developed relationships in and
out of the district, and helped the school board and community to understand the vision and
purpose. The focus was always on students, and seeing each student as an individual. He
provided the leadership, professional development, and support that led to succesgin rais
student achievement. The superintendent certainly seemed to understand chasae. He
books about change and demonstrated that he knew when something could be pushed, pulled,
led, or should be left alone. He also demonstrated his understanding of the needsafdELLs
SwD. While he claimed to make decisions for all individual students no matter winat the
circumstances, a major focus was to meet the needs of ELLs in a way thsives students
and did not segregate students. He was willing to confront the needs of ELL students even
though many factions of the population did not agree with him. While the topic of SwD did not
come up in my interviews with Gateway teachers and administratoreasiofnay be
because the district was doing well with SwD and the culture had been put iapiaeas
maintained to meet the needs of SwD. Superintendent Larson and his administaatived

Gateway with the vision and moral purpose of serving individual students well.
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Chapter 6
Cross-Case Analysis

This research began with the question: In rural districts that have been sudnessf
terms of high achievement for all students, what actions do superintendents take&tecul
high achievement for both English language learners and students with dis&bllhe cases
were analyzed through the lens of change theory and social justice teadershis chapter |
will look at the components of change theory and the components of social justershgato
compare the superintendent leadership of the two studied districts to detetmither and to
what extent the leadership of the superintendents was consistent or inconsthteathvi
framework. | will also determine the similarities and differenodase superintendents’
leadership styles. Two tables are presented that compare the actimms@berintendents
through the frameworks of change theory and social justice.
Change Theory

Fullan (2001) focuses on five key principles that are required by leaders ¢ssudy
guide an organization or school district through a process of change: moral purpose,
understanding change, developing relationships, knowledge building, and coherence making.
According to Fullan (2001), the truly effective leader in a culture of charegealisfive
principles. For example, a good leader has a strong moral purpose that is shiaecd/inyle
organization and leads the organization. However, the leader is also awastatlatships
need to be built and maintained in order to make change and that the change needs to be
coherent, not just random changes without a purpose. A successful leader for charsge kno
and understands all five principles of change and when to use them. Table 5 suntmarizes

the key principles in change theory were demonstrated in the Oakwood auehgachool
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districts. Next, | will explain how the key principles of change theory Wereame or
different in Oakwood and Gateway.
Table 5

Change Theory as Demonstrated in the Oakwood and Gateway School Districts

Fullan Change

Theory Oakwood School District Gateway School District
Superintendent Gable Superintendent Larson
Excellence and equity for all All students as individuals have
Moral purpose students needs met

Leadership was a mix of
strategies: authoritative, moving Leadership was a mix of

people toward a vision; authoritative, moving people

pacesetting, with high toward a vision; pacesetting, with
Understanding expectations; affiliative, building high expectations; affiliative,
change harmony; coaching people for théuilding harmony; coaching

future; and democratic, getting people for the future; and

buy-in demaocratic, getting buy-in

Develops administrators to work Develops administrators to work
Developing with teacher knowledge, skills, with teacher knowledge, skills,
relationships and disposition and disposition

Districtwide cultural change,

Knowledge Districtwide cultural change, classroom common
building classroom intervention understandings

Response to Intervention was th&he district strategic plan was the
Coherence making common thread for coherence common thread for coherence.

Moral purpose. Both superintendents articulated a strong moral purpose of all students
achieving with only a slightly different angle. Dr. Gable focused on etumdl and equity for
all students, while Dr. Larson focused on meeting individual needs of all students and not
conforming to the norm of what works for most students. The administrators ahergebc
interviewed discussed decisions or direction from the superintendent and spoke ofdELL a
special education students, but they made it clear that the superintendenishsl@asid

have been the same for any student. The major focus was the student and meetetstbk ne
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all students, not just meeting the needs of groups of traditionally margthstiments.
However, both superintendents had background and training in social justice leadership, and
both districts had clear examples of the needs of traditionally marginalimzhts being
addressed. For example, Gable made a concerted effort to sit in IERgs&@make sure
students were not being incorrectly identified and to educate teachers andstadtonsiabout
deficit thinking. Larson confronted what he thought was a separate but equal situatgon in hi
district with Hispanic English language learners, knowing full well tihate would be a lot of
resistance from Hispanic families and ELL teachers. Without overtlessing it, the overall
purpose of both superintendents was to serve all students. The decisions made by both
superintendents were strongly guided by their moral purpose. Larson and Gabjeheleao
their moral purpose as they hired new staff and worked with their leaderghgpaed school
boards. The moral purpose also guided their decisions around staff developmentanemiti
in the district. In fact, according to all interviewees, the moral purpose wasuti@ation of
almost every decision made by the superintendents, and the moral purpose is whahshape
future direction of the district.

Under standing change. As discussed in Chapter 2, Fullan (2001) references the work
of D. Goleman’s 200Barvard Business Reviearticle, “Leadership That Gets Resulits”
discussing leadership styles. There are six identified leadersheg:stgkercive, authoritative,
affiliative, democratic, pacesetting, and coaching. The four dtyé¢sre considered to be
effective for change—authoritative, coaching, democratic, and atfdiatwere all used in
different situations by both superintendents studied. Fullan states that lwadedsvelop all
four of the effective styles have the best climate and performance. Although eac

superintendent’s approaches and strategies were different, their urglegdership styles
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were similar. The main leadership style for both leaders was autharifatimore
appropriately named visionary) leadership. This type of leadership hasith@unpose of
moving people toward a vision, and both superintendents were clear on this vision, shared
leadership, held high expectations for staff to address the vision, held them accoontable f
progress toward the vision, and importantly also provided support for staff to address the
vision. Leadership clearly involves some authority, but the two superintendetitsis
reflected authoritative, not authoritarian, leadership. In the casestofdldstricts | studied,
the vision was achievement falf students. At times, but less so, both superintendents also
coached people for the future, used a democratic process for getting hng-used
approaches that built harmony and bonds by putting people first. In Gateway, Suparnintende
Larson used a team of people to make decisions about how the ELL programming wa&s going
change, and he got buy-in from the school board and key players by making them sta&ehold
in the decision. In Oakwood, Superintendent Gable had teams of teachers and atbrsnistra
working throughout the district on Rtl, interventions and professional learning cotiesauni
She also met on a regular basis with a group of building representatives, union leaders, a
administrators to build relationships and receive their input and feedback. Botmtanukmnts
used a good portion of their time to work with, coach, and guide administrators omsthgader
on the use of data, and on the vision of excellence and equity or individual student aghtevem
for all. While these styles looked slightly different in each district, the indgideadership
styles were very similar.

Two styles that Fullan determined negatively affect climate and peafae were
pacesetting and coercive. Pacesetting is when the leader sets higatexpefor performance

and takes on many innovations in a short time. Usually the leader becomesrarfnani-
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taking on innovation after innovation. Both superintendents used this style to a small degree,
more in Oakwood than in Gateway because Gateway had a solid culture of student
achievement before the superintendent started there. Oakwood did not have the solid
achievement background before Gable started working in the district. Bothtgisave seen a
lot of change in the six-year tenure of each superintendent. All participaDtekivood School
District talked about the amount of change that had happened in a short time, with one
administrator calling it “the perfect storm.” The changes were in mailtipiriculum areas,
adding interventions, responding differently to ELL and special education stuaietthe
composition of the administrative leadership team. Gateway School Distripteteiy
changed how ELL students were served in the district and underwent new trainihd for E
strategies across the district in a relatively short time. Theresevas mention of teachers
feeling overwhelmed, but results from the innovations were quickly seen and the innovations
were highly connected to the moral purpose. While both superintendents used paadsetting
times, and the teachers and administrators admitted that there was arkdsfisting times of
many changes, the pacesetting had the appearance of urgency around the pumal pur
Because the rapid and comprehensive changes were so closely alignthe withral purpose
and results in student achievement were quickly evident, instead of burning people out, it
pulled them together for the good of students. Both superintendents also used other facets of
change simultaneously, such as creating the relationships and buy-in netesszate the
changes. The superintendents were both adept at using different leadglshim stifferent
situations as needed to move the moral purpose forward.

Developing relationships. Perhaps more important than leadership styles are the

relationships that are created and developed within the work environment. Tloaséias



111

are important because change needed to happen—sometimes quickly and som#toues
committees and years of input. This is why the visionary or pacesditiag sf leadership
worked in this environment. The relationships that were established allowed stadfersethe
school board, and the community to trust that the changes that were occemengjasely
connected to the moral purpose. People in the organization felt that they were cogttdbat
higher purpose. They also needed a chance to learn, grow, and collaborate 2001123
stressed the importance of effective learning communities. Effectiu@ig communities
created capacity to get better results. They worked to develop teachee#gewdkills, and
disposition, and ultimately improved student achievement. Ineffective learomgunities
reinforced bad practices and worked against developing teacher practiaedistict level,
the superintendents in both Oakwood and Gateway had time dedicated for staff to work i
professional learning communities. They also both worked directly with pris@pal other
members of their administrative teams in ways similar to an effectofegsional learning
community—defined as looking at data as a team, reading and learning todethenging
each other, and using each other’s knowledge and skills to develop each other as leaders.
In addition to creating learning communities, Dr. Gable and Dr. Larson both had open
door policies. Both also spent a lot of time in the school buildings throughout the district. D
Larson made it a practice to set aside Tuesdays to meet with each adtoinfigst one-on-one
discussions. This allowed him to get to know the administrators on a personal levejahd to
to know their job concerns. Dr. Gable held regular meetings with building and union
representatives to discuss any issues in the buildings from their persp@etlveistricts also
had a strong focus on sharing knowledge across the district. The relationship bunltiity

districts, extended to the community and to the school board.
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Knowledge building. Most districts are not short of knowledge and expertise regarding
effective educational practices; it is the transfer and sharing of kngeviedhin the district
that is difficult. Leaders need to find ways to not only change individuals’ lkaumst they
need to find ways to change the culture around learning and share that learning in the
environment. The learning needs to be focused on the moral purpose and shared within the
learning community.

In Oakwood, learning happened in many ways. The superintendent addressed cultural
issues by using every opportunity at professional development meetingsieRdmeetings to
inform teachers about and discuss awareness of deficit thinking and how to chéamngeartg t
about students’ individual needs and assets instead of their deficits. Superinteatulerslsd
brought in speakers and supported book groups throughout the district around similar issues.
She created a culture of learning and allocated the resources to allowdeagiegticipate in
professional development in many ways, including professional learning cotr@auinook
groups, training in and outside of the district, and coaching. All teachers intedvialieved
that as long as they had a rationale for what they wanted to learn alighedistrict beliefs
and practices, they were never turned down for professional development opportodities a
they were provided the resources to make changes. A major effort of thespooé learning
communities was dedicated to looking at student data and using the data to maieslecisi
about interventions.

In Gateway, a high priority was placed on professional learning. The attatiaes
team read books around the culture of change. Each administrative meeting inckatethg |
activity. The activities were sometimes around student data and other toued Eadership

topics. Teachers had dedicated time every week for professional learninige alistrict had a
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long history of teachers working in professional learning communities with dedicgdease
time. The district had book groups and speakers on topics such as privilege, l@asshey,
and cultural responsiveness. The district was also in its fourth year of pgp@GHDP training
for teachers throughout the district to instruct them in strategies to uUselfatudents. The
training was followed up by coaching in the classroom and professional discussioother
colleagues who were using the strategies.

The superintendents in both districts were influential in making sure there wa
districtwide professional development in areas such as culture, strgdeds, and the
philosophy behind how to respond to students and their learning, whether through trainings
like SIOP or through Rtl. The superintendents in both districts also put a focus ontuderg s
data to make decisions and having professional development that related to theydatic

Coherence making. Oakwood and Gateway developed coherence around their
initiatives, but the districts used different focus areas for program calee®@akwood used
the Response to Intervention initiative, and Gateway used its strategicydlan.(2001)
suggests that in complex systems of change, leaders can create “pradistiingances” that
lead the people in the organization in the right direction, especially when the distglzae
related to the moral purpose. In Oakwood and Gateway, the superintendents both connected
and guided the district in the direction of the moral purpose through the models they used to
build coherence.

In Oakwood, the Rtl initiative encompassed almost all of the initiatives uhigtrect,
and it also was related to the moral purpose of serving all students. It answeryeestian,
“How will we respond when kids are not learning or when they already know whaewe a

teaching?” Teachers’ professional learning time—to look at data and plarenttens, to
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receive awareness training about deficit thinking, and to receiwénigaon best practices in
content areas—related to the Rtl model as guided by the state and federtadnleEvery
person | interviewed in Oakwood mentioned Rtl as the guiding force behind what they do.

Gateway underwent a process of strategic planning. Three goals wei@pdeviedm
the strategic plan. The first goal was to ensure all students acquiresKilksiowledge to be
successful in a diverse society. Goal two was to dedicate resourceshle faad creative
ways to meet individual student needs. Goal three was to integrate technologly into al
curriculum areas to improve problem-solving abilities. In Gateway, taggic plan goals
were closely related to the moral purpose of meeting the individual learningafesids
students. By aligning resources and training in the district to the goals, moheras created.
Because of the expectation to align district and building goals, alhstaffoers were made
aware of the district goals and had discussions relating to them. Most obtile pe
interviewed made mention of the district goals or mentioned doing some\atttatirelated to
the district goals.
Social Justice Theory

Theoharis (2010) found in his study of high-achieving schools that adhere to principles
of social justice, the leaders used strategies to disrupt the followingy/fms of injustices in
their schools:

1. school structures that marginalize, segregate, and impede achieventeas suc

pullout programs

2. a deprofessionalized teaching staff who could benefit from focused staff

development
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3. a school climate that needed to be more welcoming to marginalized $aanmiti¢he
community
4. disparate student achievement levels.
Table 6 summarizes how the injustices were addressed in the two disthictged. The table
compares the leadership of the superintendents as it relates to social Nesticé will explain
how the key principles of social justice theory were the same or different in Oaknaod a
Gateway.
Table 6

How Social Justice Leadership Was Enacted at the Oakwood and Gateway Schoos District

Social justice Oakwood School District Gateway School District
disrupting injustice Superintendent Gable Superintendent Larson
School structures
that marginalize,

segregate, and Reduced pullout programs, Eliminated separate but equal
impede special education identification, ELL programming, district goals
achievement and implemented Rl to address all students

A

deprofessionalized

teaching staff who

could benefit from

focused staff Staff development related to RtIStaff development related to the
development strands strategic plan

A school climate
that needed to be
more welcoming

to marginalized Worked with community groups
families and the  Focus on connections to the  and committees, valuing of
community community different cultures, calendars, etc.

Disparate student Addressed achievement for all Addressed achievement for all
achievement levels students students

School structures. Both superintendents addressed school structures that related

specifically to ELLs and special education students. Gable, at Oakwood Schaot,Bigtiin
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on all IEP meetings to address the injustice of having students identifieccad sdacation

who should not have qualified, or been labeled, as disabled. Under her leadershipi¢he distr
also moved from a model of pullout and separate instruction to a model that used inclusionary
practices as much as possible. Part of this transition involved changing thie suthe

district from one where students needed to be identified as special educatiotsstudeder

to be have their needs met to a model consistent with Rtl, where students received
interventions and instruction at all levels without needing to be identified as haspregial
education need.

Gateway School District had a strong culture of inclusion—with the exceptithe
ELL program—before Dr. Larson came to the district. Larson saw thectssti_L
programming as discriminatory. The ELL students were in separate bilcigessrooms and
were learning the same content, but in both English and Spanish. Dr. Larson believesl that t
students should be integrated and not separate. Despite what he knew would be atbattle wi
both the teaching staff and ELL parents, he moved to change the ELL pragatarmake
sure that students were integrated for learning, while still addressingéds of ELL students
through professional development for teachers in ELL strategies and matsonne
bilingual programming in kindergarten through third grade.

Professional teaching staff. The staff at Oakwood had many opportunities for
professional development. At the district level, the professional developocesed on Rtl,
inclusionary practices, effective teaching practices, and deficit thinkithgn the
superintendent thought it was important, she would take all district employepsofessional
development event or activity or bring in a speaker to address all distptdyeas. Building-

level professional development focused more on behavior expectations, grading, antl cont
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area practices such as literacy. The teaching staff | intezdi@ agreed that as long as an
opportunity for professional development fit within the goals of the district amplgim they
were allowed to participate. They felt as though their eagerness to cdeimieg and their
knowledge as professionals was honored. The administrative team membeatswere
encouraged to participate in professional development, some of which was done as a group.
Professional development was a priority in the district and in the budget. lIroadditi
professional development, the staff was evaluated based on a model of lhésg teectices.
Gateway School district also had a professional development focus. At thet distr
level, professional development focused on privilege, poverty, bias, stereotypingligultur
relevant pedagogy, and cultural competence. From a social justice pigespgbese programs
were very positive because they kept these issues at the forefront o$idissuélthough the
superintendent did not preach social justice, he was aware of these issues ang bouldhe
negatively influence the vision of achievement for all students. Although Gateadsy
culture that was reflective of social justice issues as demonshwthe understanding of how
SwD and ELLs should be taught and the culture of inclusion, the superintendent thought that it
was necessary to continue to put these issues out for discussion and reflection sacthdidlis
not take backward steps in social justice. To address the needs of ELLs, thieutidaravent
a four-year process of training teachers in SIOP (ELL strategief)eik administrative team
meetings, the district leaders identified SIOP as one of the most sucsésdagdies they had
implemented. The district began to offer this training to assist teachargMitstrategies
after the programming for ELLs was changed. Every person | imtegdien the Gateway
School District identified the SIOP training as a model for what they showldibg with

professional development. The training identified common language and cortnategiss
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and was followed up with coaching in the classroom and sharing with colleagues. iMueh o

professional development not done at the district level is based on the need in the building
group of teachers and is based on the building goals. The superintendent led theratwanist
team in Gateway in professional growth opportunities at all of the administnage®ngs

using data, speakers, activities—all related to the strategic goalsoiitieued development

of leaders and leadership was a major focus of the superintendent.

Welcoming marginalized families and the community. Superintendent Gable and
Oakwood School District have identified key people in the district’'s Hispammmunity to
create a bridge between the school and the Hispanic community. Some of the key community
members include a business owner, a bilingual teacher, and a district pasapnafe$hese
community members are trusted by the Hispanic community, and the superintamtient
administrative staff use these community members to get a pulse foisthantdi community,
get input, translate, and share information about the district. The district alsdamiy
nights for the Hispanic population and provides English instruction for Spanish-gpeakin
parents. The Hispanic community uses the two district employees to maketaomeith
teachers and administrators and to access information or get answers tingwdxiut their
children or their schooling. The parents use the formal and informal resources ¢inyite
district, and they have trust in the system.

Gateway School District experienced rapidly changing demograpiecsa short span
of time. The district connects to parents with a parent site council at evietynwguihese
parents are directly involved in the governance of the school. Like the supenttendson
of all students having their individual needs met, each building is unique in how it connects to

families. The district has an administrative team member whose tiibensunity relations



119

director. He is also in charge of ELL programming. Principals at Gatekayl tto me about
the family connections that are made at each building. Gateway is abotitrfes the size of
Oakwood, so the communication with families was largely a responsibility of tlknigst A
building principal gave an example of a time when an ELL parent had a concern amat was
able to get transportation to the district. The principal said that it was comnibe fdistrict
to go to the home of the parent, provide bus tokens, pick up the parent, get a translator, or make
other efforts to include these parents. The district also has parent/family iniglaich building
and parents and staff members who serve as connections to get the pulse ofrtheitgom
Disparate student achievement levels. According to Theoharis (2010), increased
achievement did not necessarily come about because of specific ssiatezaene about
because of the other injustices being addressed and the achievement of imedgghadents
being at the center of every decision that is made in the school.
In Oakwood, Superintendent Gable made every decision based on the best ofterests
each individual student. There certainly were decisions that were madigréssinjustices.
The best example of this is the fact that Gable attended more than 100d&iymas a new
superintendent in the district, and she used that opportunity to educate the teachers about
deficit thinking and helped to address the fact that the district was overytengpecial
education students. The curriculum director shared how Gable’s moral purposetgetimea
superintendent’s decisions in different areas:
Honestly, | think she looks when she hires, especially for administration, shedooks f
people who get [that all students can learn], versus you have to label someone in orde
to get service, and always putting students first. | think [the superintendenth too

listening to her talk about our ELL population, she has a lot of compassion for that
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population... [Also], | think with every professional development that we've done has

been everyone together, and it's been focused on changing mind-setss .whata

was needed, but retrospectively it was about changing mind-set.

Gable’s decisions were made based on the moral purpose of equity and excélience
used the wore@quitywith the wordexcellencevhen she talked about her vision. She made
decisions to help students who were traditionally marginalized. However, @asifrom all
of the other administrators indicated that Gable made decisions for studentst not |
marginalized students. This does not mean that she did not address injusticeslividhahs
marginalized populations. She absolutely did, and she had marginalized populations in the
front of her mind when making decisions. However, her compassion for children with any
barriers to learning was evident from all interviews.

At the Gateway School District, Dr. Larson also has a vision of excelbmt equity.
Although he does not use those exact words, he says:

My personal vision statement is that all kids are succesdifikids...what motivates

me is we are human, and we have dreams and aspirations and we have a life to live, we

have a story to tell, we have a story to create. And so my motivation, my passion, is

around helping kids write that story, no matter what story it ends up being, no matter
from what point of view, from what vantage point they have in this life...so is it about
equity, sure, but it looks different for everybody, because the success lookendlifibe
everybody.

Dr. Larson’s focus is on all students, but he does recognize injustices footatit

marginalized students, and he makes decisions to correct the injustices.iomdddite focus
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on changing programming for ELL students, he also has a district focus on alilteraity. A
principal talks about how Larson keeps cultural diversity at the front of exlsicatinds:

He is also—as all of our administrative team—nhe also is helpful putting higyesied

time on cultural diversity—making sure that we have in the forefronts of our thinking

and our teaching and that we bring great resources and speakers to our loigitict a

it—that it is not lost.

Additionally, Dr. Larson credits achievement in Gateway School Distritttet
professional development, the leaders in the district, the leadership theyiathytivork on
together, and the strategic plan and goals the district has in place.

Summary and Conclusion

There are a number of similarities and some differences in how each of the
superintendents addressed change and social justice. Both superintenddivslgffec
addressed each component of change theory. There were only slight diffenctheesoral
purpose and the vehicle used for creating coherence. Both Gable and Larsamlaad s
leadership styles for understanding change, they both made developirmpshigs and
knowledge building a high priority, and they related everything they did and alicshecis
the moral purpose of having all students achieve.

The superintendents also had quite a few differences. While it was cledethabvth
addressed issues in the framework related to social justice and chandwdisgynewhat
different styles and different ways to address each component. They also hadtdifBeys to
lead and different ways that they approached leadership.

Gable led her district in a very hands-on way, being in the buildings and classrooms

and working with teachers on a very regular basis. Larson was in the buildindasandams,
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but he led his staff more through the leadership of his administrative team. Giabsleswas
very small, allowing for her hands-on approach. Larson's district was aboutrfearthe size
of Gable's district. His approach to leading through his leaders was edfeutivis district.

Both superintendents addressed injustice as they saw it. Gable addressed Injus
immersing herself in the injustice, like when she sat in over 100 IEPs to sharedg®at®ut
deficit thinking, keep injustice from happening and meet the injustice head-on anchitsa ha
on way. Larson addressed the injustice of ELL programming by setting up atteenmi
determine how the injustice should be addressed. However, he had involvement in the
committee by choosing a curriculum director to run it over the ELL coordinalar lp&
thought was too closely tied to a particular outcome) and discussing the igstieewi
curriculum director on a regular basis. Although Larson stated that he Viag vallet the
ELL programming continue if that was the decision of the committee, it lwastbat he was
not accepting of the injustice he felt was happening to ELL students with therproigigihe
called "separate but equal”.

Addressing social justice, both superintendents made decisions—even if the decisions
were unpopular—to address injustice and to create more equitable and inclusive enveonment
Much of this was done through professional development and changing school strulstures w
needed. Both superintendents addressed marginalized families and the commumnity, but i
different ways. In the smaller Oakwood district, many of the communagyioakhips were
through the superintendent. In the larger Gateway district, the superintendelnpdd
relationships with the community, but he had to rely on the rest of his leadershifptéam
some of the work, especially at the building level. Finally, Dr. Gable wasiiséle district as

an all-knowing superintendent. Her knowledge about most topics was vast and she was
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consulted even by the special education coordinator about current IEPs. Larstsowasya
knowledgeable, but his expertise was definitely in the area of leading the eadeasn and
asking the right questions of the leaders. While the superintendents both effedessed
change and social justice, they were far from cookie cutters of eachTtleeconcepts they
addressed may have been the same, but the approaches were very different. Both
superintendents had the end result of showing progress in achievement of ELps@ald s
education students.

The two theories have a surprising amount of crossover in how they were manifested i
the two school districts via the superintendents. The moral purpose played heavilyiaito soc
justice. Both theories also suggest the importance of relationships Viiitanstaommunity
and of professional development that is meaningful, sustained, and related to aiiggse.
Both of the superintendents, although very different in personal style, had strongt@siila
aligning to change theory and social justice theory. What might have been seesakn@ss
in both cases was the number of innovations taken on at once in the districts. Since these
innovations were so strongly tied to the moral purpose and the district had cohetants wi
overall plan, it seems that, while the innovations might have been stressful foopte pe

implementing them, student achievement was moving in a positive direction.
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Chapter 7
Findingsand Theoretical and Practical Implications

In this chapter, | will review the findings of the study, draw conclusiorsdatuss
the theoretical and practical implications of the study of two superinterideniscessful
districts and the effect of their leadership on achievement for Englishelgedgarners and
students with disabilities. First, | will summarize the study and tbeature that formed the
foundation for this study. Next the findings of the study will be reviewed, and candus
from the study will be drawn. | will address how the theoretical frameworked for the
study and what can be gained from the study as a result of the implicatiaiky, Fiwill
describe how the findings from the study can be applied to current educationakpiBuis
will result in further recommendations for study in the field of educatiosabreh.

This study examined the actions of two superintendents in successful rtrretisdiisat
showed achievement gains for students who were ELLs and SwD. Currently masthrese
school district leadership is based on overall student achievement (Watenz&a2006).
The research on the superintendent effect on student achievement is most commonly known
through the work of Waters and Marzano (2006), who completed a meta-analysis df distric
level leadership to answer the following two questions: “What is the strengtlatadmship
between leadership at the district level and average student achievementstridt@ dand
“What specific district-level leadership responsibilities are rdldestudent academic
achievement?” (p. 7). The measure of achievement that Waters and Mardi® ‘aserage
academic achievement at the district level” (p. 4). Howeagtageacademic achievement
can be high in a district without having high achievement for marginalized populatitnat i

district. The question that remained is what the district leaders who amgdiosiachievement
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gap with marginalized populations are doing to get these results. This studsdfocueaders

in rural districts who showed success with ELLs and SwD. The study looked at the #tions
superintendents in those districts took to cultivate high achievement for both of these
traditionally marginalized populations.

This qualitative study included case studies of two districts. The distrere chosen
based on the recommendations of state education departments, university prafébsaasesia
of educational leadership, overall achievement of the district, and achievemetenitstwho
were ELLs and SwD. State test data were used in addition to testscelgaiiesigned for
ELLs. Both districts also met Annual Yearly Progress goals as igehiifiNo Child Left
Behind for the years identified.

The research question that guided the study is as follows: In rural didtattszave
been successful in terms of high achievement for all students and for ELLs and I&atD, w
actions do superintendents take that help to cultivate high achievement for both English
language learners and students with disabilities? The literaturevesl/fer this study includes
each of the following strands: achievement of ELL students, achievement of swidlents
disabilities, educator beliefs and practices, and the superintendent’s raldantst
achievement. The conceptual framework for the study was a combination afiedailc
change theory, drawing on the work of Fullan (2001), and social justice theory, gl@awin
Theoharis (2010).

Findings

The research question, literature review, and theoretical framework provided the

structure for the study of two superintendents and their actions that led toeactin for

ELLs and SwD. The superintendents shared several attributes—most imppttenthoral
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purpose of achievement for all students. Achievement for all students could also Hereonsi
to be their vision, but moral purpose is a better term for what drove both superintendents,
because there was a passion and drive behind the vision that led the districhslecidi
focused the district on success for all students. Both superintendents framadhé&yement
for all students as an ethical responsibility. The moral purpose was thénibarave through
everything that was done in the district, or the lens through which everything weeslviEhe
moral purpose led the district. The superintendents also shared practices stioly #sehiight
people, having high expectations, developing relationships, building knowledge and
professionalism, using data to monitor student achievement, and creating caherence

The superintendents were the vision keepers, or moral purpose keepers—making sure
that the purpose stayed in the forefront of everything that was done. This made the hirin
process in the districts very important. To hire the right people, the superimiepdéetime
and effort into the interview process, making sure that the interview guestauld reveal
whether the candidate had a vision that fit with the moral purpose. The interviesgproas
not the end of the hiring process. Both superintendents devoted energy to workingdwith a
developing leadership in the people who were hired in their district.

From the interview process on, the employees of the districts knew that the
expectations were high for them. The tone was set right away. Superintenderkaao®a
and Gateway worked with their administrative teams on student data, knowledge building, a
becoming teams of leaders. As leaders in the district, administratorexypseted to carry the
district vision and goals back to their buildings.

Dr. Gable and Dr. Larson shared their high expectations by developing knowledge and

professionalism among staff. The districts placed a heavy emphasis onipnafess
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development. The professional development was ongoing and usually took place initte distr
(as opposed to the usual approach of sending staff to conferences or workshops). iét a distr
level, teachers and administrators were trained in Rtl, awarenedgcaftdaking, diversity
issues, ELL strategies, and other districtwide initiatives. Each buildohgdels, and the goals
were related to the moral purpose of the district. The schools also had professional
development at a building level that was related to their goals.

Additionally, both districts used student data to monitor how they were doing. At
Oakwood, the smaller district, the data were discussed about the buildings and stutlents at
administrative level, but the curriculum director also worked a lot with thieistiadildings to
use the data for individual students. In Gateway, the larger of the two disiata were used
extensively in administrative meetings and then were taken back to bsilgjrtge principals,
who led the staff. The data in Gateway were used at almost every adrivastraeting to
help administrators to think outside of the box about students and achievement. Once again, the
data were always drawn back to the moral purpose of high achievement for altstude

Finally, the superintendents both created coherence with all of the weia®@akwood
did this through the Rtl initiative, and Gateway created coherence throudistiine strategic
planning process and goal setting. Both processes were tightly alighetievmoral purpose.
There was no escaping it!

In addition to specific actions taken, another finding of this study, in the context of
social justice theory and educational change theory, is that both superirdemdent
knowledgeable about social justice as a result of the training they receited in t

administrative degree classes, and they both demonstrated their knowledge ativangee
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process. While they did not overtly make social justice or change theory gagtrofision,
they used that knowledge to lead the district in the direction of the moral purpose.

Fullan (2001) defined authoritative leadership as an effective leaderdbithsitywas
used to move people toward a vision. The superintendents in this case led their districts in a
authoritarian style of leadership, possibly better named a visionary leadéyshig@mbined
with other leadership styles as appropriate to move the districts towarddalsir this
leadership style kept others in the district focused on the moral purpose and putiddhthe
to the moral purpose when they started to stray.

The findings of this study indicate that there are several importaotgaotconsider
when looking at superintendent actions to create high achievement for ELLs and SwD i
district that is high achieving. The factors found to be most important in this\strdy hiring
the right people, having high expectations, developing relationships, building knowtetige a
professionalism, using data to monitor student achievement, and creating ccheaiénce
intricately interwoven with the moral purpose of achievemenalfastudents. Additionally,
training and background in change and social justice as well as a willingnese a visionary
leadership were similar in both districts.

A few other factors were found to be important, but to a somewhat lessertbatent
the factors listed above. Creating trust, creating structures, alocdtresources, and creating
a sense of urgency were mentioned as important by a few of the peopleieiméd, but they
were not as consistently mentioned as important. The ideas of creatingra aot trust
developed and were mentioned by interviewees when talking about relgtibngding and

knowledge building. The structures and resources were a result of the strohgurmrae and
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of the alignment of programs and resources to support the moral purpose. The sereewf urg
seemed to be mentioned most often in connection to high expectations and use of data.
Theoretical | mplications

In looking at how the actions of superintendents in small, high-achieving @istric
impact achievement for ELLs and SwD, | chose the theoretical framewbekiicational
change theory and social justice leadership. The reason these frameexkhosen was that
each has been found to address educational inequalities, but neither has been egyihetbdi
superintendent leadership in rural school districts. The two frameworks workedgether
because there was crossover in the two theories. Change and social justisbifeade
complement each other. The two theories in this study were chosen to determine the
connection that would exist between them. If a leader could show achievement faliytypic
underachieving populations such as the ones mentioned in social justice theory (aad, in thi
case, ELLs and SwD), would change be a necessary and driving component? Mipopredic
before completing the study was that a district achieving with ELLs amdv&wld have a
leader who led the district through significant change. In the case of thestwotslistudied,
the change process was continual.

The most notable area of crossover in the theories was in terms of mp@dqur
Educational change theory held moral purpose as a major factor in creating @hdrnige
moral purpose (although not named moral purpose in social justice theory) of addressing
inequities, and excellence in achievement for all students was also ana¢sdemient to
social justice leadership. The leaders in both districts | studied understood assbaddr
change, knew when to use the multiple styles of leadership, and led their digthdtse clear

vision of all students achieving. The other components of both theories were important
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supporting factors, but the most instantly recognizable component in the leadership of bot
superintendents was the strong vision or moral purpose. The vision was the moral purpose of
achievement for all students and the motivation behind what every person in the dastrict w
hired to do. The moral purpose led the districts. The factors in each part ohtleg/bek were
aligned very closely in both districts. Even the styles of leadership wersiwatgr. However,
the districts were very unique in the implementation of achieving excell@akwood was a
much smaller district. The superintendent led through her leadership team, bassreryv
hands-on in the buildings and with the staff. The superintendent at Gateway lethioogé t
his administrative team because of the district being larger. He also spentinme building
administrative leadership and district-level capacity. He also mietsivitients and teachers in
buildings on a regular basis to get their perspective, but because it was a biggertdishad
to depend more on his leaders.

Both superintendents mostly used visionary leadership, moving people toward a vision,
or moral purpose. The vision of both superintendents was so strong that everything they did,
every decision they made, had the purpose of achievemait budents at the center. |
would have expected a leader who had the ability to help achievement of mardinalize
populations to have a more democratic style of leadership, because | think ojusticel
leaders as seeking diverse perspectives, and being inclusive of all groups. Bothesgsarts
demonstrated each of these, but they also saw what needed to be done in thewaespecti
districts as urgent, and at times needing leadership that pulled people in thetrrdcate
quickly to the end vision.

The fact that the superintendents were not always democratic is an@hgexnf

how the frameworks were so complementary. While both leaders were demattemies, the
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moral purpose, or vision, of student achievement for all was such a strong panytiiieg
that was done in the districts. The moral purpose led the district and made the ywisionar
leadership style seem appropriate and effecbeeisions needed to be made in the interests of
studentsin the case of Oakwood, in a short time, the overidentification of SwD was quickly
addressed and the culture of deficit thinking was looked at under the magnifysagsgla
students were going through the process of identification for specialeserindGateway, ELL
services were being questioned. Separate but equal services were not bkhg wit
superintendent. At the same time that ELL services were being scrutihieetireictive was
given to the ELL coordinator to find a way to better serve ELL students in rejagarooms.
The training that resulted from this directive was identified by evelopdrinterviewed as
one of the most successful areas of professional development for teachers gridrahea
district to have common language and strategies for implementation oftiatégses across
the district. The district made the transition from a specialized and sefhiaprogram to
one where all teachers were being trained in ELL strategies. Theosituent from ELL
education being the job of a few teachers to being a need that the whide atislressed
collaboratively. It seems unlikely that the districts would have changed ddyqus in the
Oakwood case, or accepted change so readily, as in the Gateway case, ih tleadeaship
style had been democratic instead of visionary. The superintendentadepteat creating the
sense of urgency and the relationships necessary to get enough buy-in to mgks ofare
quickly. They also effectively used the moral purpose. In the process of charge, bot
superintendents had a razor-like focus on finding where students were not @civiesre

they should be and changing course to meet the vision. Gable and Larson did not al®ays h
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the answers, but they depended on the people around them to find the answers and direct their
districts in the right direction.

Were the superintendents social justice leaders? The evidence demotistdtes
were. Both superintendents had training in social justice leadership. Thepoth acutely
aware of traditionally marginalized populations and what was needed for thoseipoputa
succeed. This was critical in the changes that took place in both distridissup@rintendents
addressed injustices in ELL and SwD as well as in other traditionally mizgaha
populations. However, neither superintendent identified herself or himselbaghbjgstice
leader. When Gable was asked about her vision, she identified equity and excellatice for
students, with the emphasis @h The people interviewed in her district did not identify her as
a social justice leader or as someone who mostly addressed traditiongjiyatzed
populations. When asked about how she addressed ELLs and SwD, they said that she would
treat a child with difficulties in their home life the same way she would#rsr population or
individual student. She had a compassion for kids and a passion to educate them in a way that
would have them achieve.

Larson specifically stated his belief in achievement for each indiyigith the
emphasis omdividual. The interviewees in his district said that he did not believe in canned
programs that are designed to be one size fits all. He believed in each indivitbahdhihat
each child should be treated as an individual. When | interviewed Larson, he shadidah me
analogy around this belief. He said that medical treatments are determiwbadtvorks for
the average person, not each individual. What works for one person might be significantly
different than what works for the next person. Not all people are average. He kasie

belief about education. We should not be teaching the average child, we should be teaching
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individuals. Both superintendents saitichildren, and the actions of both superintendents
showed that they meaall children, not just marginalized children, not just ELL children, not
just children with disabilities. The administrative meeting in Gatewayl @itéended looked at
data of children who had been in the district from kindergarten through grade 10 wldisg rea
skills were minimal or basic. The administrators wanted to know which of the studets
students with disabilities, which were ELL students, which students were livpayerty, and

so on. The superintendent told the administrators that he would get that data, but he also
responded, “Does it matter?” This question did not mean that he wasn't going &s auhes

of those populations. They did disaggregate data. However, he wanted to knawyehitd

who had been in their district since kindergarten was not achieving.

Often a focus oall students is not very meaningful and traditionally marginalized
students continue to get shortchanged. A leader who comnailiscien be a social justice
leader when he or she has the knowledge and background necessary to addiresiézetirg
populations in addition to the focus ath other individual students. Another important aspect
is that even marginalized students need to be looked at as individuals. All ELL studkalis a
students with disabilities may have some needs common to the label theyeareogt within
the label of ELL or SwD, students are also individuals and need to be treated that way. EL
students and SwD are achieving in these districts. The superintendents wereabatiave of
ELL student achievement and achievement of SwD in the district. These stualents
advocates in the superintendents. Injustices are addressed around these stdents, the
vision and the passion from which both superintendents lead are from a pddicgtwdents
achieving. | would even say that both superintendents lead from a placendiadiual

students achieving.
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This study and my interview questions focused on ELLs and SwD. The findinpatas t
the superintendents did not target marginalized students. They addressed rmadgatadients
because of their belief thall students should achieve. The social justice part comes in because
the superintendents had an awareness of what was necessary for achietémeent
traditionally marginalized groups of ELLs and SwD and they were not afraidig these
issues to the forefront. They were also not afraid to address issues with ukdesé¢sst the
data showed that there were issues. The actions consistent with socijaskare
happening in both districts. However, achievement for all individual populationfhievas t
priority over specifically identifying traditionally marginal@deopulations as the vision for
what they do. Were they social justice leaders? Yes. Was their purposgustica? Not
overtly. Their purpose was achievement for all studeistadingtraditionally marginalized
populations.

Ideally, change theory would identify the moral purpose as equity and excdteatle
students with a social justice perspectit.students in a district can be doing well on
average, but without identifying and having the knowledge to address marginalized
populations, they may not be meeting the average, or the changes made to help them may
be made with knowledge of how to address their specific needs.

All of the individual components of Fullan’s (2001) and Theoharis’s (2010) studies are
important and play a part in the superintendents’ actions, although not equally. The iBheohar
(2010) study was based on the work of principals. However, it applied perfectly to the
superintendents in these small districts. The strong vision, or moral purpose, about ihdividua

students seems to be the most important concept in the framework. Coherence,higgtions
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and the focus on student achievement were all important. The vision, however, was the
foundation that has to exist to stabilize all of the other components.
Practical Implications

This study yielded several practical implications. Although the samesmall, the
superintendent actions in both districts had some similarities. Some of thoseisanilvere a
strong vision that encompassed the moral purpose of achievemalitstoidents and creating
all other actions around the vision or moral purpose, including hiring the right peopkngre
relationships with the school board, community, and district staff; having high expesta
monitoring data and achievement; facilitating knowledge building and professiopaid
creating coherence.

The moral purpose was the driving force behind everything, and the focus was
achievement for every individual student. Both superintendents evidently liveithenr. All
decisions, goals, knowledge building, and hiring practices were a result ehties |
passionately living the vision. Whether they were aware of it or not, each supeeimt&eld
every person in the district accountable to the vision. They did this by challengmmg t
guestioning them, leading them, and directing them down the path of the vision. For example
Larson would ask for goals that included 100% of kids. He would say things like, “Show me
the 10% who aren’t going to make it? Do you want to identify those 10% of kids?” When he
did not agree with how something was being done, he questioned it, although in a way that
kept the respect of each administrator. For example, both the superintendent andctiarourri
director shared a story of a meeting that was run by the curriculuntodir€be curriculum
director took the work in progress from the meeting to Dr. Larson for feedback. Hgathou

that the product was way too complicated. He asked the curriculum directal sprestions
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and gave feedback on the product to make sure it fit with the vision. Superintendent Gable met
with administrators on a regular basis, too. She also questioned and challenged her
administrators in a way that kept them all on the same page. She also regetariyhm

building representatives to discuss issues and to get updates from each building and went
through a yearly process of setting goals with the school board and updatingrtheiha

monthly basis.

The vision in both districts definitely played a part in hiring. Hiring was taken ve
seriously in both districts, and the candidate’s vision and values played adargewhether
he or she was hired. In Oakwood, the administrators and teachers agreed tzdtatiens
were set for the job right away in the interview process. The administssifén Oakwood
said that the superintendent hired people who fit a mold. People were spediifieallyo
“champion those same vision and values,” and if no one fit that mold, the interview process
started over. In Gateway, the superintendent was hiring a director of studegsseHe told
me that the first question he asks is, “From where do you lead?” He saidtti@snsst
important question because it tells him if the person leads from a place gdsion for kids.

If the candidate does not have that vision, Larson does not want them.

Waters and Marzano (2006) found that district-level leadership can have arif éfffect
district-level leader meets certain defined standards. To positivelst atiident achievement,
the superintendent must:

1. Ensure collaborative goal setting

2. Establish nonnegotiable goals for achievement and instruction

3. Create board alignment with and support of district goals

4. Monitor achievement and instruction goals
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5. Allocate resources to support the goals for achievement and instruction. (p. 6)
In terms of district leadership, Waters and Marzano found that the supdantéhad to have a
clear vision and focus and make sure that the other key decision makers, such as
administrators, had the same vision and focus. This study certainly supportefinidiogs.
However, Waters and Marzano looked at overall achievement and not specificilyietis
that showed achievement of ELLs and SwD. The question in my mind at the beginning of this
study was, what did these superintendents do differently than superintendents do who can show
that student achievement overall is high without the disaggregation of data to show
achievement for ELLs and SwD. The difference for these superintenddmstisey lead in a
passionate way from a place of compassion for all students and want to giudaitsthe
opportunity to achieve at high levels. They were both willing to remove bawierake that
happen. Although there was extensive use of data and the data were discussed and used t
improve student achievement, their leadership was not about making the districts\laoker
good. Everything Gable and Larson did to lead their districts came from aleatqdl wanting
to see all kids succeed, to give them all a chance. They both were trainedlijustcea
leadership as part of their administrative program, so they were able tesatidree
populations from a knowledgeable background when there were issues with traditionally
marginalized students not achieving; but neither social justice leadershrpdibonally
marginalized students were identified by the leaders or the other adatorsis the main
focus or driving force behind the moral purpose or the vision in the district except abtpar

vision of all students achieving.
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Conclusion

District superintendents have a key role to play in this time of changmggtaphics
and the need to address all populations of students. The superintendents in Oakwood and
Gateway were leaders who have shown success with ELLs and SwD. Theyralsdengfied
by the state department of education as superintendents who were |leadeies/gnaent for
SwD and ELLs. This study demonstrated that the success was partiytaltielto the fact that
the superintendents knew how to address change. They both held to a strong morabpurpose
success for all students. They also knew how to use different styles aklepde get the job
done. They were not afraid to use a visionary style of leadership that was guidednaoyahe
purpose. Neither superintendent identified specific student populations that thegngetieg
for achievement; but both identifi@adividual needs o&ll students, and both were
knowledgeable about how to address marginalized populations. Both superintendents had taken
classes in social justice through their administrative training, butenespecifically identified
social justice as their purpose, although they addressed social justice indivaiuial
districts. In both districts, the purpose vedisstudents.

What seemed to set these superintendents apart from superintendemgeéxam
previous research who were effective for the average student is the faoethlaad such a
strong moral purpose related to individual student achievement. The differencenbistevee
studied districts and a district that states in its district plan thstualents will be successful is
that everything Gable and Larson did was guided by that moral purposale&stipment and
professional learning, goals, resources, and data all revolved around the puglostidénts
achieving. Finally, the superintendents created coherence in such a tiwsgvtral initiatives

and changes became a united initiative to support the moral purpose.
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A few questions remain that would be appropriate for future research. Iotla¢ m
purpose part of change theory was about social justice, would that lead to high achigveme
How much of a role does the social justice background of the superintendent play in the
achievement of ELLs and SwD? And would social justice training for superinterdemsn
impact on the effect of ELLs and SwD in the districts they lead?

Policy decisions and reform initiatives often disregard traditionally imaliged
students in rural districts. The two superintendents in this study demonstratieithat
leadership had an impact on administrators, teachers, and ultimately chithement of
English language learners and students with disabilities. While perhafesilimscope, these
impacts resulting from effective leadership are likely quite promineneitivies of these

students long owed an education debt. We have no time to waste in addressing this debt!
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Appendix A
Entry into Districts Screening Tool

Do the district's state test scores meet the criteria for highvachent? (See
Appendix D for test data collection.)
Do the subgroups of ELLs and SwD meet the criteria for successful
achievement? (See Appendix D for data collection.)
Does the superintendent meet the criteria for being a factor in student
achievement? (Theoharis, 2010; Frattura & Capper, 2006) This will be
determined by a pre-study phone interview with superintendents of districts
meeting criteria 1 and 2. The purpose and design of the study will be explained
in writing to the superintendents, and a copy of the study will be sent to them.
After establishing their initial interest and availability, the timethe pre-study
interview will be established.
. What does the superintendent do to support the achievement of traditionally
marginalized populations? (Theoharis, 2010)
. Does the superintendent consider him- or herself a key person in leading high

achievement for traditionally marginalized students?
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Appendix B
Interview Protocol
After choosing a district that is high achieving for all students and cessiul
with ELL and SwD students, | will address the following research question:
In rural districts that have been successful in terms of high achievemelit for a
students, what actions do superintendents take to cultivate high achievement for both
English language learners and students with disabilities?

The purpose of the interviews is to address the research question.

Setting up for the interview with the superintendents and principals:

1. How long have you been in the district?

2. Describe how this district meets the needs of SwD differently now thanii has
the past.

3. Describe how this district meets the needs of ELL students differently naw tha

it has in the past.

Interview questions for the superintendents:
4. What specific actions have you taken to help teachers to cultivate effective
classrooms for ELLs? SwD?
a. How did your actions cultivate practices in the classroom to affect the
achievement of ELLs? SwD?
b. What actions did you take that hadiadirect impacton cultivating
practices in the classroom for ELLs? SwD?
i.  District-level practices?
ii.  School-level practices?
iii.  Teacher-level practices?
5. What were the key change processes needed to cultivate teacher paactioes
level (district, school, teacher) that contributed to achievement for ELLB? Sw
a. What actions do you take to get teachers to enhance learning (that overcome
the barriers)?
6. Tell me about a time when you did something to get teachers on track.
7. What did you do to help teachers or administrators to make change?
8. What specific actions have you taken to help principals to cultivate effective
classrooms for ELLs? SwD?
9. Tell me about a time when you did something to get a principal on track.

Closing questions:

10. Is there anything you want to add or explain further, related to the study afr a
the questions?

11. Do you have any questions for me?
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Interview questions for the principals:

Research question:
In rural districts that have been successful in terms of high achievemelht for a

students, what actions do superintendents take to cultivate high achievement for both
English language learners and students with disabilities?

1.

2.

3.

4.

5.

6.
a.
b.
c.
d.
e.

7.
a.
b.
C.
d.

What role did the superintendent have in cultivating teacher practices in raising
achievement for ELLs? For SwD?

What actions did the superintendent take to change teacher practices at the
district, school, or classroom level with respect to achievement of ELLs? SwD?
What barriers did the superintendent encounter in cultivating teacher @sactic
regarding raising achievement of ELLs? SwD?

How did the superintendent overcome the barriers to make the necessary
change?

What effect has the superintendent had on the way you work with teachers in
their practices in helping raise achievement for ELL? SwD?

What does the superintendent do to address each of the following in relation to
ELLs? SwD?

Defining the purpose or reason for addressing these populations

Helping you and your teachers understand change

Assisting with developing relationships with these students and their families
Helping staff with knowledge building as it relates to teaching ELLs and SwD
Developing coherence among programs and processes

What does the superintendent do to address each of the following?

Barriers for ELLS? SwD?

Staff professionalism, especially as it relates to ELLs and SwD?

Connections with the community? Marginalized populations?

Achievement of ELLs? SwD?

Closing questions:

8. Is there anything you want to add or explain further, related to the study afr an
the questions?

9. Do you have any questions for me?
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Interview questions for teachers:

Setting up for the interview with the teachers:

1. Were you here when the district made changes in serving ELLs? SwD?
2. Describe how this district meets the needs of SLD students.
3. Describe how this district meets the needs of ELL students.

Research question: In districts that have been successful in terms oftnigyeanent
for all students, what actions do superintendents take to cultivate high achievenrbeiti for
English language learners and students with disabilities?

1. What did the superintendent do to cultivate teacher practices in serving ELLsS?
SwD?
2. What actions did the superintendent take that changed teacher practices in the

classroom with ELLs? SwD?
a. What support was provided?
b. Were there any actions that you are aware of at a district levdlwidang

level?
3. What barriers did the superintendent have in providing the leadership needed to
change teacher practices regarding increasing achievement ? EwD?
4, How did the superintendent overcome the barriers?
5. What is it about the superintendent that helped you to make the necessary
changes?
6. What does the superintendent do to address each of the following in relation to ELLS?

SwD?

a. Defining the purpose or reason for addressing these populations
b. Helping teachers understand change
c. Assisting with developing relationships with these students and their familie
d. Helping staff with knowledge building as it relates to teaching ELLs, SwD
e. Developing coherence among programs and processes

7. What does the superintendent do to address each of the following?
a. Barriers for ELLsS? SwD?
b. Staff professionalism, especially as it relates to ELLs and SwD?
c. Connections with the community? Marginalized populations?
d. Achievement of ELLS? SwD?

Closing questions:
8. Is there anything you want to add or explain further, related to the study afirtaey
guestions?
9. Do you have any questions for me?
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Appendix C
Observation Protocol/Checklist

School District Date Place

Were any of the following topics addressed? How?

O moral purpose
0 understanding change
0 developing relationships

0 knowledge building

0 coherence making

O addressing structures that marginalize, segregate, and impede achieveme
0 inclusive structures and practices

O addressing deprofessionalized teaching staff

0 connections to community, especially marginalized families

O addressing low student achievement of marginalized populations

O teacher efficacy

Notes:
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Document Collection: Test Results

Date: Fall 2011 Source: State Department of Education

Student Populations by District

152

Student Students with
District population disabilities (%) ELL students (%)
Oakwood 1,250 11.0 12.7
Nature Way 1,716 11.8 5.5
Green River 2,032 155 16.0
Eagle Ridge 2,718 13.3 6.1
South City 3,392 10.8 1.1
Mount Gray 3,595 15.2 2.3
Gateway 4,675 10.6 13.0
Westside 5,840 11.8 6.1
River Edge 7,023
Center City 8,522
Northside 10,806
Eastgate 13,906
Orange Grove 15,078
Student Achievement Data
Achievement of All Students
Reading 2005-2006 2006-2007 2007-2008 2008-2009 2009-2010
Oakwood 81.0% 82.7% 85.1% 82.9% 82.7%
Green River 81.6% 82.4% 83.5% 81.5% 81.9%
Gateway 88.6% 89.1% 89.1% 87.8% 87.1%
State 81.8% 82.2% 82.0% 81.5% 81.7%
Math 2005-2006 2006-2007 2007-2008 2008-2009 2009-2010
Oakwood 78.7% 77.4% 76.6% 78.8% 79.3%
Green River 70.9% 76.0% 76.7% 77.3% 78.7%
Gateway 82.8% 83.7% 83.3% 84.8% 82.9%
State 72.8% 75.2% 74.9% 76.9% 77.4%
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Achievement of Students with Disabilities

2005-2006 2006-2007 2007-2008 2008-2009 2009-2010
Average scores in reading (%)

Oakwood 45.1 49.5 44.6 43.7 42.7
Green River * 42.5 43.1 32.5 36.3
Gateway 58.5 62.9 60.2 51.9 47.9
State 46.9 48.2 47.6 46.5 46.5
Average scores in math (%)
Oakwood 52.3 44.6 43.1 38.8 41.2
Green River * 36.5 45.0 37.5 43.1
Gateway 45.3 50.3 51.7 47.4 44.7
State 39.7 43.3 42.4 44.6 45.0

* Insufficient number of students to report student data.

Achievement of ELL Students

2005-2006 2006-2007 2007-2008 2008-2009 2009-2010
Average scores in reading (%)

Oakwood 54.2% 63.9% 77.9% 59.3% 62.1%
Green River 61.0% 56.4% 56.5% 61.6% 58.4%
Gateway 56.6% 55.1% 56.5% 57.8% 59.6%
State 52.6% 52.1% 53.7% 52.5% 54.2%

Average scores in math (%)

Oakwood 47.9% 56.8% 47.5% 46.3% 53.9%
Green River 53.8% 60.6% 50.9% 59.6% 58.5%
Gateway 49.7% 48.3% 52.0% 49.7% 53.7%
State 49.5% 53.0% 51.3% 53.9% 55.9%

Other Academic Indicators: ELL Access Test

Test results for years 2005-2006 through 2009-2010 with the exception of 2007-2008, when
the data were not given out at the state level.

Access for ELL Test
2005-2006 2006-2007 2007-2008 2008-2009 2009-2010

Met Met
Oakwood growth growth * Met growth Met growth
Met Met

Gateway growth growth * Met growth Met growth




District adequate
yearly progress (AYP)

2008-09  2009-10 2010-11

Oakwood Met AYP Met AYP Met AYP

Gateway Met AYP Met AYP Met AYP

154
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Appendix E
Document Collection Protocol
Data sources:

Vision and mission: Collected form district websites

Additional data: Handouts from meetings attended in the districts

Meeting minutes for the following meetings:
Oakwood Administrative-Building Representative Meeting, February 2011

Gateway Administrative Leadership Meeting, April 2011
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Appendix F
UNIVERSITY OF WISCONSIN-MADISON
Resear ch Participant Information and Consent Form

Title of the Study: Students with Disabilities and English Language Learners: The Role of the
Rural Superintendent in Cultivating High Achievement

Principal Investigator: Clifton F. Conrad, PhD (phone: 608-263-3411) (e-mail:
conrad@education.wisc.edu)

Student Researcher: Lynee Tourdot (phone: 608-843-6910)
DESCRIPTION OF THE RESEARCH You are invited to participate in a research study

about the impact of the superintendent on academic achievement for English langtreage le
and/or students with disabilities.

You have been asked to participate because you are a superintendent, studestsectos
ELL coordinator, curriculum director, principal, or teacher who served trptsation during
the time of improved academic achievement for English language leandéos students with
disabilities, or other participants have identified you as an individual who can provigl# insi
about the effect of the superintendent on achievement for English languagesleadier
students with disabilities.

The purpose of the research is to identify the actions that the superintendent took that
contribute to academic achievement for English language learners andéntstwith
disabilities.

This study will include the superintendent of a rural (fewer than 5,000 students) sctrazl dis
with measurable improved achievement for English language learners and/otsswitie
disabilities.

Interviews will be conducted at the offices of the participants or othetidosadentified by
the participants. Digital audiotapes will be made of your participation grtdrka password-
protected file. The transcripts will also be digital with coded names andfya@nti
information. The digital transcripts will also be kept in a password-pemtdite. Only the
student investigator, faculty investigator, and professional transcribdraaillthe recording.
The digital files will be destroyed 7 years after the end of the study.

WHAT WILL MY PARTICIPATION INVOLVE? If you decide to participate in this
research, you will be asked to participate in a pre-study interview takowg 20 minutes to
determine the eligibility of your district. If your district quadi§ and decides to participate, you
will be involved in an interview ranging from 1 to 2 hours, and possibly a brief follow-up
interview via telephone or e-mail. You will also be given an opportunity to revievotierd

of the interview that will be used in the dissertation before the dissertatsoibiitted for
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review. Your participation will last approximately 1 to 2 hours per session ahctguire one
session. Your time, including the interview, follow-up interviews, and conteniregald
require up to 4 hours.

ARE THERE ANY RISKSTO ME?

This study will identify the actions that the superintendent took that contributedenaica
achievement for English language learners and/or students with digabilidi fully
understand the attributes of the relationship, some sensitive information nterée. S here
are some risks associated with the sharing of sensitive materighdioéd $e acknowledged.
Safeguards include the use of pseudonyms; only the researcher, transcritesuiyaddvisor
having access to the digital audio recordings; and participant review ohtbefere
submission. Privacy and confidentiality are a priority.

ARE THERE ANY BENEFITSTO ME?

By participating in this study, you are contributing to the field of educationrasesgarding
academic achievement for English language learners and/or students abihtiéis. | also
hope that this provides an opportunity for you to reflect on the achievements of the school
district over the time frame being investigatedwever, there are no direct benefitsto you

asa participant.

HOW WILL MY CONFIDENTIALITY BE PROTECTED?

While there will probably be publications as a result of this study, your naineotvbe used.
Only group characteristics will be published. If you participate in thidys we would like to

be able to quote you directly without using your name. If you agree to allow us toyquate
publications, please initial the statement at the bottom of this form.

WHOM SHOULD | CONTACT IF 1 HAVE QUESTIONS?

You may ask any questions about the research at any time. If you have questiarthe
research after you leave today, you should contact the principal investigéton EIl Conrad,
PhD, at 608-263-3411. You may also call the student researcher, Lynee Tourdot, at-608-843
6910.

If you are not satisfied with response of research team, have more questions,tortalant
with someone about your rights as a research participant, you should contact theikduca
Research and Social & Behavioral Science IRB Office at 608-263-2320.

Your participation is completely voluntary. If you begin participation and ggagour mind,
you may end your participation at any time without penalty.

Your signature indicates that you have read this consent form, had an opporturktgrg as
guestions about your participation in this research, and voluntarily consent tgpateti¥ou
will receive a copy of this form for your records.



158

Name of Participant (please print):

Signature Date
| give my permission to be quoted directly in publications without using my name.



