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ABSTRACT 

The Journey to Superintendent: Experiences of Latinx Leaders in Connecticut 

Ivelise Velazquez 

 

This phenomenological study addresses a critical research gap concerning Latinx 

superintendents whose potential influence is largely unexamined despite the growing Latinx 

student population and persistent achievement disparities. Latinx students comprise 32.1% of 

Connecticut's public-school enrollment. Yet only 5.3% of its educators and a minimal number of 

superintendents (five) currently identify as Latinx, an issue occurring while Latinx students face 

systemic challenges and discrimination. Guided by my own experiences as a Latinx educational 

leader and by Latino Critical Theory (LatCrit) and its counterstorytelling function, I designed the 

purpose of this study to illuminate the testimonios (voices and experiences) of nine past and 

present Latinx superintendents in Connecticut (CT) to understand their ascension strategies, 

persistence against inhibitors, and the influence of their Latinx identity on their leadership. I 

employed a qualitative methodology, involving a modified three-part interview series with each 

participant, to ensure an in-depth understanding of their professional journeys. I collected 40.5 

hours of interview data. 

I chose to report out the findings of the study using a composite format that combined the 

stories of the 9 participants into four profiles and used quotes from the participants but attributed 

each quote to one of the participants.  In doing so, I was able to conceal their identities while still 

sharing rich life stories (Aleman, 2010; Baldwin 2005; Hicks Tafari, 2018; Rios Taylor, 2023; 

Solorzano & Yosso, 2002; Yosso, 2006). 

My analysis of the testimonios yielded four significant findings. First, the concept of 

Collective Liberation emerged, highlighting the intentional strategies employed by Latinx 



 

leaders to leverage and mobilize the collective power and influence of the Latino community to 

support other Latinx educators and strengthen the educational pipeline. This commitment is 

rooted in the LatCrit goal of transformative social justice. Second, superintendents successfully 

persisted by Navigating the Systemic Forces of Isolation, Discrimination, and Internalized 

Oppression, overcoming institutional racism, political bias, and feelings of self-doubt. Third, 

they adopted a Social Justice Mandate, utilizing strategic community power, savvy 

communication, and purposeful collaboration to advocate for equity initiatives against systemic 

resistance and political turbulence, often involving the dismantling of inequitable systems and a 

focus on core needs. Finally, their work is defined by an Identity-driven, Culturally Grounded 

Leadership approach, rooted in their lived experiences and cultural values—such as familia and 

service—which creates a profound sense of urgency and responsibility toward equity for 

marginalized communities. 

The study concludes that the success of Latinx leaders is inherently tied to their ability to 

achieve transformative social justice goals. The findings suggest that Latinx superintendents 

require explicit support from Boards of Education (BOEs) to navigate the political volatility and 

budget constraints that are often cited as major challenges. To increase representation and 

improve the Latinx educational pipeline, primary recommendations include fostering 

collaboration among stakeholders across public and private sectors to develop recruitment 

strategies, advocating for legislative changes to mandate programs like DUAL language 

acquisition in schools, and encouraging Latinx leaders to expand their professional networks 

(such as Connecticut Association of Latino Administrators and Superintendents) to combat 

isolation and replicate successful equity models.
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CHAPTER I: INTRODUCTION 

As the Latinx student population throughout the country continues to outpace the number 

of Latinx educators, school districts simultaneously struggle to improve educational outcomes 

for Latinx students, with disciplinary data, high school graduation, and college attendance all 

relatively stagnant (Gándara & Contreras, 2009; Rodríguez et al., 2018). Yet remarkably, the 

potential influence of Latinx superintendents on the P-12 public education system remains 

critically under-examined (Castillo et al., 2021; Chaidez, 2022; Rodríguez et al., 2018). The 

purpose of this phenomenological study was to illuminate the voices of nine self-identified 

Latinx superintendents who have succeeded in ascending and persisting in superintendent 

positions in Connecticut public school districts. Specifically, I sought to understand their 

motivators, inhibitors, and how, if at all, their Latinx identity influenced their leadership.1 Thus, I 

sought to utilize Latino Critical Theory (LatCrit) and counterstorytelling, to highlight their 

journeys and leverage their unique positions to provide testimonios, or testimony, about their 

preparation, lived experiences, and the conditions—including perceived advantages or 

inequities—that influenced their paths to the superintendency (Alemán, 2007; Delgado Bernal, 

2002; Solórzano, 1998; Valdes, 1998).  

Latino Critical Theory (LatCrit) counterstorytelling is defined as a theoretical concept 

with five tenets, under which Latinx individuals provide their life histories, amplify Latinx 

voices, and offer alternative narratives to majoritarian views (Delgado, 1989). By applying a 

LatCrit counterstorytelling lens, I anticipated uncovering previously uncollected information 

 
1For this study, I use "Latino" as a concept descriptor and "Latinx" as a gender-neutral term for individuals or 

groups of individuals (España & Herrera, 2020; C. Rodríguez et al., 2016, 2018). I use Latinx to refer to people of 

Puerto Rican, Cuban, Mexican, Central and South American heritage whose backgrounds include Spanish and/or 

indigenous languages, mixed races, and immigrants, undocumented or naturalized, from those countries or their 

U.S.-born descendants. 
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about superintendents' career paths. To date, no published research articles or dissertations have 

focused on Latino perspectives on Connecticut's superintendency. Superintendent hiring is 

largely confidential; therefore, this research required direct accounts from superintendents. I 

believe my study was timely, given rapidly changing demographics, in which the growing Latinx 

student population is outpacing the Latinx educator workforce in the state of Connecticut and the 

nation, and the rapidly changing political landscape is making it increasingly difficult to 

challenge dominant narratives and perspectives (Shapiro & Partelow, 2018). 

Statement of the Problem 

Too few Latinx leaders are reaching superintendent positions to match Connecticut's 

growing Latinx student population. While Latinx students constituted 32.1% of Connecticut's 

student population in 2024, only 5.3% of educators and just five current superintendents in the 

state identify as Latinx (EdSight, 2025). Further, the literature highlights numerous challenges 

and discriminatory practices throughout the educational pipeline that Latinx students navigate 

from preschool to advanced degrees (EdSight, 2025; España & Herrera, 2020; Gándara & 

Contreras, 2009; C. Rodríguez et al., 2016, 2018; Yosso, 2005). 

Regardless, Latinx students must successfully navigate the preschool-12 pipeline to 

access college-degree-requiring jobs and leadership positions, including educational leadership 

roles (Gándara & Contreras, 2009; C. Rodríguez et al., 2016, 2018). If more Latinx 

superintendents were in positions to hire and retain more Latinx educators and prioritize 

culturally relevant pedagogies in their districts, then cultural congruence—a cultural match 

between educators and students or between Latinx superintendents and the communities they 

serve—may offer valuable perspectives and solutions (Banerjee, 2018; Cheng & Halpin, 2016; 

Dee, 2005; Driessen, 2015; Easton-Brooks et al., 2010; Eddy & Easton-Brooks, 2011; Ladson-



 

 3 

Billings, 1995; Oates, 2003; Redding, 2019; C. Rodríguez et al., 2016). My study addressed the 

research gap by asking nine self-identified Latinx superintendents, past and present, how they 

aspired, persisted, and overcame hindrances (RQs 1-3). 

Purpose of the Study 

The purpose of this study was to illuminate the voices of nine self-identified Latinx 

superintendents who have successfully ascended to their positions. I gathered data to understand 

their strategies for ascension, their approaches to overcoming inhibitors and persevering, and 

how, if at all, their Latinx culture influences their leadership. Currently, peer-reviewed research 

on Latinx leaders' journeys to superintendency remains scarce (Castillo et al., 2021; Chaidez, 

2022). However, the research literature does discuss increased Latinx superintendent 

representation and the assets they bring to their communities as one of the various potential 

contributors to improved Latinx student educational attainment (Martinez et al., 2020; Pitts, 

2007; Yosso, 2005). My study illuminated the voices of Latinx superintendents in Connecticut 

who have successfully reached these positions, as no research has focused on the state despite its 

distinct factors, such as income distribution, persistent achievement gaps, and unique Latinx 

make-up (Moslimani et al, 2023; National Center for Education Statistics, 2025; Noe-

Bustamante, 2019; Pew Research Center, 2023). Following Latino Critical Theory and 

counterstorytelling tenets, I centered Latinx superintendents' voices and leveraged their unique 

positions to provide testimonios, or testimony, on their journeys to address this gap in the 

literature (Alemán, 2007, 2009; Alemán & Alemán, 2010; Delgado Bernal et al., 2012; Pérez 

Huber, 2008; Solórzano, 1998; Valdes, 1998). 
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Research Questions 

This study was guided by four research questions regarding Latinx superintendents in 

Connecticut.  

1. What were their motivations to ascend to the superintendency? 

2. What were their inhibitors to ascend to the superintendency? 

3. What strategies did they utilize to persist in their role? 

4. Whether their Latinx identity contributed to their leadership style? If so, how? 

Conceptual Framework 

In this study, I sought to understand nine Latinx Connecticut superintendents' 

experiences, and I grounded my conceptual framework in Latino Critical Theory (LatCrit), 

particularly its counterstorytelling function, alongside literature on Latinx superintendents 

(Solórzano, 2013; Solórzano & Delgado Bernal, 2001; Solórzano & Yosso, 2002). Connecticut's 

setting is especially significant as existing literature lacks perspectives from this state. Figure 1 

illustrates this framework's alignment with critical realism, the theoretical foundations informing 

my researcher perspective, and research design elements consistent with my epistemological 

stance on knowledge derivation (Capper, 2019). 
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Figure 1  

Conceptual Framework Research Paradigm, Conceptual Framework, and Design 

 

Superintendency 

Superintendents serve as the highest-ranking school officials responsible for facilities, 

finances, personnel, and community relations while prioritizing student success and well-being 

(Grogan & Nash, 2021; Tienken & Domenech, 2021). Since the first superintendent position in 

Buffalo, New York, in 1837, the role has evolved from primarily managing resources to leading 

people through relationships and political complexities (Siccone, 2012; Tienken & Domenech, 

2021). Modern superintendents fulfill five key roles: instructional leader, politician, expert 

communicator, financial officer, and social scientist, though responsibilities vary significantly 

based on district size and location (Kowalski et al., 2010; Tienken & Domenech, 2021).  

The superintendency faces numerous challenges, including high turnover rates, 

particularly in high-poverty districts, where tenures average 3.5 years compared to 6-9 years in 

more affluent areas (Superville, 2018; Tienken & Domenech, 2021). Superintendents report that 

their biggest obstacles include unfunded mandates, personnel issues, conflict management, and 
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maintaining productive Board of Education relationships (Hutchings & Brown, 2021). The 

position of superintendent warrants study, because research attributes approximately 25% of 

student outcomes to leadership influences and superintendent decisions regarding staff diversity, 

educational philosophy, and policy implementation (Pitts, 2007; Siccone, 2012). 

As districts become increasingly diverse, equity has emerged as a critical focus for 

superintendents who must respond to outcome discrepancies among student groups (EdSight, 

2025; Galiana, 2014; Tienken & Domenech, 2021). Superintendents address these issues through 

various initiatives, including professional development on diversity and inclusion, technological 

integration for differentiated instruction, and community partnerships (Grogan & Nash, 2021). I 

sought to contribute to this body of literature by asking self-identified Latinx superintendents in 

Connecticut how they aspire, persist, and overcome hindrances (RQs 1-3).  

Latinx Superintendents 

Assets Supporting Latinx Leadership 

Many nationally based studies examine the assets supporting Latinx superintendents, 

including their motivations, commitment to social justice, and cultural influences on their 

leadership strategies (Rodríguez et al., 2018). Multiple studies document how Latinx 

superintendents are driven by a desire to increase representation at all levels of education and by 

a commitment to social justice, using their positions to challenge inequities and advocate for 

marginalized students (Aceves, 2013; Gándara & Contreras, 2009; Niño, 2018; Rios-Taylor, 

2023; C. Rodríguez et al., 2018; Trevino, 2016; Troncoso, 2019). 

Experiences with discrimination have significantly motivated Latinx leaders to pursue 

superintendency positions, with studies consistently reporting that these encounters serve as 

intrinsic motivators rather than deterrents (Aceves, 2013; Durán, 2014; Mota, 2017; S. A. 
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Rodríguez, 2014). In various qualitative studies, participants described feeling spotlighted as the 

first or the only one in their positions, which inspired them to prove their self-worth and change 

outcomes for Latinx students (Aceves, 2013; Duran, 2014; Mota, 2017; Rodríguez, 2014). 

Cultural Influence 

Cultural influences significantly shape the leadership approaches of Latinx 

superintendents, with many developing servant, collaborative, and transformational leadership 

styles rooted in their cultural backgrounds (Castillo et al., 2021; Corrigan, 2019; del Monte, 

2022; Niño, 2018; S. A. Rodríguez, 2014; Trevino, 2016). Prior research shows diverse 

experiences across geographic contexts: some leaders choose work environments that align with 

cultural values favoring familial leadership approaches (Castillo et al., 2021; Magdaleno, 2004), 

while others follow more traditional career paths with varying degrees of cultural assimilation 

(Corrigan, 2019). Differences emerge in how superintendents integrate their cultural identity, 

with some reporting minimal cultural barriers (Corrigan, 2019) and others emphasizing how their 

culture profoundly influenced leadership styles characterized by unconditional love, strong work 

ethic, and commitment to equity (del Monte, 2022; Trevino, 2016). In this study, I learned more 

about the influence the Latinx culture has on a superintendent by asking my fourth research 

question: How, if at all, does your Latinx identity influence your leadership style?  

Barriers to the Latinx Superintendency 

Latinx superintendents face persistent stereotypes and discrimination that create 

significant barriers to their professional advancement. These stereotypes include perceptions of 

Latinx individuals, including: 

● Those whose native language is Spanish are ill-equipped to manage a district (Durán, 

2014; C. Rodríguez et al., 2018) 
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● Male leaders hold "machismo" beliefs that hinder equitable management (Olivarez, 2019) 

● commitment to family conflicts with the superintendency demands (Rivas-Garza, 2022;  

S. A. Rodríguez, 2014) 

● Female leaders are weak due to their emphasis on relationships (Aceves, 2013; Nieves, 

2016; S. A. Rodríguez, 2014) 

● Female leaders lack the intellect to lead (Ceja, 2013; Rios-Taylor, 2023) 

● Leaders are only suited for Latinx-majority districts (Aceves, 2013; Calzada, 2015) 

● Leaders lack temerity or are "lazy" (Calzada, 2015; Durán, 2014; Galiana, 2014; S.A. 

Rodríguez, 2014).  

Previous studies show these challenges are compounded by isolation, with many serving 

as the sole Latinx leader in their settings, and by intra-community discrimination from Latinx 

colleagues and family members (Aceves, 2013; Buckley Greses, 2022; Miranda, 2019; Mota, 

2017; Nieves, 2016; Olivarez, 2019; Rivas-Garza, 2022; S. A. Rodríguez, 2014; Trevino, 2016). 

This discrimination is a result of internalized oppression that can permeate interactions among 

Latinx individuals (Padilla, 1999, 2001). Additionally, they face obstacles with recruitment (S. 

A. Rodriquez, 2014; Tallerico, 2000), and misperceptions that they pursue leadership solely to 

serve Latino interests, implying a bias not typically attributed to White superintendents (del 

Monte, 2022; Durán, 2014; Galiana, 2014). Multiple studies highlight how Latinx 

superintendents adopt a work harder strategy to counter racist assumptions and negative 

perceptions (Calzada, 2015; Miranda, 2019; Mota, 2017). While this approach can contribute to 

improved student outcomes, it places a significant burden on leaders who must continuously 

prove their abilities. My second research question, which asked about the hindrances nine self-

identified superintendents faced, sought to explore this theme further.  
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Connecticut Context 

Connecticut presents a unique context for studying Latinx superintendents due to its 

distinctive educational landscape, which differs significantly from other regions where similar 

research has been conducted (Aceves, 2013; Castillo et al., 2021; Ceja, 2013; Durán, 2014; 

Galiana, 2014; Miranda, 2019; S. A. Rodríguez, 2014; Trevino, 2016). The state's 169 public 

school districts are unusually small compared to national averages, with most serving fewer than 

2,000 students in primarily White suburban and rural communities (EdSight, 2025; Maciag, 

2016). This structure creates different governance challenges than states like Maryland and 

Florida, where county-based districts serve 36,000-160,000 students under a single 

superintendent (Maciag, 2016). Connecticut ranks among the nation's most segregated states by 

socioeconomic status and consistently shows some of the highest academic achievement gaps 

between racial/ethnic groups in the country (Moran, 2011; National Center for Educational 

Statistics, n.d.; U.S. Census Bureau, 2023). The state's 11 largest urban districts have Latinx 

student majorities ranging from 51.6% to 72.6%, yet Latinx educators in these districts represent 

only 8.3% to 18.1% of the workforce, with minimal growth in recent years (EdSight, 2025). 

Additionally, Connecticut's education system faces challenges with the Board of Education's 

overreach into superintendent responsibilities, potentially creating barriers for superintendents' 

leadership (Chumney, 2024; Underwood, 2024). 

Of the five current Connecticut superintendents who identify as Latinx, only two serve in 

majority-Latinx districts, raising questions about how Latinx leaders make decisions regarding 

superintendent opportunities in districts with large Latinx populations (EdSight, 2025).  
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Latino Critical Theory’s Counterstorytelling 

LatCrit counterstorytelling provides a theoretical framework that amplifies Latinx voices 

and challenges dominant narratives through life histories and alternative perspectives (Delgado, 

1989). This approach, along with testimonio methodology, engages participants in critical 

reflection within sociopolitical contexts to foster a deeper understanding of their unique journeys 

(Delgado Bernal et al., 2012). I chose this methodological approach because it has been proven 

to highlight the lived experiences of the Latinx population (Solórzano & Yosso, 2002). Unlike 

traditional research emphasizing objectivity, LatCrit examines race and racism from Latinx 

perspectives (Delgado Bernal et al., 2012; Solórzano, 1998; Valdes, 1998) and addresses 

intersecting forms of subordination, including language, immigration status, ethnicity, culture, 

phenotype, and sexuality (Fernandez, 2002; Solórzano & Delgado Bernal, 2001). LatCrit is 

grounded in five core tenets (Solorzano & Delgado Bernal, 2001): 

1. Commitment to Social Justice – Latinx voices advocate for transformative change. 

2. Centrality of Experiential Knowledge – Lived experiences are recognized as legitimate 

sources of knowledge. 

3. Transdisciplinary Perspectives – Research integrates diverse disciplinary insights and 

non-academic knowledge systems. 

4. Inter-centricity of Race, Racism, and Intersectionality – Race and racism are inextricably 

linked to other forms of identity and subordination, including gender and class. 

5. Challenge to Dominant Ideology – Latinx perspectives may critique systemic oppression 

and offer counter-narratives. 

Through my study, I examined whether participants connected their lived experiences 

and identity to their leadership style (RQ4). I chose LatCrit as a critical framework to examine 
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Latinx leaders' pathways to the superintendency through qualitative inquiry, which only those 

who have successfully ascended and persisted in the role can describe (Creswell & Poth, 2018). 

Latinx Representation in Connecticut 

Connecticut faces a significant underrepresentation of Latinx superintendents, with 

currently only five (2.9%) across 169 districts (EdSight.ct.gov, 2025), though comparable to the 

national average of 3.1% (Tienken & Domenech, 2021). Latinx educators comprise just 5.3% of 

all Connecticut educators, which stands in stark contrast to the rapidly growing Latinx student 

population in Connecticut, which has increased from 25.8% to 32.1% since 2019 (EdSight, 

2025). This gap in representation is particularly concerning as Latinx students become 

increasingly concentrated in urban, low-income communities that face significant educational 

challenges (Stokes Hudson & Ruth, 2018). Research consistently demonstrates the benefits of 

racial matching between students and teachers, including improved academic achievement and 

engagement for students of color (Cheng & Halpin, 2016; Dee, 2005; Driessen, 2015; Easton-

Brooks et al., 2010; Eddy & Easton-Brooks, 2011; Redding, 2019; C. Rodríguez et al., 2016). 

Latinx superintendents may be uniquely positioned to enhance student outcomes by improving 

recruitment efforts of Latinx teachers, leveraging their knowledge of Latinx communities, and 

recognizing the cultural assets students bring to education (Ladson-Billings, 1995; Pitts, 2007; 

Yosso, 2005). 

I collected the stories of nine superintendents, past and present, who have firsthand 

knowledge of how their Latinx identities influenced their decisions or their leadership styles to 

benefit Latinx educational attainment for students (RQ4). 
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Researcher Positionality 

I am a Puerto Rican, light-skinned woman of mixed race born in the Bronx who attended 

New York public and private schools. I've worked in public schools across three states and in 

five different Connecticut urban districts as a teacher and administrator for 30 years. I currently 

serve as Deputy Superintendent in Connecticut's district with the second-largest Latino 

community, per capita. I recognize the complexity my dual role has presented in this study, its 

advantages when using testimonios, and potential disadvantages related to validity. I have taken 

significant measures – which I outline in full detail in Chapter III – to mitigate this potential 

validity threat while using testimonios as a method that both acknowledges my position and 

strengthens my research design (Delgado Bernal, 2002; Maxwell, 2013; Solórzano & Yosso, 

2002).   

 My goal for this study was to contribute to the limited evidence about what candidates 

need to know to effectively become superintendents in Connecticut—construyendo puentes 

(building bridges) among researchers, between theory and practice, scholarly work and 

practitioners, and leaders and communities (Irizarry & Nieto, 2010; Murillo et al., 2010). 

Through the study, I documented how Latinx educational leaders can leverage their complex 

identities to succeed in today's divisive political context (Darder, 2011, 2012). 

Methodological Overview  

 In this section, I provide an overview of my methodological approach, which sought to 

understand how nine self-identified Latinx superintendents aspired to become superintendents, 

their inhibitors and strategies for persisting in the role, and how, if at all, their Latinx identity 

contributed to their leadership style. In this section, I provide an overview that explains my 
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rationale for implementing a qualitative research design and the use of testimonios to answer my 

research questions.  

Rationale for Qualitative Research Design 

 I selected qualitative research, defined as human inquiry producing "well-grounded, rich 

descriptions of social processes" (Miles et al., 2020, p. 3) for this study because addressing the 

research questions requires personal accounts from underrepresented Latinx individuals (C. 

Rodríguez et al., 2018; Solórzano & Yosso, 2002). A qualitative approach is most appropriate 

because I sought to hear the lived experiences of my participants (Maxwell, 2013).  

Rationale for LatCrit 

I selected LaCrit methodology because it centers race and racism within Latinx lives, 

while also intersecting with dimensions of subordination regarding language, income, gender, 

and immigration status, making it appropriate for bringing out underrepresented voices of Latinx 

superintendents in educational leadership (Capper, 2019; Delgado Bernal et al., 2012). This 

approach enabled me to "describe the common meaning for several individuals of their lived 

experiences" of ascending to and persisting in Connecticut superintendency positions through 

counterstorytelling in a modified three-part interview series with nine self-identified Latinx 

superintendents (Creswell & Poth, 2018, p. 75). Collecting similar yet contrasting accounts from 

these participants allowed a deeper understanding while strengthening "the precision, validity, 

stability, and trustworthiness of the findings" (Miles et al., 2020, p. 29). 

Site Selection Criteria 

My study focused on superintendents who currently or previously served in Connecticut's 

169 public school districts. I chose the state of Connecticut to ensure participants share similar 

experiences with state requirements and terminology (Seidman, 2013).  
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Participant Selection Criteria 

Study participants were nine self-identified Latinx superintendents in Connecticut who 

have ascended to and persisted in the position and who are currently in or have previously held 

the position. I used purposeful sampling to secure nine individuals with heterogeneous attributes, 

including years of experience, gender, district size, cultural origin, and race, in order to represent 

varying perspectives (Creswell & Poth, 2018; Maxwell, 2013). I know most participants through 

professional networks, particularly the Connecticut Association of Latino Administrators and 

Superintendents (CALAS). I made an intentional effort to include both current and former 

superintendents to address the limited number of Latinx superintendents in the state (EdSight, 

2025). I attempted to balance the sample with similar numbers of men and women– ultimately 

including six women and three men– as well as superintendents with experience in both large 

and small districts, to ensure diverse representation across the study. 

Data Collection and Instrumentation 

The study employed a modified three-part interview approach with testimonios and 

artifact review to answer research questions about Latinx superintendents' experiences, collecting 

data from three vantage points to achieve triangulation (Maxwell, 2013; Seidman, 2013). This 

qualitative design was phenomenological and sought to understand "the essence of their 

experience" (Creswell & Poth, 2018, p.104) as well as the meaning participants made of these 

experiences (Seidman, 2013). I modified Seidman's approach by incorporating testimonios, a 

method used by Latinx researchers to encourage authentic sharing rather than prescribed 

responses, forming "solidarity" between participant and researcher as they "acknowledge the 

broader social context of oppression" (Pérez Huber, 2008, p. 170; Solórzano & Yosso, 2002). 
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Each of the nine participants engaged in three 90-minute interviews, for a total of 40.5 hours of 

interview data. 

Interview 1  

The first interview (Appendix A) established trust and explored participants' 

backgrounds, and focused on how they ascended to the superintendency through their lived 

experiences with family, schooling, community, and work (Delgado Bernal et al., 2012; 

Seidman, 2013). This testimonio approach allowed participants to share "papelitos guardados—

previous experiences otherwise silenced or untold" (Delgado Bernal et al., 2012, p. 364).  

Interview 2 

The second interview (Appendix B) examined their experience persisting in the 

superintendency, including successes, challenges, and relationships with stakeholders. 

Interview 3 

 The third interview (Appendix C) invited reflection on the meaning of previously shared 

information and asked participants to consider whether their Latinx identity contributed to their 

leadership style, while also discussing artifacts they believed represented their leadership 

approach. Artifact collection served as an additional data source to the testimonios, with 

participants selecting items that conveyed important messages about their leadership style 

(Creswell & Poth, 2018). Rather than independently analyzing these artifacts, I asked 

participants to explain their significance during the third interview (Yin, 2018). These critical 

methods align with the theoretical framework of LatCrit, which emphasizes counterstorytelling. 

Interview Process & Transcription 

I collected data using the Teachers College Zoom platform, with all recordings and 

transcripts password-secured and backed up (D. López, 2022; Trevino, 2016). I conducted an 
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analysis using ATLAS.ti software to identify trends and patterns across all interviews. Prior to 

participation, I sent an invitation to potential participants following Teachers College, CU's IRB 

guidelines, and I set up initial meetings to establish rapport and logistics. I shared interview 

protocols with participants one week in advance, and following transcription, I utilized a member 

checking technique by asking participants to review transcripts for accuracy to support 

interpretive validity, referred to in the literature as member checks (Creswell & Poth, 2018; 

Maxwell, 2013). 

Data Analysis 

I used a systematic process with specific steps (Creswell, 2013; Maxwell, 2013). As I 

describe in greater detail below, my data analysis included:  

● writing analytic memos (Maxwell, 2013)  

● transcribing and reviewing interviews (Maxwell, 2013; Seidman, 2013) 

● coding (Maxwell, 2013; Saldaña, 2016) 

● categorizing the data across themes (Maxwell, 2013) 

● writing vignettes (Maxwell, 2013; Seidman, 2013) 

● using data displays, matrices, and tables to analyze themes (Maxwell, 2013; 

Seidman, 2013)  

● writing and revising my final dissertation  

Analysis of the data was done through the lens of LatCrit Theory’s frame of 

counterstorytelling as described by Solórzano and Delgado Bernal (2001), through the 

information derived about Latinx Superintendents in the literature. LatCrit's counterstorytelling 

tenets have been effectively utilized in numerous peer-reviewed studies examining Latinx 

participants, allowing researchers to uncover themes such as commitment to social justice, 
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transdisciplinary perspectives on race across multiple settings, and challenges to dominant 

ideology (Delgado Bernal, 2002; Hernandez & Murakami, 2016;  Rolón-Dow, 2005; Solorzano 

& Delgado Bernal, 2001). First, I employed an inductive process that examines both supporting 

and discrepant data, avoiding rigid categorization while remaining open to themes that emerged 

organically outside the LatCrit framework (Maxwell, 2013; Miles et al., 2020). Second, I applied 

a deductive approach, using priori codes tied to the theoretical tenets of LatCrit, to analyze the 

data (Miles et al., 2020). My goal was to apply critical methodologies without judging 

participants’ storytelling as either aligned or not with LatCrit's tenets. I attempted to recognize 

the complexities of their decision-making, allow their words to tell their stories, and connect 

emerging patterns with existing literature (Douglass Horsford et al., 2019). 

Validity 

My study employed Maxwell's (2013) framework of validity and validity threats to 

distinguish credibility rather than implying "objective truth" (p. 122). It recognizes that, despite 

consulting advisors to safeguard against threats, qualitative research inherently depends on 

interpretation accuracy, which introduces multiple validity challenges (Jerolmack & Khan, 

2014). Following Milner's (2007, p. 349) "framework of researcher racial and cultural 

positionality," I engaged in critical reflection throughout data collection and analysis, including: 

● Reflection of self - pushing for critical consciousness of personal values and beliefs that 

may influence listening and interpretation; 

● Reflection of self in relation to others - learning about participants beyond assumptions 

based on shared Latinidad or past interactions; 

● Engaged reflection and representation - including diverse voices, perspectives, 

narratives, and counter-narratives in interpretation and findings; 
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● shifting from self to system - considering broader "historic, political, social, economic, 

racial and cultural realities" (Milner, 2007). 

I continually interrogated my position to ensure an authentic representation of 

participants' intended messages rather than hearing what I may be predisposed to hear.  

Throughout the data collection and analysis, I examined validity threats to the research 

design—including trustworthiness, researcher bias, reactivity, and potential issues with 

descriptive, interpretive, and theoretical validity—while outlining strategies to address each 

concern (Creswell, 2013; Maxwell, 2013; Miles et al., 2020).  

Trustworthiness 

The trustworthiness of this study depended on addressing researcher objectivity, ensuring 

protocol consistency across all interviews and participants, developing credible analysis, and 

clearly articulating limitations regarding generalizability, with the aim of aligning findings to 

prior theory rather than claiming broad transferability (Creswell & Poth, 2018; Lincoln & Guba, 

1985; Miles et al., 2020). I proceeded with post-positivist beliefs that acknowledge there is no 

"singular reality," and observers cannot be completely separated from the observed (Lincoln & 

Guba, 1985, p. 83). Further, truths are contextual, perfect "linear causality" does not exist, and 

my methodology cannot guarantee freedom from bias, requiring transparency throughout the 

process to establish trustworthiness (Lincoln & Guba, 1985, p. 83). 

Researcher Bias  

Researcher bias occurs when data is selected to fit preconceptions, which I (a Latinx 

deputy superintendent in Connecticut) addressed through analytic memos, seeking discrepant 

data, and cross-checking findings with colleagues (Creswell, 2013; Maxwell, 2013).  
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Reactivity 

Reactivity, defined as "the influence of the researcher on the setting or individuals 

studied" (Maxwell, 2013), is particularly relevant since I have professional relationships and a 

shared cultural background with the participants. To mitigate reactivity, I only analyzed data 

from formal interviews, explicitly stated my intention to accurately report findings, assured 

participants that relationships would not be affected, and followed IRB requirements for 

confidentiality, including pseudonyms and encrypted data storage (Creswell & Poth, 2018; 

Maxwell, 2013). 

Descriptive Validity 

 I ensured descriptive validity, concerning accuracy of reported data, through digital 

recordings, verbatim transcriptions, accuracy checks, and member checks with participants 

(Creswell & Poth, 2018), while following Seidman's (2013) three-part interview protocol with 

consistent timing and participant information. 

Interpretive Validity 

 I safeguarded interpretive validity, the accurate portrayal of participants' intended 

meaning, through analytic memos, triangulation, analysis of discrepant data, respondent 

validation through narrative summaries, member checks, and assistance from other doctoral 

students with qualitative training (Creswell & Poth, 2018; Maxwell, 2013; Miles et al., 2020; 

Milner, 2007).  

Theoretical Validity 

I addressed theoretical validity, the alignment between findings and theoretical 

framework, through inductive coding, first, using participants' own words, seeking discrepant 

data, and then, connecting to "prior and emerging theory" through deductive approaches (Miles 
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et al., 2020, p. 64), and finally, triangulating data across sources and participants. I shared data 

with other doctoral students to identify ideas beyond their presumptions and to strive for logical, 

"systematically related" ideas in summaries and conclusions (Maxwell, 2013; Miles et al., 2020, 

p. 301). 

Ethical Considerations 

I examined ethical considerations regarding my participant selection process based on the 

compatibility of our schedules. I explained to each participant that it required exactly four hours 

and thirty minutes of time across interviews, with a commitment to precise timing given our busy 

schedules. To address ethical concerns regarding the small pool of potential participants, I 

reported findings in a composite format organized by themes rather than individual profiles, 

thereby protecting participant identities from identification (Alemán 2010; Baldwin 2005; 

Creswell & Poth, 2018; Yosso 2006). I also ensured interpretive validity by having participants 

review findings, creating a representation that incorporates both researcher and participant 

perspectives (Creswell & Poth, 2018). 

Limitations of the Study 

This qualitative study has two key limitations: sample size and generalizability. While 

allowing for deeper learning, the intentionally small sample size of nine participants limits cross-

case analysis across variables like gender, experience, and district type (Maxwell, 2013). 

Regarding generalizability, Maxwell (2013) distinguishes between two forms: internal 

generalizability, which applies findings to unobserved elements within the same case, and 

external generalizability, which extends findings beyond the case to other contexts. With this 

study's specific focus on Latinx superintendents in Connecticut, the sample potentially limits its 

applicability to other leadership roles or state structures. The study's contextual specificity means 
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findings might not transfer to different educational leadership positions or to systems with 

different organizational structures. 

Significance of the Study 

This study provides valuable information to aspiring Latinx leaders navigating barriers 

and opportunities on their journey to the superintendency, especially those motivated by their life 

experiences. The counterstories I collected revealed how Latinx educational leaders in 

Connecticut communicated their visions for policy, pedagogy, and practice during their search 

and interview process (Rodela & Rodríguez-Mojica, 2020; L. F. Rodríguez, 2018; Solórzano & 

Yosso, 2002). 

I intend for this research to specifically inform Latinx leaders in Connecticut, where 

income disparities among neighboring communities rank third highest nationwide and where 

most Latinx students lack Latinx leaders in their schools or districts (World Population Review, 

2023). While cultural congruence alone cannot create all necessary conditions for Latinx student 

advancement, if Boards of Education used it as a factor in recruitment, it has the potential to 

place superintendents driven by social justice and equity into leadership positions where they can 

apply life experiences to persistent problems for Latinx students. Khalifa, Gooden, and Davis 

(2016) discuss emerging literature on culturally responsive school leadership (CRSL), providing 

"a framework for the expanding body of literature that seeks to make not only teaching but the 

entire school environment, responsive to the schooling needs of minority students" (p. 1). In 

CRSL, "students are challenged to learn but may not learn from educators whom they believe do 

not care about them," (p. 1279) and the leader's role is to "earn the trust and credibility of 

families and communities and leverage community wealth to help the learning of students in 

school" (Khalifa, et al., 2016, p. 1284). While Khalifa, Gooden, and Davis (2016) CRSL 
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framework is primarily focused on the work of principals in schools, I believe the potential exists 

for more Latinx superintendents to use CRSL or similar approaches driven by social justice in 

districts where Latinx educational attainment is stagnant. I believe my study points to the need 

for more examination in this area. To clarify, I do not assume that Latinx leaders automatically 

know how to draw on Latino community assets, but rather that they likely have greater potential 

to do so as an extension of their life experiences. 

Definition of Terms 

In this study, the term Latino describes the larger community or concepts that apply to the 

larger community, and Latinx describes students or individuals, as a gender inclusive term (C. 

Rodríguez et al., 2018). Latino/Latinx refers to a community or individuals/students who identify 

as Latinx based on multiple variables, including race, ethnicity, language dominance, and 

heritage from a Latin American country of origin. Latinx refers to both native born and foreign-

born Puerto Rican, Cuban, Dominican, Mexican, Central American, and South American 

communities, and individuals regardless of immigration status, or “people of Latin American 

descent” (Salinas & Lozano, 2019, p. 303)2.  In this study, the Hispanic designation is 

synonymous with Latinx. Latino/x is preferred in this study to affirm what is common across 

communities with Latin American origins.  

A list of terms that recur in the study includes: 

Culturally Relevant Pedagogy: an instructional approach that requires educators to engage 

students in teaching and learning with high rigor and quality, centered on the social context of 

 
2Salinas and Lozano (2019, p. 303) discuss the emerging use of the term Latinx and the phrase “people of Latin 

American descent” to describe “indigenous populations, citizens, and communities from Latin American countries 

and dependencies.” In the State of Connecticut, in contrast to other state or federal agencies, students identify as 

Hispanic/Latino without a separate question about race, when they register for school (EdSight, 2025). 
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their world to develop a socially just advocacy stance that provides opportunities for all to 

achieve at high levels (Ladson-Billings, 1995, 2014). 

Critical Consciousness: “the capacity to critical reject and act upon one’s sociopolitical 

environment” (Diemer et al., 2006, p. 445). 

Critical Race Theory: a theory that values the experiential knowledge of people of color,  

challenges dominant ideologies through counterstorytelling, centers race and racism and their 

intersectionality with other forms of subordination, and recognizes the importance of 

transdisciplinary approaches to work towards equity and equality (Solórzano, 1998). 

Latinx: a gender inclusive term referring to both native- and foreign-born Puerto Rican, Cuban, 

Dominican, Mexican, Central American, and South American communities and individuals of 

any race (España & Herrera, 2020; C. Rodríguez et al., 2018). 

Latino: a term that describes the larger community or concepts that apply to the larger 

community made up of Latinx individuals. 

Latino Critical Theory:  Like Critical Race Theory (CRT), LatCrit examines race and racism 

from Latinx perspectives (Delgado Bernal, 2002; Solórzano, 1998; Valdes, 1998).  

LatCrit counterstorytelling is a form of “analytical narratives” that unearth “hidden critical 

histories” and challenge majoritarian views of Latinx individuals (Valdes & Bender, 2021, pp. 

80-81). These narratives are grounded in five LatCrit core tenets (Solorzano & Delgado Bernal, 

2001): 

1. Commitment to Social Justice – Latinx voices advocate for transformative change. 

2. Centrality of Experiential Knowledge – Lived experiences are recognized as legitimate 

sources of knowledge. 
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3. Transdisciplinary Perspectives – Research integrates diverse disciplinary insights and 

non-academic knowledge systems. 

4. Inter-centricity of Race, Racism, and Intersectionality – Race and racism are inextricably 

linked to other forms of identity and subordination, including gender and class. 

5. Challenge to Dominant Ideology – Latinx perspectives may critique systemic oppression 

and offer counter-narratives. 

Race: the socially-constructed dimension of identity based on physical attributes, including but 

not limited to skin, eye color, hair texture, and bone structure” (Singleton, 2015). 

Racism: “a system of ignorance, exploitation, and power used to oppress people who are 

African-American, Latinx, Asian, Pacific American, American Indian, and other people on the 

basis of ethnicity, culture, mannerisms, and color” (Marable, 1992, p. 5).  

Testimonio: a research method that prompts stories of race and culture that are a “direct 

challenge to dominant epistemology,” in which the researcher is bound by notions of objectivity 

(Pérez Huber, 2008, p. 70). Pérez Huber (2008) and Solórzano and Yosso (2002), who promote 

critical race methodologies, such as testimonios, point to the strength in the method because it 

forms a “solidarity” between the participant and the researcher as they “acknowledge the broader 

social context of oppression” (Pérez Huber, 2008, p. 70). 

Summary of Findings 

The key findings of my study related to motivation (RQ1) centered on Collective 

Liberation, driven by a desire to gain influence and advocacy over outcomes for all students, 

particularly Latinx and minority youth (9/9), and to increase Latino representation in leadership 

roles (9/9). The major findings related to inhibitors (RQ2) highlighted the challenges of 

Navigating the Systemic Forces of Isolation, Discrimination, and Internalized Oppression, with 
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top barriers including a lack of support from established Latinx networks (6/9), pervasive self-

doubt and impostor syndrome (7/9), and discrimination based on language and race (6/9). 

The strategies superintendents employed to persist (RQ3) were governed by a Social 

Justice Mandate, emphasizing a consistent commitment to equity and the dismantling of 

inequitable systems. Persistence strategies included highly skilled communication (9/9), 

productive collaboration among all stakeholders (9/9), and maintaining supportive board 

relations (9/9). Despite utilizing these strategies, persistence was severely challenged by the 

immense demands and pressures of the position (9/9), constant budget constraints (9/9), and a 

persistent lack of support for critical equity and change initiatives from elected officials and 

political forces (8/9). 

Finally, the findings related to leadership style (RQ4) revealed an Identity-Driven, 

Culturally Grounded Leadership approach. All nine participants linked their Latinx identity to 

their style, manifesting through four primary examples: Latino community commitment (9/9), 

cultural influences (9/9), collaborative leadership (9/9), and prioritizing representation and 

cultural inclusivity (9/9). This approach validates their lived experiences, which are asserted as a 

core value in their professional lives, and fuels their work with an urgent sense of mission to 

achieve social justice and equity for marginalized communities. 

Primary Recommendations 

My four primary recommendations based on the findings focus on collective action, 

legislative changes, and strategic network expansion to achieve collective liberation and 

successfully advance the Latinx educational pipeline. The first recommendation is to Build a 

Latinx Network of Support, urging Latinx educational, political, and private sector leaders to 

collaborate strategically to recruit and retain more Latinx educators, especially superintendents, 
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while leveraging collective power to address legislative policy changes and combat intra-group 

conflict. The second mandate requires efforts to Secure Legislative Changes for Language 

Acquisition Programming, compelling Latinx leaders across sectors to advocate for programs 

such as dual language programs to enhance the educational pipeline for Latinx students and 

prepare more Latinx leaders, thereby empowering native Spanish-speaking parents and students 

in crucial stakeholder negotiations. The third calls on leaders to Collaborate with the State 

Department of Education (CSDE) to Raise Critical Consciousness, recommending the creation 

of a data warehouse and public dashboards to highlight Latinx excellence, enabling leaders to 

foster critical consciousness about equity and propose impactful policy changes. Finally, the 

study recommends leaders Expand Latinx Networks in Connecticut by utilizing organizations 

like the Connecticut Association of Latino Administrators and Superintendents (CALAS) to 

establish a clearinghouse of best practices specifically aimed at improving educational outcomes 

for Latinx students, allowing successful models to be replicated across the state.  
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CHAPTER II: LITERATURE REVIEW 

In this chapter, I explain the literature that informed the conceptual framework for my 

dissertation study, which sought to understand the experiences of nine superintendents (current 

and former) who self-identify as Latinx in the state of Connecticut. First, I define and describe 

the superintendency. Second, I highlight research on Latinx superintendents. Third, I explore the 

research on Latino Critical Theory (LatCrit) and how this study was grounded in LatCrit, 

specifically in its counterstorytelling function. Fourth, I describe the context of the research site 

and how it relates to my study, specifically, how the study’s setting in Connecticut was 

particularly significant, as existing literature on Latinx superintendents lacks perspectives from 

the state of Connecticut. 

Conceptual Framework  

The research on the Latinx superintendents, coupled with Latino Critical Theory 

(LatCrit), are the two bodies of literature that formed the conceptual framework guiding this 

study’s purpose, research questions, and significance (Solórzano, 2013; Solorzano & Delgado 

Bernal, 2001; Solórzano & Yosso, 2002). Figure 1 illustrates my conceptual framework, aligning 

it with the critical realism paradigm underpinning the research, the theoretical foundations 

informing my perspective as a researcher, and the research design elements consistent with my 

epistemological stance on knowledge derivation (Capper, 2019). 

I chose this conceptual framework because my beliefs align with a critical realism 

paradigm, which asserts that reality is both socially constructed and independent of our 

observations—constantly evolving yet existing beyond what we can directly perceive (Patel, 

2015). Further, I believe epistemology, defined as “the nature, status, and production of 

knowledge and the way one knows and understands the world” (Delgado Bernal, 2002, p. 106), 
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is deeply rooted in lived experiences and the dynamic, ever-changing perspectives of individuals. 

In Chapter 3, I fully describe in more detail how these ideas and my conceptual framework guide 

my research design.  

Figure 1  
 
Conceptual Framework  

 

 

Following, I define the superintendency, as participants who fulfill these roles are the 

primary focus of my study.  

Superintendency 

In this brief section, I describe the role of a superintendent and how it has changed over 

time. I then explicate my review of the literature that highlights the lived experiences of modern-

day superintendents. 

Definition of a Superintendent 

In the United States, a superintendent is defined as the top-ranking school official in a 

public school district (Tienken & Domenech, 2021). Superintendent responsibilities vary from 

region to region, primarily due to the size of the districts, from a few hundred to over a million in 
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New York City. Superintendents are responsible for “the facilities, fiscal, personnel, and 

community relations matters in ways that comprehensively prioritize students’ academic success 

and social wellbeing” (Grogan & Nash, 2021, p. 24). Central to their success is their ongoing 

relationship with the district’s Board of Education (Rohde-Collins & Anglum, 2024). The main 

goal of the superintendent is to lead a school district toward excellent outcomes for students. To 

do that, the superintendent must be highly adept at managing the operations of the school system 

while abiding by the policies and philosophy of the elected officials on the Board with strong ties 

to the community (Rohde-Collins & Anglum, 2024; Tienken & Domenech, 2021). I use the term 

superintendent to refer to the top official within a school district, which is most often the case 

across the country. However, in New York City, the senior leadership is organized with 

superintendents who report up a chain of command to the Chancellor. 

History of the Superintendency 

Buffalo, New York, is regarded as the first place to appoint a superintendent to lead a 

school district in 1837 (Siccone, 2012; Tienken & Domenech, 2021). The position was created 

by town leaders who wanted a “systemic approach” to education and a single leader to oversee a 

collection of schools (Tienken & Domenech, 2021, p. 4). Since then, the position of 

superintendent has shifted away from being a manager of people and resources to being a leader 

who builds and maintains important relationships while also navigating political uncertainties 

(Tienken & Domenech, 2021).  

Responsibilities of a Superintendent  

The modern-day superintendent is considered to have five roles: instructional leader, 

politician, expert communicator, financial officer, and social scientist (Bjork et al., 2014; 

Hutchings & Brown, 2021; Kowalski et al., 2010; Tienken & Domenech, 2021). Among many 
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other activities associated with running a multifaceted organization, daily job responsibilities 

often include meeting with principals who oversee the operations at schools, working with 

central office on programmatic issues regarding teaching and learning, ensuring the human 

resources department is abiding by all state and federal hiring and employee workplace laws and 

regulations, reviewing financial matters, and working with the local board of education members 

to review overall policy and fiscal responsibilities (Tienken & Domenech, 2021). While each of 

these roles can be traced back to that first superintendency, contexts have evolved across time 

and space. 

Despite commonalities across the five roles, the responsibilities of a superintendent vary 

drastically by location and size of the district (Tienken & Domenech, 2021). In some states, the 

superintendent oversees schools in entire counties, such as Montgomery County, Maryland, 

which serves 160,000 students (Montgomery County Public Schools, 2025). This is vastly 

different in other states. For example, in Connecticut, the superintendent is assigned to local 

municipalities serving as few as 300 students (EdSight, 2025; Tienken & Domenech, 2021). The 

sheer number of students and the geographic catchment of the superintendency lead to drastic 

differences in the responsibilities of each individual superintendent, including personnel issues 

across large bargaining units and adequate funding to run a large number of facilities (Grogan & 

Nash, 2021). Another factor that can lead to differing responsibilities is location. Location 

challenges, whether urban, suburban, or rural, also contribute to vastly different responsibilities, 

especially because the country’s demographics across these settings are also shifting. For 

example, in some school districts, the change in demographics has exponentially increased the 

number of native languages spoken by students at home. Thus, the superintendent is responsible 

for ensuring the schools adjust to these demographic shifts.   
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Informing District-Level Leadership Types 

The success of superintendents is tied to their ability to implement district-level 

leadership that improves student outcomes. However, these approaches differ significantly from 

school and building leadership approaches that have been the focus of the majority of 

educational leadership research (Leithwood, 2010). The scope of district work is broader and 

more complex due to the fact that superintendents' direct reports are not teachers. This requires 

superintendents to focus on more complex organizational levers (Leithwood, 2010). Literature 

specific to district-level leadership is not as prevalent as school-level leadership research 

(Leithwood, 2019). This gap exists partly because of the greater number of studies aimed at 

principals as change agents versus superintendents, but also because defining effective district-

level leadership using achievement data has been limited and problematic, given variances across 

districts and a lack of common data to identify relative success (Bowers et al., 2018; Bowers & 

Monroe, 2023). 

Three studies from the 1970s and 1980s illustrate the challenges superintendents face in 

basing their leadership approaches on sound research. Bidwell and Kasarda's (1975) quantitative 

study of 104 school districts in Colorado found that reading and math achievement were linked 

to four organizational factors: pupil-teacher ratio, administrative intensity (oversight), the ratio of 

supporting professional staff to teachers, and the qualification level of staff. These factors are 

directly impacted by decisions made by district leaders in collaboration with boards of education, 

yet 104 schools are hardly representative of the more than 10,000 districts that exist in the nation 

(Bidwell & Kasarda, 1975; Bowers et al., 2023). Studies such as these, while informative, are 

limited because of many variances that may render findings inapplicable. 
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Cuban's (1984) examination of how research informs policy and decision making by 

superintendents warned against simply replicating what worked elsewhere due to a lack of 

knowledge on the topic, lack of agreement on the definition of effectiveness, factors of 

effectiveness that are too narrow, research that failed to control for variance, too much emphasis 

on elementary schools, and too little emphasis on the role of district versus school leadership. 

Based on his experience, Cuban (1984) recommended that superintendents use a combination of 

research, policy to improve school productivity, and organizational procedures focused on 

academic goals. Perhaps Cuban’s (1984) analysis is more practical, but it also lacks the level of 

specificity new superintendents will need to mount initiatives and implement improvement 

strategies. 

Murphy and Hallinger’s (1988) qualitative study of interviews with superintendents from 

12 of California's highest performing districts identified successful superintendents who focused 

on curriculum and instruction, exhibited strong technical core factors and strong instructional 

leadership, consistently inspected processes and outcomes, and ensured a high degree of 

coordination among district, school, and classroom staff. However, questions remained about 

how these systems compare to the vast number of systems across the nation and whether the 

findings are generalizable.  

District Level (Systems Level) Leadership Theoretical Framework Development 

In reviewing case study research, Skrla et al. (2011) claimed that an aggregate of results 

showed "strong commonalities in themes" and findings to suggest "emerging district 

effectiveness theories" tied to "coherent, instructionally-focused district leadership" (p. 138). 

They put forth three systems as part of the theory: 1) political system, 2) administrative system, 

and 3) professional system (Skrla, et al., 2011, p. 138). Skrla et al. (2011) describe the political 
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system as the board, the superintendent, and other constituents with interests in the goals and 

priorities of the district; the administrative system as the structures that organize the work, 

including executive functions, instruction, hiring, and general operations; and the professional 

system made up of teachers, principals, and support staff guided by professional norms and 

policies. They applied this framework to a high-performing school system in Texas, describing 

how the district transformed over a 10-year period through aligned political support, systematic 

administrative reorganization, and a professional system based on "a new norm of collaborative 

competition" (Sklra et al., 2011, p. 155). 

Similarly, Leithwood's (2010) studies contribute to contemporary research-based 

frameworks, and Leithwood et al. (2017, 2019) tested the effects of specific district 

characteristics on student achievement to provide superintendents with organizational 

improvements linked to student outcomes. Their framework for improvement includes: 

● district-wide focus on student achievement 

● approaches to curriculum and instruction 

● use of evidence for planning, organizational learning, and accountability 

● district-wide sense of efficacy 

● building and maintaining good communication 

● instructional leadership 

● targeted interventions for school improvement 

● job-embedded professional learning 

● strategic engagement with the government's agenda for change 

● infrastructure alignment 
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Leithwood (2010) reviewed 31 studies and found that district-wide embedded 

professional learning had the highest rating (21 out of 31 studies), while engagement with the 

government agenda was least prominent (only six studies). In Leithwood et al. (2019), 

researchers curtailed the list to nine characteristics of high-performing systems, also referencing 

13 overlapping characteristics published by Anderson and Young (2018) and 13 or 14 most 

commonly identified correlates identified by Trujillo (2013, 2016). 

Large Scale Comparative Research 

A significant advancement came with Bowers et al. (2023), which examined 12,000 

districts in the United States, ultimately reporting on 10,825 school districts after eliminating 

those with missing data, and addressed the challenge of comparing district-level effectiveness 

across all school systems. This study is significant because prior research on district-level 

effectiveness examined districts within a state or made comparisons based on single-year data 

points or single content or grade level metrics (Bowers et al., 2018, 2023). The results identified 

536 high-performing districts for further qualitative research, providing superintendents with a 

more robust foundation than previous case study approaches. 

Beyond research-based frameworks, superintendents often ground their approaches in 

professional leadership literature that describes narratives that resonate with the communities 

they serve. Many Latinx superintendents describe their approaches as servant leadership, applied 

critical leadership, or authentic leadership (Santamaría & Santamaría, 2012; van Dierendonck & 

Patterson, 2025; Zhang et al., 2023). These approaches are interconnected with human factors, 

where the narratives of leaders, the people they serve, and community stories and perspectives 

are central to superintendent approaches. These leadership descriptors are rooted in the well-

being of subordinates, are asset-based, promote positive moral climate, and emphasize 
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"continuous improvement in self-awareness" (Santamaría & Santamaría, 2012; van Dierendonck 

& Patterson, 2025; Zhang et al., 2023, p. 4). 

Literature on Latinx superintendents, which I include later in this chapter, reveals similar 

themes in leadership approaches, with study participants describing the importance of 

democratic leadership, distributive leadership, and community-centered leadership types, 

consistent with humanizing principles that guide current comprehensive work in superintendent 

development, such as in the pillars described on The Superintendent Lab (2025) website directed 

by Dr. Rachel S. White of the University of Texas, Austin. 

Table 1 describes the 28 studies that I reviewed regarding Latinx superintendents, their 

ascent to the superintendency, and what contributed to their persistence in the role. All but three 

of the studies provided explicit information regarding the superintendents’ system-level 

leadership influences, though the responses are highly varied as noted in the descriptors in Table 

1. In my study, the findings were more explicit through the collection of data from RQ#3, which 

asked participants to answer the question: Does their Latinx identity influence their 

superintendent leadership style, and if so, how?   

Table 1  

Studies of Latinx Superintendents & Systems Level Leadership, 2013-2025 

# Researcher(s) & 
Year 

Study Participants Conceptual Framework Methods Description 

1 Aceves, D.A. 
2013 

3 Latina superintendents Latina(o) critical race theory, 
organizational and career 
mobility, and politics of “fit” 

Phenomenological study; 
interpretative 
phenomenological analysis 

 Findings: Participants faced a triple form of oppression (racism, exploitation, and gender inequality). Their 
confidence and work ethic developed early. Crucial instructional skills, political skills, teambuilding, 
relationship-building, and mentoring were important. Discrimination served as an intrinsic motivator.  
Systems Level Leadership: Team-building and relationship building. 
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# Researcher(s) & 
Year 

Study Participants Conceptual Framework Methods Description 

2 Cejas, J. 2013 three male and three female 
superintendents 

Resiliency Theory, CRT, 
Latino/a Critical Scholarship 
Theory (LatCrit) 

Phenomenological 
interviews with open-ended 
questions and a pre-
interview questionnaire; 
axial coding; quota sampling 

 Findings: The lack of mentoring, networking, and role models presented a major barrier. People believe that 
Latino/leaders are not capable. Latinas faced barriers related to gender on top of barriers tied to race and 
ethnicity. Participants strongly wanted to prove their worth. Experience and preparation played a key role in 
getting appointed. Strong family support helped them overcome obstacles. Latino/a superintendents served 
as "glass ceiling breakers" and felt a responsibility to mentor others. Mentoring, networking, and peer 
support were essential. Latino males were seen as more capable of networking and bonding, which 
contributed to the differences in numbers.  
Systems Level Leadership: Leadership styles focused on collaboration, inclusion, and consensus-building. 

3 Duran, F. 2014 4 first-year superintendents Successful Beginning Latino 
Superintendents; Kurt 
Lewin's “force field analysis” 
model (1951) 

Case studies 

 Findings: Racism and stereotypes led to a perception that Latino superintendents are not capable. 
Participants had a strong desire to prove their worth. Lack of networking, mentoring, role models, and 
educational preparation was a major barrier. Relationships with school boards were one of the biggest 
challenges. Superintendents focused on equity and social justice, but were concerned about alienating 
others. Being one of the few Latino superintendents meant a "big spotlight" on them.  
Systems Level Leadership: Focused on equity and social justice. 

4 Galiana, A. 
2014 

9 superintendents CRT and LatCrit Qualitative interviews; 
triangulation of data, peer 
review, and member checks 
for validity 

 Findings: Latinx superintendents faced racism and negative perceptions from early schooling through 
leadership. They developed resilience, built support systems of mentors and family, and worked harder to 
address inequities. Their racist experiences were a motivator for leading for social justice. Recommendations 
include formalized mentoring, addressing diversity/equity in preparation programs, and building support 
networks. Familialism was identified as a core cultural asset. 
Systems Level Leadership: Influenced by social justice and familialism. 

5 Rodríguez, S. A. 
2014 

7 female Mexican American 
superintendents 

Feminist perspective Interviews; in-depth 
phenomenological study 

 Findings: Participants exhibited strong cultural influences, self-efficacy, confidence, determination, 
perseverance, and commitment to improving educational opportunities. They encountered resistance to 
change and deficit thinking from school board members and staff. Smaller districts presented challenges due 
to fewer resources and support staff. They improved underperforming schools. Many sought cultural 
congruency in districts. Search consultants (often White men) valued "interpersonal chemistry" and "best fit" 
over qualifications. Despite barriers, gender and/or ethnicity remained issues for Mexican American women. 
Setting the goal of superintendency early was common. Extensive support from family and mentors, social 
capital, and personal drive were key. Cultural norms sometimes deemed Mexican American women "selfish" 
if they did not conform to traditional roles, and they were often raised to be quiet. Finding the "right fit" with 
a school board was important. 
Systems Level Leadership: Strong cultural influences. 
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# Researcher(s) & 
Year 

Study Participants Conceptual Framework Methods Description 

6 Calzada, S. 2015 7 participants Schein‘s theory of 
organizational career 
mobility 

In-depth interviewing, 
survey completion, and 
observational data 

 Findings: Six of seven participants held doctoral degrees, and all were educated in public schools. Networking 
and mentorship were crucial, as was completing a doctorate, and support from spouses. Their primary goal 
was to change lives. Challenges included a lack of job security, board relations, and family sacrifices. A 
common barrier for Latinx leaders was immobility due to family/culture. Self-perception, attitudes, and 
behaviors were more important for career advancement than specific titles. The "glass ceiling" for Latinx 
leaders involved changing perceptions that they can only lead in certain areas, won't mobilize, or cannot do 
the job. There was no single "right path" to the superintendency. 
Systems Level Leadership: N/A 

7 Nieves, N. 2016 9 participants Latina and Latino Critical 
Legal Theory (LatCrit Theory) 

Qualitative approach, using 
the ethnographic method 

 Findings: Latina superintendents offered advice: be authentic, ask when unsure, show and acknowledge 
respect, negotiate, maintain rapport with parents, be positive, learn constantly, earn a Ph.D., seek diverse 
leadership positions, handle relationships with care, hire a strong team, embrace challenges, and relax. Key 
personal attributes included collaboration, professionalism, and being a "people person." The study 
suggested a need for policies to create preparation programs to help Latinas secure credentials in New 
Jersey. 
Systems Level Leadership: Authenticity, relationship-building, and positivity. 

8 Trevino, R. 2016 5 Latino superintendents LatCrit theory (Solorzano and 
Delgado Bernal, 2001); 
Cultural Capital Theory  

Phenomenological and 
narrative approaches; 
qualitative inquiry; 
participants received 
interview questions in 
advance; demographic 
questionnaire 

 Findings: Latina superintendents offered advice: be authentic, ask when unsure, show and acknowledge 
respect, negotiate, maintain rapport with parents, be positive, learn constantly, earn a Ph.D., seek diverse 
leadership positions, handle relationships with care, hire a strong team, embrace challenges, and relax. Key 
personal attributes included collaboration, professionalism, and being a "people person." The study 
suggested a need for policies to create preparation programs to help Latinas secure credentials in New 
Jersey. 
Systems Level Leadership: Authentic, collaborative, and a "people person." 

9 Mota, A.Y. 2017 Single primary participant LatCrit and Resiliency 
Theory; cultural flexibility 
(Tierney); cultural capital 
(Yosso, 2006) 

Qualitative study using life 
history research 

 Findings: The study included a counter-narrative. It highlighted the value of authentically caring teachers, 
after-school tutoring, counseling, and mentorship. Providing students with information on choosing colleges 
and applying for financial assistance was also recommended. Cultural capital served as a strong sense of 
identity, a source of resiliency, and a foundation for success. Community Cultural Wealth (CCW) was viewed 
as a challenge to epistemological models that see the cultural capital of Communities of Color as a deficit. 
Systems Level Leadership: Authenticity, use of cultural capital, and community cultural wealth. 
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# Researcher(s) & 
Year 

Study Participants Conceptual Framework Methods Description 

10 Niño, J. M. 2018 Latino Superintendent Bordas Multicultural 
Leadership 2012 

Semi-structured interview 
and a review of artifacts 

 Findings: highlighted the importance of equity for all and the need to establish comunidad through 
community collaboration and input. 
Systems Level Leadership: Equity-driven and collaborative with the community. 

11 Corrigan, S.D. 
2019 

10 Latino male public school 
superintendents from 
California 

John Berry’s Multicultural 
Model 

Snowball sampling; 
phenomenological case 
study; 30-item demographic 
questionnaire and written 
interview questions 

 Findings: Participants were recognized early in their careers as potential leaders and ascended via the 
traditional teacher-to-administrator path. They generally used democratic leadership practices. They were 
classified as "assimilated" to American mainstream culture under John Berry’s Model and saw limited cultural 
barriers. Barriers included the challenge of breaking down the image of the "macho Latino male." A 
community-based, democratic leadership style was dominant. 
Systems Level Leadership: Democratic leadership, community-based. 

12 Miranda, R. 
2019 

5 Latina superintendents and 
assistant superintendents in 
the South Texas border 
region 

Latino Critical Race Theory Qualitative; narrative 
inquiry; pláticas as a data 
collection tool 

 Findings: Participants demonstrated resiliency in overcoming barriers and obstacles. Key themes included 
support systems (family/spouse/best friend, mentor/advocate, employer support), resiliency (education, 
career-driven, playing politics), and commitment to students (welcoming diverse students/parents, student-
centered decisions, embracing staff). Imposter syndrome was also a theme. 
Systems Level Leadership: Diversity, student-centered, and resiliency. 

13 Olivarez, A. 
2019 

3 Latina superintendents in 
Texas 

Multicultural Acculturation 
Model; Transformative 
leadership (Freire, 1998) 

Qualitative multiple-case 
study 

 Findings: Themes included the journey of superintendents, leadership styles, pressure associated with the 
position, mentorship, barriers, and advice for aspiring Latino educational leaders. Participants were half-
mentored by females. They practiced leading with the heart and community-based leadership. Barriers 
identified included self-doubt or discrimination from other Latinos, and the stereotype of machismo. 
Pressure from stakeholders, such as the Board of Education. 
Systems Level Leadership: Lead with the heart and community-based leadership. 

14 Troncoso, O.A. 
2019 

Single Latino Superintendent Transformative leadership 
(Freire, 1998) 

Autoethnography, 
qualitative 

 Findings: The Study revealed a deep dedication to family and community. There was a strong desire to work 
with multilingual learners. Participants developed a consciousness over time regarding deficit images and 
decisions, working to combat inequities and for social justice. Barrio resiliency and the importance of 
culturally responsive teachers were highlighted. The concept of having a "foot in two worlds" was described. 
Mentoring and serving ESL students were also significant aspects. 
Systems Level Leadership: Family and community dedication, combating inequities, and social justice. 
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# Researcher(s) & 
Year 

Study Participants Conceptual Framework Methods Description 

15 Castillo, I., 
Menchaca, V. 
D., López-
Estrada, V., 
2021 

3 superintendents from 
three rural school districts in 
Texas 

Latina/o critical race theory 
(LatCrit), testimonios, and 
constructivism (Creswell & 
Poth, 2018) 

Qualitative case study using 
testimonio, participant 
observations, and document 
analysis 

 Findings: Four general themes emerged: extended parental support, familial work environment, networks, 
and versatility. Participants had common experiences of parental expectations for educational advancement 
and choosing rural areas for better community connections. Female administrators had more success in 
attaining superintendency in rural areas, with 24% of rural superintendents in Texas being female. They were 
attracted to a familial environment from their own small rural backgrounds, and an insider perspective 
helped preserve Mexican American culture. They sought support from professional networks and family and 
demonstrated a willingness to work hard across various roles. 
Systems Level Leadership: Community and family-oriented priorities. 

16 Buckley Greses, 
B. 2022 

6 current and former Latina 
female superintendents 

Social and Cultural Capital Qualitative research 
methods, interviews, and a 
cultural identity survey 

 Findings: Support in the rural superintendency is crucial for participants. Latina leaders' strong cultural and 
familial ties enabled them to navigate challenges with determination. Servant leadership and culture as 
capital positively influenced barrier navigation. Student success was directly related to the superintendent's 
presence in their educational career. Themes included familial support, mentorship, networking, leadership 
through representation, and transformational leadership. Subtle nuances of discrimination were felt, though 
overt discrimination was not discussed. Self-imposed limit setting was identified as a potential inhibitor. The 
study highlighted the isolation of rural assignments. 
Systems Level Leadership: Servant leadership and culture as capital positively, leadership through 
representation, and transformational leadership. 

17 del Monte 2022 10 New York State Latino 
Superintendents 

LatCrit Lit Review Themes: 
Barriers, mentorship, racism, 
racial and ethnic identity, 
leadership style, and student 
achievement 

Qualitative - 10 in-depth, 
semi-structured interviews; 
purposeful/snowball 
sampling; uses testimonios 
in aggregate. 

 Findings: Identity and leadership practices were shaped by unconditional love, work ethic, and educational 
aspirations instilled by parents. Education was seen as a pathway out of poverty. Collaboration and 
community engagement were second nature, and faith was central to cultural identity. Superintendents 
emphasized staying true to oneself and tempering confidence with humility. Self-efficacy helped overcome 
imposter syndrome. Work-life balance, informal mentors, and hiring practices were important 
considerations. 
Systems Level Leadership: Authenticity, collaboration, and community engagement. 

18 Rivas-Garza, 
2022 

5 superintendents from 
districts in South Texas 

Community Cultural Wealth 
(CCW) (Yosso, 2005) 

Qualitative 
phenomenological, 
transcendental 
phenomenological, and 
narrative inquiry using a 
two-part interview; 
interviews, field notes, 
reflective journaling, 
memoing, and member 
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# Researcher(s) & 
Year 

Study Participants Conceptual Framework Methods Description 

checking 

 Findings: Common themes included gender and racial barriers, microaggressions, limited support, cultural 
constraints, preparation to lead, enactment of Hermanidad, determination to persevere, and self-efficacy. 
Participants embodied resistant capital. They were often hired in the least desirable districts with significant 
challenges. Latina superintendents promoted cultural proficiency, equity, and inclusive school environments. 
They identified core needs, built community, validated culture, and connected cultures, using their 
experiences to motivate staff, students, and community. They were approachable and respectful, and their 
immigrant status affected their leadership. 
Systems Level Leadership: Resistant capital, cultural proficiency, equity, and inclusivity. 

19 Cortes 2022 4 Latina superintendents of 
California public schools 

Community Cultural Wealth 
(CCW) (Yosso, 2005) 

Phenomenological multi-
case study conducted 
through interviews 

 Findings: The study indicated that Latinos learned that individual needs are secondary to family needs, 
leading to a "good daughter dilemma" for Latinas. Latina women were often raised to be quieter and less 
opinionated. Stereotypical male characteristics aligned with leadership demands, and female administrators 
were prone to gender biases in networking and mentorship. 
Systems Level Leadership: Community-based leadership, using community cultural wealth. 

20 Chaidez 2022 5 exemplary Latino public 
school superintendents 

Not explicitly stated, but 
focuses on emotional 
intelligence 

Multi-case study 

 Findings: All superintendents utilized four Emotional Intelligence (EI) domains: self-awareness, self-
management, social awareness, and relationship management. Relationship management was essential for 
building bonds with board members and leadership teams. Prior leadership experience contributed to trust 
and self-confidence. Emotional self-control was vital. Stakeholder involvement in problem-solving was 
intentional. Relationship management supported the superintendent's success and tenure. Cultural identity 
or assets were not found to be connected to EI in responding to challenges. 
System Level Leadership: Relationship management, stakeholder involvement. 

21 Kelsey, I., 2022 10 aspiring, practicing, and 
retired superintendents in 
Arizona public schools (4 
serving in metropolitan 
areas) 

CRT/LatCrit, counter-
storytelling 

Qualitative, semi-structured 
interviews 

 Findings: Common themes included intersectional ethnic, gender, and political challenges (except for 3 
participants). There was a negative impact on career mobility. Relocating often provided out-of-network 
access to the superintendency. Participants employed strategies to manage stress and experienced many 
successes, despite characteristics and factors that might have prevented their ascent. 
Systems Level Leadership: N/A 

22 Palacios, A. I., 
2023 

9 superintendents and one 
central office administrator 
from districts in Texas 
(serving 216,656 students 
with an average 76.9% 

Servant leadership theory, 
Authentic leadership theory 
(Avolio & Gardner, 2005) 

Survey of 44 
superintendents and in-
depth interviews with 10 
who responded 
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# Researcher(s) & 
Year 

Study Participants Conceptual Framework Methods Description 

Hispanic population) 

 Findings: Common practices included recognizing the importance of resources beyond professional 
development and hiring. Participants implemented plans for external funds for basic necessities for families 
and prioritized financial resources. They understood 8 "subgroups" within Hispanic student populations (e.g., 
place of origin, generations, biliteracy, socioeconomic status, mental health, parental involvement). Districts 
provided at least eight differentiated approaches in their plans to address performance gaps. 
Systems Level Leadership: Servant Leadership, Authentic Leadership 

23 Rios-Taylor 
2023 

4 Latina superintendents in 
Chicago, Illinois 

5i Framework (invisibility, 
indebtedness, 
inbetweenness, impostor 
syndrome, and insurgence); 
Solórzano and Yosso's 2001 
counter-storytelling; LatCrit 
(Delgado Bernal, 2002) 

Counterstorytelling; multiple 
case study; culturally 
sensitive interviews (life 
histories, present lived 
experience, reflection on 
meaning); criterion and 
convenience sampling; open, 
selective, and theoretical 
coding 

 Findings: The lack of equitable gender diversity in upper-level leadership motivated participants to pursue 
their roles. Despite increases in Latino graduation and college enrollment, there has been no change in 
educational leadership representation. Participants rejected stereotypes to pursue leadership roles. Strong 
cultural identities and a sense of belonging were linked to greater success in education and leadership for 
Latinas. 
Systems Level Leadership: Representation, strong cultural identity. 

24 Tovar Rosales, 
2024 

8 Latina superintendents & 7 
Latina Board members from 
districts ranging from 1,000 
to 75,000 in Texas 

CRT/LatCrit Qualitative, semi-structured 
interviews, testimonios 

 Findings: Commonalities included humble beginnings, parental sacrifice, and being daughters of immigrants. 
Participants embraced challenges, took risks, and cultivated professional relationships. They drew strength 
from their family background and benefited from mentoring. All superintendents held doctorates. 
Understanding "fit" for positions and connections to BOE members were significant factors. 
Systems Level Leadership: Cultural authenticity, equity-driven, community-centered, and collaborative. 

25 Luna, M., 2024 7 Latina superintendents or 
aspiring superintendents 
from districts varying in size 
in South Texas 

Intersectionality (Crenshaw, 
1989) 

Narrative qualitative pláticas 

 Findings: Common themes included overarching barriers and challenges in work-life integration. The 
importance of mentorships, support systems, and advocacy was highlighted. The significance of identity 
background and representation was noted, as were experiences with career advancement, qualifications, 
and leadership development. 
Systems Level Leadership: Representative and identity-driven. 
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# Researcher(s) & 
Year 

Study Participants Conceptual Framework Methods Description 

26 Hernandez, D., 
2024 

8 Latina superintendents in 
California 

Disruptive Innovation Theory  Explanatory mixed methods 
approach using quantitative 
survey and qualitative 
interviews, consisting of 
open-ended questions 

 Findings: Common actions for career advancement included challenging and influencing authority. 
Participants maintained high ethical standards with decisions tied to fairness. Strategic use of data, building 
relationships, and the use of persuasion were also key strategies. 
Systems Level Leadership: Fairness, data-driven, and relationship building. 

27 Umar, M. A., 
2024 

4 Latinx Superintendent and 
Central Office Administrators 
from Midwest States (one 
small suburban, two mid-
sized suburban, and one 
small rural district) 

LatCrit (Valdés & Bender, 
2021) 

Testimonios and semi-
structured interviews 

 Findings: Commonalities included long journeys to the superintendency and early navigation of White 
spaces. The role of family, faith, and collective support was significant, as was the role of White men. Identity 
was seen as an asset. Participants focused on preparing with professional and academic qualifications and 
taking on leadership roles beyond the district. The importance of superintendent networks was noted, as 
well as the impact of bias and discrimination, including bias toward physical appearance. Reclaiming identity 
related to physical appearance and bilingualism to connect was a strategy used, along with building a diverse 
staff. 
Systems Level Leadership: Diverse staff and identity as an asset. 

28 Kinne, M., 2025 6 Latina superintendents 
from districts near Los 
Angeles, California 

Community Cultural Wealth 
(Yosso, 2005) and 
Chicana/Latina Feminist 
Epistemology (Delgado 
Bernal, 2012) 

Qualitative study using 
testimonios 

 Findings: Common themes included parents instilling a work ethic of perseverance, hard work, and 
commitment. Participants exhibited a strong sense of cultural identity, purpose, and commitment to others. 
They also demonstrated an understanding of and dedication to working for the needs of marginalized 
students. 
Systems Level Leadership: Driven by service to others and equity. 

 

Practical Considerations and Constraints 

In summary, district or systems-level leadership approaches are informed by a complex 

interplay of limited but evolving research, theoretical frameworks that emphasize systematic 

approaches to improvement, professional leadership philosophies that resonate with community 

values, and practical constraints that vary significantly by district context. While the research 
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base continues to expand with more comprehensive studies like Bowers et al. (2023), 

superintendents must still navigate between evidence-based practices and contextual factors 

unique to their communities and circumstances. 

Challenges of the Superintendency  

 The superintendency is fraught with many challenges that have shifted over time based 

on changes to fiscal, political, and demographic realities in the district in which the leaders serve. 

Hutchings and Brown’s (2021) analysis of the decennial survey of superintendents by the AASA 

reports that superintendents regard the top challenges in the job to be related to unfunded 

mandates, personnel issues, conflict management, and maintaining productive Board of 

Education relationships. These challenges impact superintendent turnover in the position. 

Domenech (2019) cites a Board Center survey of 1,550 superintendents, which reported that the 

higher the poverty rate in a district, the more likely that there will be turnover in the top job. 

Findings revealed that superintendent tenures in the poorest communities averaged no more than 

3.5 years. However, more affluent districts have superintendent tenures averaging 6 to 9 years 

(Superville, 2018; Tienken & Domenech, 2021). Interestingly, the same survey debunked a long-

held belief that the superintendents in large urban areas averaged the least number of years. It 

was determined that superintendents in the 100 largest districts in the country stay in the job on 

average 5.5 years (Superville, 2018). Thus, according to this study, superintendent tenure seems 

to be consistent in affluent and large urban districts and inconsistent in smaller, low-income 

districts.  

Influence of the Superintendent   

One of the reasons that I chose to focus on the position of superintendency for this study 

is that research attributes a quarter of the outcomes for students to leadership influences and to 
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the decisions superintendents can make to diversify staff, establish philosophies for teaching and 

learning, and influence and implement policy. That impact varies in research findings from a 

high of 24% to a low of 3% (Chingos et al., 2014; Jacob et al., 2015; Pitts, 2007; Siccone, 2012). 

Thus, the experience of the superintendent was worth exploring as this role has the potential to 

have a tremendous influence on student learning.   

Role of the Superintendent in Regards to Addressing Issues of Equity  

According to the participants in their decennial survey of over 1200 districts nationwide, 

Tienken and Domenech (2021) reported that districts are more diverse than ever before. 

Therefore, ensuring schools are accessible for all students is one of the primary and most urgent 

jobs of the superintendent (Galiana, 2014; Grogan & Nash, 2021). Since the wide use of 

standardized testing under the federal government’s No Child Left Behind Act in the mid-2000s, 

local school districts and superintendents have been responding to data showing the discrepancy 

in outcomes among subgroups of students, especially along racial/ethnic lines (EdSight, 2025; 

Galiana, 2014; Tienken & Domenech, 2021). Superintendents, as instructional leaders for their 

districts, have responded to these discrepancies through a myriad of educational initiatives 

including professional development for teachers on diversity, equity, and inclusion; increased 

use of technology to differentiate instruction more efficiently; and partnerships with community 

organizations to prepare students for life beyond high school (Durán, 2014; Galiana, 2014; 

Tienken & Domenech, 2021; Trevino, 2016).  

Addressing issues of equity requires a multifaceted approach. While one important 

component is identifying programming to meet the needs of all students, another equally 

important component is creating a culture of acceptance and opportunity. In Grogan and Nash’s 

(2021) analysis of national decennial survey data, 21% of superintendents who participated 
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reported that they were very well prepared to lead conversations about race. Of the 

superintendents of color who participated in the study, 50% of Black or African American 

superintendents felt very well prepared to have conversations about race, and 40% of Latinx 

superintendents felt very well prepared to have conversations about race. Grogan and Nash 

(2021) concluded that “it is most likely the lived experiences of superintendents of color that 

have prepared them to engage their communities around issues of race and ethnicity” (pp. 27-

28). These findings suggest that Latinx superintendents are uniquely situated to speak to issues 

of equity on a district level. For the purposes of my study, I sought to discover how their lived 

experiences may have influenced the ascent of Latinx superintendents and to what degree lived 

experiences contributed to how they persisted in the position of superintendent (RQs 1-3). 

In the following subsection, I describe the literature that specifically relates to Latinx 

superintendents.  

Latinx Superintendents 

A Latinx superintendent is defined as a person who self-identifies as Puerto Rican, 

Cuban, Mexican, Central and South American heritage whose backgrounds include Spanish 

and/or indigenous languages, mixed races, and immigrants from those countries or their U.S.-

born descendants (C. Rodríguez et al., 2018). I will explain how existing literature documents the 

motivations and strategies utilized by Latinx superintendents from across the nation to ascend 

and persist in the position while navigating multiple challenges and influences. The literature 

provides insights into assets, barriers, and cultural influences that shape the journey of the 

superintendency for Latinx superintendents. My study sought to build upon the information in 

this literature review, as I explored how nine self-identified Latinx superintendents in 

Connecticut were motivated to become superintendents, the inhibitors they faced, the strategies 
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they used to overcome those barriers, and how, if at all, their Latinx identity contributed to their 

leadership style (RQs 1-4).   

Assets Supporting Latinx Leadership 

 Research suggests that Latinx leaders prioritize collective well-being over individual 

interests (Galiana, 2014; Hernandez & Murakami, 2016; Mota, 2017). This coincides with 

Bordas' (2001) theory that Latino leadership is inherently community-centered. While cultural 

alignment alone cannot eliminate systemic inequities, it can inform leadership practices 

grounded in social justice (Santamaría, 2014; Santamaría & Santamaría, 2012). In this same 

vein, Khalifa et al. (2016) argue that culturally responsive school leadership fosters trust and 

credibility, leveraging community assets to support student success. Though Latinx leaders may 

not inherently possess these skills, their lived experiences may better equip them to engage with 

and uplift their communities.  

Increasing Representation and a Commitment to Social Justice 

Research consistently documented a strong desire among Latinx superintendents to boost 

representation of Latinx individuals at all levels of education—from school principals to elected 

officials (Aceves, 2013; Rios-Taylor, 2023; Trevino, 2016; Troscono, 2019). Many leaders 

described their ascent as a means to increase Latinx role models and to advocate for policy 

changes that address systemic inequities (Aceves, 2013; Rios-Taylor, 2023; Trevino, 2016; 

Troscono, 2019). Rios-Taylor (2023) equates this desire with the “sí se puede” or “can-do 

attitude” and a “consciousness, described as the ability to reflect and engage in one's own 

consciousness and explore methods to transform it” (Freire, 2000, p. 89). This drive is 

intertwined with a deep commitment to social justice, as these superintendents use their positions 

to challenge inequities and advocate for marginalized students (EdSight, 2023; Gándara & 
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Contreras, 2009; Niño, 2018; C. Rodríguez et al., 2018; Tienken & Domenech, 2021; U.S. 

Census Bureau, 2020). In the phenomenological study of three Latinx female superintendents in 

Texas, Aceves (2013) found that increasing Latinx representation or “breaking the glass ceiling” 

was a major motivator for the female participants to ascend to the superintendency, especially 

since they relied heavily on mentors who, for all three, were White men (p.3). Similarly, in the 

multi-case study by Rios Taylor (2023) in Chicago, four participants point to the lack of gender 

and ethnic diversity in higher-level leadership positions as their greatest motivator to seek the 

superintendency. In addition, the phenomenological study by Trevino (2016) also highlights a 

commitment to increase representation as a motivator for Latinx superintendents, as five Latinx 

superintendents expressed their desire to seek social justice for students traditionally 

marginalized and oppressed by the system of education. This slightly contrasts with the 

autoethnography by Troncoso (2019) – the researcher/participant from New Mexico shared that 

social justice efforts must include strong supports for students to be successful, infused with 

“values of self-determination, respect, trust, and having a voice within the school system” (p. 

12). Not only was representation important in Troncosco’s ethnography, but also social justice as 

a whole. Thus, these studies found that the identity of a Latinx leader influenced their leadership. 

My study contributes to this research by asking participants if, and how, their Latino identities 

influenced their leadership styles (RQ#4).  

Motivation Through Discrimination and the Need to Prove Self-Worth 

Latinx superintendents consistently report that lifelong encounters with discrimination—

in schools, communities, and immigrant contexts—have motivated them to pursue leadership 

roles (Aceves, 2013; Durán, 2014; Mota, 2017; S. A. Rodríguez, 2014). In the phenomenological 

study of three Latina superintendents, Aceves (2013) reported that “regardless of any type of 
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discrimination the participants faced, the participants were in agreement that at times, 

discrimination served as an intrinsic motivator” (p.117). This was similar to a case study of four 

first-year superintendents by Durán (2014). In Durán’s (2014) multi-case study, four participants 

self-reported feeling a spotlight on them because they were the first or only one (Latinx 

professional), and that motivated them to prove their self-worth. This shows that having a 

different ethnicity from their peers was a factor that inspired them to become a superintendent. In 

a similar vein, S. A. Rodríguez (2014) conducted interviews with seven female Mexican-

American superintendents. S. A. Rodríguez (2014) found that all of her participants identified 

early on that they wanted to be leaders to change outcomes for Latinx students. They also 

acknowledged the need to prove their worth. Mota’s (2017) life-history qualitative study of a 

single superintendent echoed similar sentiments. The participant explained in detail how he drew 

on his own cultural roots as well as the cultural capital of the communities where he served, 

never conceding his self-worth. Thus ,spotlighting the way culture and representation were a 

recurring theme in the literature that motivated school leaders to aspire to be superintendents. 

The participants in these studies recounted experiences that were vividly contextualized with 

details of specific places, times, and family settings, emphasizing that discrimination has often 

been a catalyst for their career decisions. In these three studies, many leaders described an 

intrinsic drive to prove their self-worth and overcome negative stereotypes, with one participant 

noting the importance of “staying focused and working tirelessly to prove herself worthy” 

(Aceves, 2013; Ceja, 2013, p.128). Another common theme was that the participants noted that 

their desire to lead was also influenced by their cultural identity. In my study, I asked 

participants to provide rich descriptions of the lived experiences that propelled them toward the 

superintendency and that helped them persist in the position (RQs # 1-3). 
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Cultural Influences, Code-Switching, and Leadership Styles 

Cultural influences such as family values, language, and faith play a central role in 

shaping the leadership styles of Latinx superintendents (Castillo et al., 2021; Corrigan, 2019; del 

Monte, 2022; Niño, 2018; S. A. Rodríguez, 2014; Trevino, 2016). Many participants have drawn 

upon these cultural assets to develop leadership approaches that are servant, collaborative, and 

transformational in nature (Castillo et al., 2021; Corrigan, 2019; Cortes, 2022; del Monte, 2022; 

Niño, 2018; S. A. Rodríguez, 2014; Trevino, 2016). For instance, in a qualitative case study of 

three female superintendents in South Texas, Castillo et al. (2021) reported that the women in the 

study chose to work in rural small towns because the environment aligned with their familial 

approach to leadership, which favors having close and frequent contact with the parents of the 

students they serve. In a phenomenological multi-case study by Cortes (2022), conducted 

through interviews of four Latina superintendents of California public schools, participants 

reported that as culturally proficient leaders, they used “life experiences as lessons that 

influenced the way they led their districts when working with minority groups” (p. 153). These 

findings underscore how cultural values can directly influence professional choices and 

leadership contexts.  

In contrast to this culturally-centered approach, environmental factors like assimilation 

can significantly impact leadership experiences. In a phenomenological study of 10 male 

superintendents in California, Corrigan (2019) reported that participants were recognized early in 

their careers, followed a traditional teacher-administrator path, applied a democratic leadership 

style, were described as assimilated to the "American mainstream," and experienced limited 

cultural barriers or discrimination along the way (p.64). This study is significant because 

Corrigan's (2019) analysis of all the superintendents who participated showed “evidence of a 
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mindset that was fully assimilated into American culture and to the American education system” 

(p.110).  Further, those same participants, unlike participants in many other studies, did not see a 

connection between their Latinx identity and their professional experiences and their ability “to 

climb the educational ladder successfully” (Corrigan, 2019, p.64). 

Interestingly, and seemingly juxtaposed to Corrigan's (2019) findings about assimilated 

superintendents, a qualitative study of 10 Latinx superintendents in New York by del Monte 

(2022) revealed that participants felt their culture profoundly influenced their leadership style to 

include unconditional love, a strong work ethic, and the desire to impact equity. This suggests 

that even across different geographic contexts, cultural identity can remain a powerful force in 

shaping leadership approaches. Similarly, in a phenomenological study of five male Latinx 

superintendents in Texas, Trevino (2016) reported that "code-switching, honoring hierarchical 

constructs, reverence for elders, and being humbled servant leaders were viewed as positive 

attributes" for his participants' leadership styles (p. 5). These findings further illustrate how 

specific cultural values translate into leadership assets. At the same time, the process of code-

switching—alternating between Spanish and English and between differing cultural norms—

serves as both an asset and a burden, highlighting the complexity of balancing dual identities in 

professional settings (Buckley Greses, 2022; del Monte, 2022; Rios-Taylor, 2023; Rodríguez, 

2014; Trevino, 2016; Troncoso, 2019). This one example of a duality reflects the nuanced 

experience of Latinx superintendents who must navigate multiple cultural contexts 

simultaneously. Based on these varied findings across multiple studies, in my research, I asked 

participants to examine their journeys to the superintendency, while also considering if and how 

their cultural perspectives or identities influenced their ascent and/or persistence in the position 

(RQs # 1-4). 
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Barriers to the Latinx Superintendency  

While the literature provided many examples of resilience and ample stories of how 

Latinx leaders leaned into their cultural assets to persevere and navigate complex influences, the 

literature also provides a window into the many challenges that Latinx superintendents face 

across the country. 

Overcoming Stereotypes and Navigating Isolation 

Latinx superintendents report a range of persistent stereotypes (Calzada, 2015; Ceja, 

2013; Durán, 2014; Galiana, 2014; Rios-Taylor, 2023; Rodríguez, 2014). Specifically, 

participants described encountering perceptions such as: 

● Latinx individuals whose native language is Spanish are ill-equipped to manage a district 

(Durán, 2014; C. Rodríguez et al., 2018); 

● Latinx male leaders hold "machismo" beliefs that hinder equitable management 

(Olivarez, 2019); 

● a commitment to family conflicts with the demands of the superintendent role (Rivas-

Garza, 2022; S. A. Rodríguez, 2014); 

● Latinx female leaders are seen as weak or inefficient due to their emphasis on 

relationships (Aceves, 2013; Nieves, 2016; S. A. Rodríguez, 2014); 

● the assumption that Latinx female leaders lack the intellect to lead (Ceja, 2013; Rios-

Taylor, 2023); 

● the belief that Latinx leaders are best suited only for Latinx-majority districts (Aceves, 

2013; Calzada, 2015); 

● the view that Latinx leaders lack the temerity for the job or are simply "lazy" (Calzada, 

2015; Durán, 2014; Galiana, 2014; S. A. Rodríguez, 2014). 
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Furthermore, in the phenomenological study of three female Latinx superintendents, 

Aceves (2013) found that participants felt a triple form of oppression prior to becoming 

superintendents. This included discrimination against their ethnicity and their gender, as well as 

the perception that they were "victims..." based on their upbringing (Aceves, 2013, p.90). 

Building on this understanding, Buckley Greses (2022) reported in a qualitative case study that 

several women recalled discussions with family members emphasizing their responsibility to 

maintain close family bonds, often leading them to forgo job opportunities that might disrupt 

these connections. 

The phenomenological studies by Miranda (2019), Nieves (2016), S. A. Rodríguez 

(2014), and Rivas-Garza (2022) acknowledged these barriers to success as common occurrences 

but also highlighted the recommendations offered by female superintendents from their studies. 

These superintendents believed that future Latinx women should seek positions that are the right 

fit, noting, "...if they won't allow you to make a difference somewhere, then you go somewhere 

that will allow you" (Rivas-Garza, 2022, p. 80). Additionally, in the qualitative multi-case study 

by Olivarez (2019) and the phenomenological study by Trevino (2016), participants discussed 

ways that they used mentors and networks to overcome discrimination, to feel less alone, and to 

become more self-aware of their own assets and less self-deprecating or self-doubting. 

Ultimately, being the sole Latinx leader in many settings further intensified this isolation. This is 

a phenomenon that may be particularly acute in Connecticut, where only five of 169 

superintendents are Latinx (Corrigan, 2019; Duran, 2014). Consequently, in my study, I explored 

these issues of discrimination further by asking the nine Latinx participants to reflect on how 

their Latinx identity influenced their leadership styles (RQ# 4). 
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Intra-Community Discrimination 

Notably, the discriminatory stereotypes discussed above are not exclusively imposed by 

non-Latinx individuals; rather, many participants recounted pressures from their families and 

Latinx colleagues, thereby compounding the challenges they face (Aceves, 2013; Buckley 

Greses, 2022; Miranda, 2019; Mota, 2017; Nieves, 2016; Olivarez, 2019; Rivas-Garza, 2022; S. 

A. Rodríguez, 2014; Trevino, 2016). Some studies reported that Latinx superintendents 

experience intra-racial and intra-cultural discrimination, where deficit thinking from other Latinx 

colleagues fosters self-doubt (Buckley Greses, 2022; Miranda, 2019; Mota, 2017; Nieves, 2016; 

Olivarez, 2019; Rivas-Garza, 2022; Rodríguez, 2014; Trevino, 2016). In a qualitative study of 

six superintendents in South Texas, Buckley Greses (2022) reported that all participants felt that 

their opportunities for advancement, while limited, were also greatly self-imposed by their 

traditional views of what Latinx women can or should do. For example, some female 

superintendents limited their options because they prioritized time with family over moving 

away from extended family or traveling too far for positions that would diminish their time with 

family (Buckley Greses, 2022). Similarly, Miranda’s (2019) qualitative study of five female 

Latinx superintendents in South Texas found that family responsibilities and an over-reliance on 

the woman as the central figure for other members of the family made it difficult for the women 

to see themselves as mothers, wives, and district leaders. In that same study, however, 

superintendents pointed to the models of support their mothers received from extended families 

as a model for resilience and for how to juggle all of their responsibilities. These studies 

illustrate that the traditional role of a Latina mother and caregiver conflicts with the demands of a 

school leader, and the support of their families and communities was either an asset or a deficit.  
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Recruitment Barriers  

According to the literature, additional obstacles Latinx superintendents face are barriers 

to recruitment. Recruitment processes compound these challenges, as predominantly White 

search consultants often emphasize “interpersonal chemistry” that favors candidates similar to 

board members, thereby limiting opportunities for Latinx candidates and reinforcing 

stereotypical narratives (S. A. Rodríguez, 2014, p.37; Tallerico, 2000). In Tallerico’s (2000) 

qualitative study, the researcher interviewed 75 New York-based headhunters, board members, 

and recent candidates for superintendents over a two-year period. Tallerico’s (2000) findings 

illustrate that there are “unwritten selection criteria that shape superintendent search and hiring 

practices” (p.38). Additionally, he found that board members “hypervalue feelings of comfort 

and interpersonal chemistry with successful candidates” (Tallerico, 2000, p. 37). Tallerico (2000) 

concluded that many of the rules of the hiring process were unwritten or driven by the bias of 

school boards and search consultants. She recommended that future research related to 

superintendent job acquisition “integrate gatekeeping theory” (Lewin, 1947, p. 145, 1951; 

Shoemaker, 1991) and multidimensional “career mobility models” (Riehl & Byrd, 1997, p. 46) 

for a more inclusive and critical perspective on current practice. Further, Tallerco (2000) 

recommended that board of education members participate in professional learning on the factors 

that limit diversity in candidate pools.  

Similarly, S. A. Rodríguez’s (2014) qualitative study of seven Mexican American 

superintendents led to a recommendation that superintendent candidates should ensure a “right-

fit” before taking a position (p. 219). This might mean ensuring that school boards are aligned 

with the candidate's views on social justice or equity. In response to these obstacles, researchers 

have advocated for counterstorytelling as a method to challenge these narratives and to highlight 
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alternative, successful career paths, allowing the stories of Latinx superintendents to become 

more normalized (Solórzano, 2013; Solórzano & Delgado Bernal, 2001; Solózano & Yosso, 

2002). To help address this gap in the literature and highlight the stories of Latinx 

superintendents, I used counterstorytelling as a theoretical framework, which I applied to make 

sense of the data that I collected. 

Preparation, Mentorship, and Networking 

Advanced educational credentials—especially doctoral degrees—are frequently cited as 

essential for establishing the legitimacy and credibility necessary for the superintendency 

(Calzada, 2015; Mota, 2017; Nieves, 2016; S. A. Rodríguez, 2014; Tienken & Domenech, 2021). 

Many study participants stressed the importance of comprehensive preparation in addition to 

advanced degrees, through mentoring, professional organizations, and ongoing research to build 

a strong leadership foundation (Calzada, 2015; Mota, 2017; Nieves, 2016; S. A. Rodríguez, 

2014; Tienken & Domenech, 2021). In Calzada’s (2015) qualitative in-depth interviews with 

seven superintendents in South Texas, participants noted years of preparation and access to 

mentors and networks to develop self-perceptions, attitudes, and behaviors that ultimately would 

contribute to their success. This begs the question — do aspiring Latinx superintendents have 

access to the same resources and mentors? Do aspiring Latinx superintendents hold themselves 

back until they feel adequately prepared? I explored these questions as I asked what nine self-

identified Latinx superintendents viewed as motivators and hindrances in their aspiration for the 

superintendents (RQs 1-3).  

In the phenomenological study of seven female Mexican American superintendents, 

Rodríguez (2014) reported that a superintendent setting their sights on the position early was 

critical to achieving their goal of securing the job. Another study of superintendents also notes 
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that strategic planning was necessary to be successful in the role. In the ethnographic study of 

nine superintendents in New Jersey, Nieves (2016) found that participants believed they needed 

to prepare as much as possible and earn the highest degree to be competitive. Thus suggesting 

that it is imperative to plan for and work towards the career goal of the superintendent for all 

superintendents, and especially those who identify as Latinx. It is worth noting that the research 

highlights that Latinx superintendents have access to a lower number of leaders to serve as 

potential Latinx mentors. Thus, it is quite possible that access to culturally relevant mentors is 

limited, prompting many to develop expansive networks that cross cultural and professional 

boundaries (Buckley Greses, 2022; Calzada, 2015; Corrigan, 2019; del Monte, 2022; Mota, 

2017; Olivarez, 2019; Rivas-Garza, 2022; Trevino, 2016). My research addressed this gap by 

understanding the motivators that led to the superintendency for my nine participants (RQ#1).  

Embracing Challenges and Playing Politics 

Across the research, there was a common theme as several participants advised aspiring 

Latinx superintendents not to shy away from new challenges, emphasizing that rejecting 

opportunities can limit future prospects (Aceves, 2013; Miranda, 2019; Nieves, 2016). Leaders 

acknowledged that “playing politics” can sometimes be a necessary, pragmatic strategy to 

navigate systemic barriers and secure the support needed to advance their careers (Aceves, 2013; 

Miranda, 2019, p. 53; Nieves, 2016). In a qualitative study of five female Latinx superintendents, 

Miranda (2019) found that participants placed a high value on their ability to “play politics” with 

Board members, ensuring that they were satisfied with quick and accurate responses at all times 

as a high priority to counter any negativity regarding their identity (p. 95). In the ethnographic 

study of nine superintendents in New Jersey, Nieves (2016) reported that participants 

recommend that aspiring Latinx candidates never say no to new work or challenges because it 
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will be held against them by those who do not believe in the capacity of Latinx leaders in 

general. However, there is concern that these tactics might inadvertently reinforce tokenism and 

maintain broader systemic inequities, aligning with strategies that uphold the status quo rather 

than dismantling discriminatory structures (G. R. López, 2003; Martinez et al., 2020). These 

studies highlight that politics is a key factor in any educational leader’s role. However, there are 

additional nuances that Latinx superintendents must take into consideration when navigating this 

key part of a superintendent's job.  

Perceptions, Stereotypes, and the “Self-Serving” Label 

A recurring theme in the literature is the misperception that Latinx superintendents 

pursue leadership solely to serve Latino interests, implying a bias or self-serving agenda not 

typically attributed to White superintendents (del Monte, 2022; Durán, 2014; Galiana, 2014). 

This dominant narrative is presented in the literature as a belief that is conveyed to camouflage 

the power and privilege of dominant groups (Calmore, 1992; Solórzano, 1998; Solórzano & 

Yosso, 2002). Research provides examples of how these perceptions can cause Latinx leaders to 

feel the need to continually justify their commitment beyond narrow ethnic interests, which adds 

an extra layer of pressure in their professional journeys (del Monte, 2022; Durán, 2014; Galiana, 

2014). In a qualitative study of 10 New York superintendents, del Monte (2022) shared that all 

participants expressed concern that members of the community accused them of being biased 

toward Latinx students in their charge. Similarly, Durán’s (2014) case study of four first-year 

superintendents revealed that participants had concerns that they would run the risk of alienating 

non-Latinx individuals with their advocacy for Latinx students. Further, findings from Galiana’s 

(2014) qualitative interviews with nine superintendents in New Jersey included participants’ 

recommendations that school boards become knowledgeable about the strengths of Latinx 
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candidates in order to build supports that combat these misconceptions prior to hiring. Findings 

revealed that participants who had been hired for their strong commitment to social justice and 

equity were later surprised to find that their advocacy for traditionally marginalized students was 

misunderstood by the very people who hired them (del Monte, 2022; Durán, 2014; Galiana, 

2014). My study specifically explored this issue further, examining factors that are unique to 

Connecticut and the high concentration of Latinx students in low-income urban areas. 

Specifically, I asked nine superintendents who self-identify as Latinx to discuss how they 

persisted in the position of superintendent and how their Latinx identities may have influenced 

their leadership (RQs 3-4). 

The "Work Harder" Strategy 

Multiple studies conveyed the theme that Latinx superintendents described the need to 

work harder as a necessary strategy to counter racist assumptions and overcome negative 

perceptions (Calzada, 2015; Miranda, 2019; Mota, 2017). This approach, while potentially 

contributing to improved outcomes for students, also places a considerable burden on leaders by 

requiring continuous proof of their abilities. Specifically, in the qualitative case studies of Latinx 

superintendents in Texas by Calzada (2015) and by Miranda (2019), participants stated that their 

greatest asset was their work ethic and their ability to work harder than their colleagues or even 

than was expected from their Boards of Education. Similarly, in the qualitative study by Mota 

(2017), the single participant from Texas acknowledged the presence of major ethnic 

discriminatory barriers and attributed their success to their resiliency and strong work ethic 

drawn from examples set by extended family as they worked hard to overcome economic 

circumstances. This shows that working harder than others is a theme that has emerged in 

literature on Latinx superintendents. 
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In Connecticut, superintendents typically sign three-year contracts and then undergo 

annual evaluations, with each positive evaluation potentially extending the contract for another 

year, thereby employing the superintendent under a continuous three-year contract if evaluations 

are satisfactory (CABE, 2025). This evaluation structure creates a high-stakes environment 

where, despite having an initial three-year commitment, a Board of Education can effectively 

signal low confidence by declining to extend a superintendent's contract during the annual 

review process beyond just one year, indicating their dissatisfaction. Given this precarious 

employment structure, it is crucial to investigate whether board expectations align with the 

relentless drive often required of superintendents, particularly those from underrepresented 

groups. Moreover, researchers must examine the complex relationship between the pressure to 

work harder and its dual outcomes of professional success and increased stress levels (Calzada, 

2015; Ceja, 2013; Durán, 2014; Galiana, 2014; Miranda, 2019; Mota, 2017; Olivarez, 2019; 

Rivas-Garza, 2022; S. A. Rodríguez, 2014; Trevino, 2016). My study addressed this gap in the 

Connecticut-specific literature by exploring both the inhibitors (RQ2) and strategies (RQ3) 

identified by nine self-identified Latinx superintendents in their professional roles. 

Connecticut Context 

While national research highlights the resilience and multifaceted strategies employed by 

Latinx superintendents—from overcoming discrimination and pervasive stereotypes to 

leveraging cultural assets and advanced education—in Connecticut these issues remain 

underexplored (Aceves 2013; Castillo et al., 2021; Ceja, 2013; Durán 2014; Galiana, 2014; 

Miranda, 2019; S. A. Rodríguez, 2014; Trevino, 2016). My study addressed this gap by 

exploring the experiences of nine current and former self-identified Latinx superintendents in the 

state of Connecticut.  
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Management of the Superintendent 

Connecticut’s 169 public school districts vary in size, serving student populations ranging 

from fewer than 300 to approximately 20,000 students (EdSight, 2025). Local Boards of 

Education govern all aspects of district operations, including the hiring of superintendents, 

through locally developed policies.3 However, the superintendent—not the Board of Education—

is responsible for hiring all other employees and implementing board policies. This is notable 

because, in recent years, reports in the media show Boards of Education in Connecticut 

trampling over that clear distinction, leading to many struggles over staffing decisions and fiscal 

strategies and ending with the removal or resignation of superintendents (Chumney, 2024; 

Underwood, 2024). Thus, this dysfunction, while not unique to Connecticut, appears more 

prevalent in Connecticut than in most other states, as evidenced by research conducted by White 

and Muñiz (2025), which ranked Connecticut ninth highest in the rate of contentious 

superintendent attrition. I was curious to learn if these current events might come up in my 

research, as I sought to understand what nine Latinx superintendents identify as an inhibitor for 

their leadership (RQ2). 

School District Size 

One aspect of Connecticut that may contribute to different challenges for superintendents 

is the distribution of enrollment across the state’s 169 districts, as compared to the size of 

districts that are supervised in other states and regions across the United States. Nationally, 

enrollment of public school districts varies primarily by size; 25.7% of  U.S. school districts 

serve fewer than 1000 students, 35.9% of districts serve 1000-2,900 students, and 35.7% serve 

 
3Connecticut is one of ten 'home rule' states in the U.S. which means that each municipality has the ability to create 

and manage local laws which sets the context for how local school districts are organized and operated. 
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3,000 to 1.1 million students (Maciag, 2016). For example, in Maryland and Florida, where 

public school districts are defined by county lines, average school district enrollment under one 

superintendent includes 36,000 to 160,00 students (Maciag, 2016). 

By contrast, in Connecticut, district sizes are much smaller, with 33% serving 61-862 

students, 33% serving 880-2,542 students, and 34% serving 2,567-20,022 students (EdSight, 

2025). Most of the 169 districts serve under 2,600 students and are situated in suburban and rural 

districts with populations that are primarily White, in contrast to the largest school districts that 

serve a majority of students of color (EdSight, 2025). There are also regional differences across 

the nation for how districts are governed (Rogers et al., 2021). In Connecticut, districts are 

governed primarily by municipalities, towns, or cities with elected officials, with a few regional 

school districts made up of towns that combine tax dollars to provide regional services to 

students (EdSight, 2025). The responsibilities of a superintendent in a district where there is one 

town manager, one town or city council, or one mayor, as in Connecticut, are very different from 

a district that encompasses multiple municipalities within a county with tax revenues to support 

the schools coming from multiple governing entities (Tienken & Domenech, 2021).  

Segregation, Persistent Racial/Ethnic Achievement Gaps, and Concentrated Poverty 

A second distinction of Connecticut that sets it apart from other regions in the nation is 

that it is a relatively small, yet densely populated state that remains highly segregated by 

socioeconomic status (Buchanan & Buchanan, 2015; U.S. Census Bureau, 2023). It ranks third 

on the list of states’ income inequality, with some of the wealthiest and poorest communities 

within a state (Buchanan & Buchanan, 2015; U.S. Census Bureau, 2023; World Population 

Review, 2023). This is paralleled by Connecticut’s consistent ranking as one of the top four 

states in the nation with the highest academic achievement gaps among racial/ethnic groups 
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(Moran, 2011; National Center for Education Statistics, n.d.; Stokes Hudson, 2017). Table 2 

shows the scale score difference between the White student group achievement and the Latinx 

(Hispanic) student group achievement on the National Assessment of Educational Progress 

(NAEP) test of reading in 2024 across three grade levels and five states.  

Table 2 

Scale Score Points Difference between White and Latinx Student Groups, on NAEP Test of 

Reading, Highest Among Five States (Connecticut with the Highest) 

Scale Score Difference 3rd Grade 4th Grade 12th Grade 

National  -21 -21 -21 

California  -24 -27 N/A 

Connecticut -37 -30 -29 

New Jersey  -34 -28 -25 

New York  -19 -22 N/A 

Texas  -22 -24 N/A 

 
Note. The gap in scores for the Latinx student group, as compared to their White peers in the 

same state, is the greatest in the state of Connecticut in all three grade levels. 

 

The negative figures represent the number of points on the scale that Latinx students 

scored on average below their White peers. It is worth noting that California, New Jersey, New 

York, and Texas have similar results to Connecticut, with a discrepancy in achievement for 

Latinx students in their states. However, unlike in Connecticut, Latinx superintendents have been 

the subject of research in these largely Latinx-populated states.  

Additionally, many of the state’s lowest-income communities—such as Hartford and 

Bridgeport—also have Latinx student majorities (EdSight, 2023). As shown in Table 3, Latinx 

students comprise the majority population in 11 Connecticut school districts. These 

communities, which are racially, culturally, linguistically, and economically diverse, challenge 
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school districts to shift the status quo to create systems that can meet students' needs and 

aspirations. 

Table 3 

Eleven Latino Majority Connecticut School Districts (EdSight, 2025) 

District/State 
% Latinx 
Students 

% 
Emergent 
Bilingual 
Learners 

% 
Eligible for F/R 

Meals 

Number of 
Education 

Leaders 
% Latinx Certified 

Educators 

Windham 72.6 32.0 72.7 29 18.1 

New Britain 68.3 20.3 75.8 52 13.4 

Danbury 66.1 37.6 56.5 69 9.6 

Waterbury 63.7 21.0 79.4 115 10.6 

Meriden 62.3 20.0 77.9 59 8.3 

Bridgeport 61.1 31.1 96.5 119 11.7 

Hartford 57.4 26.2 76.7 128 14.5 

Norwalk 57.3 23.4 51.5 92 13.1 

New London 58.7 32.4 84.4 27 10.1 

Stamford 54.4 19.3 54.3                97 10.2 

New Haven 50.5 24.1 75.5                 124       12.5 

 

Across these 11 districts, Latinx students comprise 50.5% to 72.6% of the total student 

population. However, Latinx educators in these same districts range from only 8.3% to 18.1%, 

with little growth overall—about one percentage point—in the past four years (EdSight, 2025). 

Of the 11 school districts in Connecticut with Latinx student majorities, only two—New Haven, 

and Norwalk—have Latinx superintendents (EdSight, 2025). While I do not suggest that Latinx 

leaders should exclusively pursue roles in majority-Latinx districts, my study sought to reveal 

how Latinx leaders make decisions regarding superintendent opportunities and whether they are 

more or less inclined or indifferent to pursue leadership opportunities in districts with large 

Latinx populations.  

Furthermore, given that only 2.9% of superintendents in Connecticut are Latinx, it is 

critical to examine how regional factors, educational resources, and local community dynamics 
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shape these leaders’ experiences. Thus, the experiences of Latinx superintendents in these 

settings are a gap in the literature I sought to address, and participants in my study provided 

insights into leading within this context (RQ 3-4). 

Latinx Representation in Connecticut  

In this section, I will discuss the current trends connected to Latinx superintendents, 

including Latinx student educational attainment, disparities between the recruitment of Latinx 

educators and the growing Latinx student population, as well as the concentration of Latinx 

communities in poor urban districts. 

As of this literature review, Connecticut has five Latinx superintendents, constituting just 

2.9% of all superintendents across 169 independent public school districts (EdSight, 2025). This 

is on par with the national Latinx superintendent representation of 3.1% (Tienken & Domenech, 

2021). Statewide, Latinx educators—including superintendents—comprise 5.3% of all educators, 

an increase of 1% since 2019.4 Meanwhile, Latinx students now make up 32.1% of the student 

population, rising from 25.8% in 2019. This highlights a gap in representation of school 

leadership, as well as in the broader category of educators, to reflect the diversity of the student 

population. My study contributed to the literature regarding this gap as I explored how nine 

Latinx superintendents ascended and sustained their work as superintendents (RQs 2 &3).  

My study is pressing as Latinx students are the largest and fastest-growing student 

demographic in Connecticut (EdSight, 2025). Their growth outpaces that of Latinx educators by 

a factor of six, and Latinx superintendents by a factor of 10. Latinx educators form the primary 

in-state pipeline for future Latinx educational leaders and superintendents (EdSight, 2023; Glass, 

1992). The underrepresentation of Latinx superintendents in Connecticut raises critical questions 

 
4Latinx educators are credentialed educators that serve in Connecticut school districts. 
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about the factors that influence Latinx educational leaders as they ascend to and persist in the 

superintendency, which I addressed in my first and third research questions (Creswell & Poth, 

2018).5 Additionally, understanding the influence that Latinx superintendents might have on 

Latinx student educational attainment—particularly in majority-Latinx districts—requires further 

research, both within Connecticut and nationally (Dee, 2005; Pitts, 2007; C. Rodríguez et al., 

2016, 2018). 

Segregation and Challenges in Latinx Student Representation 

Despite the rapid increase in Latinx student enrollment, the number of Latinx educators 

and superintendents remains disproportionately low (EdSight, 2024). Additionally, the 

geographic distribution of Latinx students in Connecticut is becoming increasingly concentrated 

in urban areas (EdSight, 2023). This trend results in further segregation, as Latinx students are 

concentrated within some of the state’s lowest-income communities, which already face 

educational and economic challenges (Stokes Hudson & Ruth, 2018). 

A report by Stokes Hudson and Ruth (2018) for the nonprofit Connecticut Voices for 

Children warns of the consequences if Connecticut fails to provide Latinx students with a "robust 

and challenging education" (p. 12). The report highlighted disparities in the current educational 

system, including gaps between Latinx and White students in graduation rates, chronic 

absenteeism, achievement tests, and disciplinary actions. The report suggests that one potential 

strategy for addressing these inequities is to increase the recruitment of Latinx educational 

leaders, particularly superintendents who set priorities for policy and procedures to diversify the 

ranks of teachers to represent the ethnicity of students served by the district (Pitt, 2007). This has 

the potential to support Latinx students because research consistently demonstrates the benefits 

 
5 In this research, the term educational leaders is defined as educators credentialed to serve as administrators in the 

State of Connecticut. 
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of ethnic-racial matching between students and teachers, including improved academic 

achievement and engagement for students of color (Cheng & Halpin, 2016; Dee, 2005; Driessen, 

2015; Easton-Brooks et al., 2010; Eddy & Easton-Brooks, 2011; Pitts, 2007; Redding, 2019; C. 

Rodríguez et al., 2016, 2018). Drawing on their social capital and lived experiences, Latinx 

superintendents have the potential to offer valuable insights that can inform policies and 

initiatives designed to support student success and improve culturally relevant pedagogies that 

align with students' values and cultures (Khalifa et al., 2016; Ladson-Billings, 1995; Ortiz, 2001; 

Yosso, 2005). By leveraging their knowledge of Latinx communities and recognizing the cultural 

assets Latinx students bring to the educational experience (Yosso, 2005), Latinx superintendents 

are uniquely positioned to enhance student outcomes. 

Why an emphasis on Connecticut? 

My study was conducted in Connecticut due to the rich diversity within the Latinx 

population and the opportunity to collect highly contextualized lived experiences of participants. 

Too often, the Latinx ethnic group is treated as a monolith, despite the diverse subgroups that 

comprise it—differences in race, culture, country of origin, and citizenship status vary across 

regions of the United States (Noe-Bustamante, 2019). Moslimani et al. (2023) provided a 

regional breakdown of the Latinx population, highlighting key differences in demographic 

composition. In the Northeast’s major metropolitan areas—New York, Philadelphia, and 

Boston—Puerto Ricans constitute 22-44% of the Latinx population. In contrast, the Midwest, 

West, and South have predominantly Mexican Latinx populations, ranging from 53-83% 

(Moslimani et al., 2023). These demographic distinctions have important implications for how 

Latinx families and students engage with educational systems in different regions. 
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In Connecticut, for example, the Latinx population is primarily second- or third-

generation Puerto Rican (U.S. Census Bureau, 2023). As a result, most Latinx students in the 

state are U.S. citizens, and a significant portion of Latinx educators—those in the pipeline for 

leadership positions—are also likely to be Puerto Rican. Factors such as income levels and 

bilingual proficiency among Latinx subgroups in Connecticut are influenced by migration 

patterns, generational status, and the timing of their arrival in the state (Gándara & Contreras, 

2009; Pew Research Center, 2023). Additionally, Latinx groups differ in how they acclimate to 

the U.S. education system, with some arriving with higher levels of education—a factor that 

influences their children’s academic achievement (Gándara & Contreras, 2009). 

Given these unique demographic and historical factors, I anticipated that the narratives of 

Latinx superintendents in Connecticut would provide insights distinct from those documented in 

studies from other regions. By examining the pathways to the superintendency in Connecticut 

specifically, my study illuminated the experiences of Latinx superintendents, highlighting the 

factors that have contributed to their rise to leadership and the influence they have on the 

students they serve (RQs 1 & 4).

Latino Critical Theory’s Counterstorytelling 

The heart of my research study centered around the experiences of self-identified Latinx 

superintendents. Therefore, I used a methodological approach that has been proven to highlight 

the lived experiences of the Latinx population (Solórzano & Yosso, 2002). In this section, I 

define that approach, LatCrit counterstorytelling. Then, I illustrate its application in research to 

amplify Latinx leadership voices and connect it to my study's objectives and methodology. 

Finally, I explain the connection to my research questions. 
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Definition of LatCrit Counterstorytelling and Testimonio 

LatCrit counterstorytelling is defined as a theoretical concept with five tenets, under 

which Latinx individuals provide their life histories, amplify Latinx voices, and offer alternative 

narratives to majoritarian views (Delgado, 1989). Testimonios are stories or “life histories of 

people of color” aligned to LatCrit counterstorytelling (Delgado Bernal, 2002, p. 116). They 

involve participants engaging in critical reflection on their experiences within sociopolitical 

contexts, fostering a deeper understanding of their unique journeys (Delgado Bernal et al., 2012). 

This is particularly applicable to my study because my research questions explored the 

motivations, inhibitors, and strategies nine Latinx superintendents used to ascend and persist in 

the superintendency (RQs1-3). I sought to learn how, if at all, their Latinx identity contributed to 

their leadership style (RQ4).  

This method challenges traditional research norms that emphasize objectivity, instead 

promoting engagement with participants' lived experiences and systemic marginalization 

(Delgado Bernal et al., 2012). While I remain open to diverse perspectives, my epistemological 

stance values participants' narratives precisely because they have been historically excluded from 

dominant discourse (Capper, 2019; Darder, 2011, p. 19-40; Fernandez, 2002; Ladson-Billings, 

2000). Like Critical Race Theory (CRT), LatCrit examines race and racism from Latinx 

perspectives (Delgado Bernal, 2002; Delgado & Stefanic, 2001; Solórzano, 1998; Valdes, 1998). 

Furthermore, it expands beyond the Black-White binary to address intersecting forms of 

subordination, including discrimination based on language, immigration status, ethnicity, culture, 

phenotype, and sexuality (Crenshaw, 1995; Fernandez, 2002; Solórzano & Delgado Bernal, 

2001). LatCrit originated from discussions among Latino scholars at a 1997 Critical Race Theory 

conference (Valdes, 1998) and has since been widely adopted by Latinx educational researchers 
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(Alemán, 2007, 2009; Delgado Bernal et al., 2012; Rodela & Rodríguez-Mojica, 2020). LatCrit 

counterstorytelling is grounded in five core tenets (Solorzano & Delgado Bernal, 2001): 

1. Commitment to Social Justice – Latinx voices advocate for transformative change. 

2. Centrality of Experiential Knowledge – Lived experiences are recognized as legitimate 

sources of knowledge. 

3. Transdisciplinary Perspectives – Research integrates diverse disciplinary insights and 

non-academic knowledge systems. 

4. Inter-centricity of Race, Racism, and Intersectionality – Race and racism are inextricably 

linked to other forms of identity and subordination, including gender and class. 

5. Challenge to Dominant Ideology – Latinx perspectives may critique systemic oppression 

and offer counter-narratives. 

Examples of LatCrit Counterstorytelling and Testimonios in Research 

Several studies exemplify how LatCrit has been applied in educational research. 

Solórzano and Delgado Bernal (2001) used LatCrit in a historical evaluation of two events of  

Chicana and Chicano student resistance. Their methodological approach revealed patterns of 

internal and external transformational resistance far more nuanced than merely focusing on overt 

protest behaviors described as either self-defeating or acting out (Solórzano & Delgado Bernal, 

2001). This methodological approach helped elevate the counterstories to assist “educators, 

policy makers, and community workers better understand how students engage in resistance 

strategies that attempt to counteract the conditions and results of ineffective educational 

practices” and to see the students' actions as driven by social justice (Solórzano & Delgado 

Bernal, 2001, p. 310). Thus, implying that this methodological approach shines a light on stories 

that would have been missed without an emphasis on a Latinx perspective. 
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 Delgado Bernal’s (2002) methodological approach of life history interviews, testimonios, 

and focus group data with 50 Chicana/Chicano students highlighted how a "critical race-

gendered epistemology" validates Chicana/Chicano student voices in contrast to Eurocentric 

perspectives, emphasizing that LatCrit reframed experiential knowledge as an asset (p.107). For 

example, one participant recounted discriminatory ways their writing was assessed because a 

personal account was not seen as valid by White teachers, and another student expressed how her 

history was validated only in the Chicano studies course but was missing from any other course 

(Delgado Bernal, 2002). Delgado Bernal (2002) used testimonio specifically to capture “life 

histories of people of color” (p. 116).  In 2012, Delgado Bernal et al. published a journal article 

on testimonios and their significance to the field of Latinx research. In it, they described 

testimonios as having a political purpose and of their power to unveil new issues of inequity in 

education, stating: 

Unlike the more common training of researchers to produce unbiased knowledge, 

testimonio challenges objectivity by situating the individual in communion with a 

collective experience marked by marginalization, oppression, or resistance (Delgado 

Bernal et al., 2012, p. 363). 

There is an established body of literature that supports the use of LaCrit to understand the 

unique experiences of Latinx leaders. For example, Hernandez and Murakami (2016) used 

LatCrit to conduct an in-depth case study that sought to understand the way a Latinx school 

principal in Texas developed her professional and racial identities, and how that principal 

negotiated these identities in her school. The participant navigated overt discrimination and 

balanced cultural authenticity with professional expectations. Her experiences underscored the 

added burdens Latinx leaders face in predominantly White educational spaces.  
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Across these studies, a common thread emerges: Latinx voices provide critical 

perspectives that challenge dominant narratives and inform educational leadership (Davila & de 

Bradley, 2010; Delgado Bernal et al., 2012; Fernandez, 2002; Solorzano & Delgado Bernal, 

2001). Thus, highlighting how this approach is appropriate for understanding the unique lived 

experiences of the Latinx leader. In a slightly different vein, it has also been noted that there is a 

need for more of this research, especially geographically. Rodríguez et al. (2018) edited an 

anthology exploring Latino educational leadership. Their recommendations emphasized the need 

for critical, equity-focused leaders to improve access and representation in educational systems. 

They noted that while “their review was comprehensive, references about Latinx superintendents 

were limited, particularly in the Northeast (Rodriguez et al., 2018, p.173). Similarly, Rodela and 

Rodríguez-Mojica (2020) identified a need for more research on equity-driven leadership in 

diverse regional contexts as part of their study using semi-structured interviews, observations, 

and local demographic data to examine Latinx school leaders' experiences in the U.S. Pacific 

Northwest. Their findings highlighted the need for sustained support and research on equity-

driven leadership in diverse regional contexts. In my study, I examined how participants in 

Connecticut connect their lived experiences and identity to their leadership style (RQ4). 

LatCrit Counterstorytelling and Voices of Color 

 Although increased representation alone cannot dismantle systemic barriers, research 

suggests that Latinx superintendents bring unique assets to their communities. Nevertheless, the 

potential for them to contribute to an improved K-12 pipeline remains vastly unexplored 

(Martinez et al., 2020; Yosso, 2005). Peer-reviewed studies on their career trajectories remain 

scarce (del Monte, 2022). Over the past decade, only two of 21 studies on the topic of Latinx 

superintendents have been published in academic journals or anthologies, highlighting a 
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significant gap in the literature (Castillo et al., 2021; Niño, 2018). In summary, LatCrit offers a 

critical framework to fill the gap in research and examine Latinx leaders' pathways to the 

superintendency further, in order to elevate the stories of Latinx superintendents. There needed 

to be a qualitative inquiry of the phenomena that only Latinx leaders who have successfully 

ascended and persisted in the superintendency could provide (Creswell & Poth, 2018).   

Chapter Summary 

In this literature review, I outlined the conceptual framework guiding my study of nine 

self-identified Latinx superintendents in Connecticut. I defined the role of a superintendent and 

reviewed the responsibilities and distinctions based on their geographic location and the size of 

the district they oversee. I then highlighted research on Latinx superintendents. I illustrated a gap 

in the literature regarding studies on Latinx superintendents in the state of Connecticut and 

explained how my research site has unique elements that make it worthy of additional research. 

For example, I provided regional context on Latinx student educational attainment in the state 

and highlighted how the Latinx population in the Northeast differs from those in the West and 

South. Finally, I defined key concepts, including LatCrit, counterstorytelling, and testimonio, 

and illustrated their application in research. 

 In summary, I reviewed existing research on Latinx superintendents, drawing from a 

limited body of work published in peer-reviewed journal articles and dissertations.  
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CHAPTER III: METHODOLOGY  

The purpose of this phenomenological study was to explore the stories of nine past and 

present Latinx superintendents in Connecticut as they describe their ascent to and persistence in 

the position of school superintendent. For the purposes of this study, a superintendent is defined 

as the top executive within a school district, certified to hold the position by the Connecticut 

Department of Education and hired by a Connecticut Board of Education (EdSight, 2025). 

Specifically, I sought to explore the factors that influence Latinx educational leaders as they 

navigate the unique challenges and educational context of Connecticut to secure and succeed in 

the position of superintendent (Creswell & Poth, 2018; Denzin & Lincoln, 2018; Solórzano & 

Yosso, 2002; Yin, 2018). I learned about their experience by building upon two bodies of 

literature. This includes LatCrit counterstorytelling and the role of Latinx superintendents 

(Delgado Bernal, 2002; Solórzano & Yosso, 2002).  

Research Questions 

Participants shared information about their lived experiences through testimonios, an 

open-ended approach to engage them in storytelling (Delgado Bernal, 2002; Pérez Huber, 2008; 

Solórzano & Yosso, 2002). The research design was aligned with critical methodologies that also 

engaged me as a researcher in reflection as I sought to accurately and without preconceptions 

represent the meaning of the information collected (Milner, 2007; Pérez Huber, 2008). Through a 

modified three-part series of interviews, including the collection of three testimonios and a 

discussion of self-selected artifacts, nine Latinx superintendents provided information to address 

the following research questions (Olivarez, 2019; Seidman, 2013): 

1. What were their motivations to ascend to the superintendency? 

2. What were their inhibitors to ascend to the superintendency? 
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3. What strategies did they utilize to persist in their role? 

4. Whether their Latinx identity contributed to their leadership style? If so, how? 

Rationale for a Qualitative Research Design  

Qualitative research is defined as human inquiry, involving the collection and analysis of 

data that is “well-grounded, rich descriptions of social processes” (Miles et al., 2020, p.3). I 

selected a qualitative design for this study because the information needed to address the 

questions of the study necessitates personal accounts from Latinx individuals whose lived 

experiences have been underrepresented in the research literature (C. Rodríguez et al., 2016, 

2018; Solórzano & Yosso, 2002). In fact, a review of literature on Latinx superintendents 

uncovered only two peer-reviewed research articles published in a journal or anthology in the 

last decade, although many unpublished dissertations were completed during that period (Castillo 

et al., 2021; Niño, 2018). The lack of peer-reviewed research literature on Latinx superintendents 

also indicates that the field of educational leadership lacks critical perspectives with implications 

for how leaders are prepared and how they can improve outcomes for Latinx students. I chose a 

qualitative research design because I sought to elevate the voices of Latinx educators in order to 

learn from the experience and stories of my participants (Miles et al, 2020). This qualitative 

design will allow for open dialogue (Maxwell, 2013; Seidman, 2013; Solórzano & Yosso, 2002).  

Rationale for LaCrit  

I selected a LaCrit framework because my purpose was to bring out the underrepresented 

voices of Latinx superintendents in the field of education leadership (Delgado Bernal et al., 

2012). LaCrit is defined as a theoretical framework that centers race and racism within the lives 

of Latinx individuals and intersects race with dimensions of subordination with regard to 

language, income, gender, and immigration status (Capper, 2019). Specifically, my rationale for 
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using a LatCrit approach was appropriate because I attempted to “describe the common meaning 

for several individuals of their lived experiences of a concept or a phenomenon,” in this case, 

ascending to and persisting in the superintendency in the state of Connecticut (Creswell & Poth, 

2018, p.75). I explored their stories utilizing a counterstorytelling approach in a modified three-

part interview series that sought to understand how nine superintendents in Connecticut, who 

self-identify as Latinx, were motivated to become superintendents, the inhibitors they faced, how 

they persisted in the role, and how, if at all, their Latinx identity contributed to their leadership 

style. Further, by collecting similar yet contrasting accounts from nine different participants, I 

sought to understand each participant in more depth, also strengthening “the precision, validity, 

stability, and trustworthiness of the findings” (Miles et al., 2020, p.29).  

Site Selection Criteria 

In this section, I explain my criteria for site selection. The main criterion was that the 

participants were superintendents in the state of Connecticut. Specifically, they either currently 

serve or previously served as public school superintendents in one of Connecticut’s 169 public 

school districts. This was important because within the state of Connecticut, there are nuances, 

terminology, and requirements that will be similar across their experience. It is important to note 

that all nine participants virtually recounted information related to their superintendencies. In 

some instances, I interviewed participants who are no longer superintendents in Connecticut and 

who might not reside in the state. With such a design, the setting is fluid and based on where the 

participants situated their stories. I asked participants to include motivations and influences as far 

back as they could recall in their testimonios (Seidman, 2013). Much of the dialogue included 

settings outside of the school districts where they serve/served, as they recounted their 

experiences within families or the community or as students (Seidman, 2013).  
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I conducted all interviews using my Columbia University Zoom account (D. López, 

2022). I used the recording and transcript-generating tools on that platform. This allowed me to 

work with participants regardless of their current location. I asked that participants use video and 

audio on a computer during the three 90-minute sessions. I also asked that they project images of 

their artifacts during the last session in which they discussed the meaning of those artifacts. 

Ideally, participants felt at ease in their self-selected environments during our virtual 

conversations (Oliffe et al., 2021). I also met with the participants once prior to the interviews to 

test their technology compatibility and avoid any interruptions during the data collection 

interview protocol. 

Participant Selection Criteria 

In this section, I explain my criteria for participant selection. I sought to understand how 

self-identified Latinx superintendents in the state of Connecticut have ascended to the 

superintendency, what motivates and inhibits them in their leadership, and how, if at all, their 

Latinx identity influences their leadership style. I had three sets of criteria.  

My first selection criterion was that the person self-identified as Latinx. For the purpose 

of this study, "Latino" serves as an adjective to conceptualize ideas, while "Latinx," a more 

inclusive, gender-neutral term, describes individuals or groups (España & Herrera, 2020; C. 

Rodríguez et al., 2016, 2018). The term "Latinx" is also utilized for self-identification. Within 

this study, the Latinx classification encompasses individuals of Puerto Rican, Cuban, Mexican, 

Central, and South American descent, including those with Spanish and/or Indigenous linguistic 

and racial backgrounds, including immigrants from these regions, as well as their U.S.-born 

descendants. 
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 In my study, I recruited participants who identify as Latinx because of their previous 

involvement with Latinx affinity groups, such as the Connecticut Association of Latino 

Administrators and Superintendents (CALAS). Subsequently, participants verified that they self-

identify as Latinx. As an active Latinx administrator in the state, many of the participants are 

known to me through CALAS or through prior work experience. 

My second criterion was that the participant is currently or was previously a 

superintendent in one of the 169 public school districts in the state of Connecticut. Given the 

small number of Latinx superintendents in the state, I broadened the list of participants to include 

both current and previous Latinx leaders (EdSight, 2025). As a district leader for over 15 years, I 

have had many interactions with Latinx educational leaders in the state and personally knew the 

majority of the individuals on the potential list of participants. I was acquainted with some of the 

individuals through informal networks, including interactions through CALAS or committee 

work with the Connecticut State Department of Education. I knew some of the individuals on the 

list because I worked with them in district leadership positions. To ensure diversity in my 

sample, I started by approaching nine individuals who participated in the Connecticut 

Association of Latino Administrators and Superintendents who met the criteria and worked 

through the potential list until I secured nine individuals. Initially, I attempted to secure four 

participants currently in the position and four or five formerly in the position. I attempted to 

include four women and four men and superintendents with experiences in large and small 

districts among the nine that ultimately participated in the study.   

The list of potential participants was generated through purposeful sampling (Creswell & 

Poth, 2018; Maxwell, 2013). I “intentionally sampled” this group of individuals because they are 

best positioned to answer the questions of the study (Creswell & Poth, 2018, p. 148). The 
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individuals on the list of potential participants had varying attributes, or heterogeneity, such as 

age, when they served, gender, the size of the district in which they serve/served, culture of 

origin (Puerto Rican versus Guatemalan versus Colombian, etc.), and race. I secured the 

participation of nine individuals with this heterogeneity so that my conclusions would represent a 

contrasting range of perspectives (Maxwell, 2013). 

Overview of the Nine Participants 

All participants adhered to the study criteria of 1) self-identification as Latinx and 2) 

having served as a superintendent in one of Connecticut’s 169 public school districts, currently 

or in the past. Table 4 provides some descriptive information about all nine participants, 

including the size of the district in which they served in Connecticut, the percentage of Latinx 

students in the district, the percentage of multilingual learners in the district, their educational 

attainment, gender, whether they served in educational leadership positions beyond Connecticut, 

and whether they were born in the states (not including Puerto Rico, although Puerto Ricans are 

U.S. citizens). 

Table 4 

List of Nine CT Latinx Superintendent Participants 

# 

Size of CT 
District 
Closest 
5,000 

Percent 
Latinx 

Students 

Percent 
Multilingual 

Student 
Education 

Attainment Gender 

Educational 
Leadership 

Position 
Beyond CT Birth 

CT 
Account-

ability 
Score 
71.8 

1 <5,000 >50% >30% Advanced 
Credential 

F No Other 
Country 

Below 
State 

2 <5,000 >50% >30% Doctorate M Yes In CT Below 
State 

3 <5,000 <10% >5% Advanced  
Credential 

M No In US Above 
State 

4 <5,000 <10% >5% Advanced M No In CT Above 
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Credential State 

5 >15,000 >50% <30% Doctorate F No Other 
Country 

Below 
State 

6 <5,000 >50% >30 Doctorate F Yes Other 
Country 

Below 
State 

7 <20,000 >50% >30 Doctorate F Yes Other 
Country 

Below 
State 

8 >10,000 <50% <5% Doctorate F Yes In US Above 
State 

9 <20,000 >50% <30% Doctorate F No Other 
Country 

Below 
State 

 

Sample Size Justification 

In this phenomenological study, I collected information on the lived experiences of nine 

participants who ascended to the superintendency in Connecticut and who are currently or were 

previously in the position. I engaged nine participants for three reasons. First, I read the research 

of Wutich et al. (2024) and Naeem et al. (2024), which provides guidance on theme saturation 

and analysis aligned with my topic and methodology. Second, I reviewed nine recent successful 

studies using testimonios or semi-structured qualitative studies, and a sample size of nine was 

comparable. Third, the topic of the study was illuminating the voices of Latinx superintendents 

in Connecticut, and access to all who are serving now and in the past renders a relatively small 

number, though nine is a subset. 

In Wutich et al. (2024), researchers provide evidence for a sample size that establishes 

theme saturation, defined as "identifying around 90% of themes in a set of qualitative interviews" 

(p. 1). Further, Wutich et al. (2024) state that theme saturation can be reached with different 

sample sizes depending on the type of study being conducted and specifically, whether the 

study's purpose is to "iteratively identify themes in data," as is the case with my 
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phenomenological study (p. 6). To further justify my sample size of nine, I used the flowchart 

published in Wutich et al. (2024) to categorize the analysis in my study as "reflexive thematic 

analysis," because I used an iterative process to identify and interpret themes, as well as an 

approach based on critical realism similar to the constructivist approach distinctive to the 

reflexive category (p. 8). Both critical realism and constructivist approaches assert that reality is 

socially constructed, and they both emphasize the importance of interpretation and context in 

research (Patel, 2015; Wutich, 2024). In Wutich et al. (2024), reflexive thematic analysis is 

distinct in that "themes do not exist independently from the researcher who is identifying and 

interpreting them—and each researcher's knowledge, biases, and positionality become central to 

their identification and interpretation of themes," which is aligned with my study given my 

background as a Latinx Deputy Superintendent (p. 7). Wutich et al. (2024) also describe the 

following iterative process and require a methodology consistent with the PRICE model included 

in Naeem et al. (2024) for the analysis of the interviews: 

P) Perspectivation, a step in which multiple perspectives on a problem are taken into 

consideration—through my research questions, participants will share their unique experiences 

about what hindered or helped them along the journey to the superintendency. 

R) Recapitulation, a step in which the researcher summarizes the main findings in the form of 

codes and themes that emerge from the data set. In my methodology, I describe the iterative 

process of coding through an inductive approach and then, through a deductive approach as I 

apply LatCrit counterstorytelling. 
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I) Integration, a step in which the researcher connects and makes sense of the themes and codes 

that have emerged. In my methodology, I describe the use of analytical memos, member checks, 

and consultation with other graduate study colleagues, who are trained researchers. 

C) Crystallization, a step in which the researcher stands back from the analysis to think about 

what they have learned and put those ideas into a structure connecting themes and codes in the 

form of figures or tables. In my methodology, I describe the use of charts and figures that I will 

use to represent the themes and the meaning that I draw from them. 

E) Edification, a stage in which the researcher seeks to address the research questions in the 

form of a table or framework to improve the understanding of the research topic. In my analysis, 

I describe the goal of representing the findings through composites that will represent the 

meaning I draw from across the participants' data. 

Every step in the Naeem et al. (2024) model is aligned with each part of the methodology that I 

describe in detail in the subsequent sections of my methodology chapter. 

The second reason for deciding to use nine participants is based on a review of nine 

successful phenomenological studies using testimonios or semi-structured interviews, in which 

the participant count varied from three to 15. Thus, my selection of nine is well within the range 

for this type of study. A complete list of these studies is included in Table 5. The purpose of 

these studies is similar to my study in that the researchers sought to highlight information from 

the voices of the participants that, in large part, are absent from the literature on education 

leadership, rather than to provide generalizable case studies to be applied elsewhere. Using an 

interpretive approach to research, my goal for the research was to uncover any information that 

would lead readers to ask more questions about the Latinx educational leadership pipeline. 
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Table 5 

Phenomenological Studies & Participant Count 

Researcher(s) 
& Year Study Participants 

Conceptual 
Framework 

Methods 
Description 

1. Tovar 
Rosales, 2024 

Navegando el 
laberinto: The Latina 
journey towards the 
superintendent in 
Texas 
 

8 Latina 
superintendents & 
7 Latina Board 
members from 
districts ranging 
from 1,000 to 
75,000 in  
Texas 

CRT/LatCrit Qualitative, semi-
structured interviews, 
testimonios 

Findings: commonalities among participants included humble beginnings, parental sacrifice, daughters of 
immigrants, embracing challenges, taking risks, cultivating professional relationships, drawing strength from 
family background, benefiting from mentoring, all superintendents held doctorates, understanding “fit” to apply 
for positions, and connections to BOE members. 

2. Luna, M., 
2024 

Pláticas con las 
meras meras: Voices 
of emerging and 
established Latina 
Leaders’ journeys to 
the superintendency 
 

7 Latina 
superintendents or 
aspiring 
superintendents 
from districts 
varying in size in 
South Texas 

Intersectionality 
(Crenshaw, 1989) 

Narrative qualitative 
pláticas (similar to 
testimonios) 

Findings: common themes included overarching barriers and challenges in work-life integration, importance of 
mentorships, support systems, and advocacy, significance of identity background and representation, 
experience with career advancement, qualifications, and leadership development. 

3. Hernandez, 
D., 2024 

Personal disruption 
strategies used by 
Latina 
superintendents for 
Career Advancement 
 

8 Latina 
superintendents in 
California 

Disruptive 
Innovation Theory 
(Johnson & Mohr, 
2013) 

Explanatory mixed 
methods approach using 
quantitative survey and 
qualitative interviews, 
consisting of open-ended 
questions and testimonies 

Findings: common actions to advance their careers included challenging and influencing authority, maintaining 
high ethical standards with decisions rooted in fairness, strategic use of data, building relationships, and using 
persuasion. 
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4. Umar, M. 
A., 2024 

An Examination of 
the Career Pathways, 
Supportive Factors, 
and Barriers 
Experienced by Latina 
Superintendents in 
the Midwest 

4 Latinx 
Superintendent 
and Central Office 
Administrators, 
from Midwest 
States, one small 
suburban, two mid-
sized suburban, 
and one small rural 
district 

LatCrit (Valdés & 
Bender, 2021) 

Testimonios and semi-
structured interviews 

Findings: commonalities among participants include long journeys to the superintendency, early navigation of 
White spaces, role of family, faith, and collective support, role of White men, identity as an asset, armoring up 
with professional and academic qualifications, leadership roles beyond the district, importance of 
Superintendent networks, impact of bias and discrimination, bias toward physical appearance, reclaiming 
identity to physical appearance, bilingualism to connect, and building diverse staff. 

5. Palacios, A. 
I., 2023 

Superintendents and 
Hispanic student 
achievement: 
Leadership practices 
used to close the 
Texas performance 
gap of Hispanic 
students 
 

9 superintendents 
and one central 
office 
administrator from 
districts in Texas 
serving a total of 
216,656 students 
with an average 
Hispanic 
population of 
76.9% 

Servant leadership 
theory (McCuddy 
and Cavin, 2009), 
Authentic 
leadership theory 
(Avolio & Gardner, 
2005 

Survey of 44 
superintendents and in-
depth interviews with 10 
who responded to the 
survey 

Findings: common practices recognize importance of resources beyond professional development and hiring, 
implement a plan for external funds for basic necessities for families, prioritize financial resources, understand 8 
“subgroups” within Hispanic student populations (place of origin, generations, shared ethnic cultural or heritage 
background, biliteracy, Spanish proficiency, English proficiency status, socioeconomic, social emotional learning, 
mental health, and parental involvement, education, English proficiency), and provide at least eight 
differentiated approaches in district plan to address performance. 

6. Kinne, M., 
2025 

Latina Truinfadoras: 
Testimonios and 
Consejos of Latina 
Superintendents in 
California 

6 Latina 
superintendents 
from districts near 
Los Angeles, 
California 

Community 
Cultural Wealth 
(Yosso, 2005) and 
Chicana/Latina 
Feminist 
Epistemology 
(Delgado Bernal, 
1998) 

Qualitative study using 
testimonios 

Findings: common themes included parents instilling a work ethic of perseverance, hard work, and 
commitment, a strong sense of cultural identity, purpose, and commitment to others, and understanding and 
working for the needs of marginalized students. 
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7. Kelsey, I., 
2022 

Accessing the 
superintendency: 
Challenges, 
pathways, and 
characteristics of 
successful Latina 
leaders 

10 aspiring, 
practicing, and 
retired 
superintendents in 
Arizona public 
schools, four 
serving in 
metropolitan 
areas. 

CRT/LatCrit, 
counter-
storytelling 

Qualitative, semi-
structured interviews,  

Findings: common themes included intersectional ethnic, gender, and political challenges (except for 3), 
negative impact on career mobility, relocating provided out-of-network access to the superintendency, 
employed strategies to manage stress, many successes, characteristics, and factors that might have prevented 
their ascent. 

8. Castillo, I., 
Menchaca, V. 
D., López-
Estrada, V., 
2021 

Latina Female 
Superintendents 
Securing Positions in 
Small Rural School 
Districts (Published) 

3 superintendents 
from three rural 
school districts in 
Texas 

LatCrit & 
constructivism 
(Creswell, 2003, 
2007) 

Qualitative case study 
using testimonio, 
participant observations, 
and document analysis 

Findings: Four general themes emerged from the data, including: extended parental support, familial 
work environment, networks, and versatility. Participants also had the common experience of parental support 
and choosing rural areas to better connect with the communities they serve. 

9. Rivas-Garza, 
2022 

Hermanidad: 
Perspectives of the 
journey of Latina 
superintendents in 
school districts 

5 superintendents 
from districts in 
South Texas 

Community 
Cultural Wealth 
(Yosso, 2005) 

Transcendental 
phenomenological and 
narrative inquiry using a 
two-part interview 
adapted from Siedman 
(2013 

Findings: common themes included: gender and racial barriers, microaggressions, limited support, cultural 
constraints, preparation to lead, enactment of Hermanidad, determination to persevere, and self-efficacy. 

10. Lopez, 
2022 

Exploring the role of 
identity on the 
schooling 
experiences and 
leadership practices 
of Latinx urban 
education leaders: 
Implications for 
educational equity 
and social justice 

8 principals and 
two 
superintendents 

Culturally Relevant 
Leadership 

Qualitative using 
testimonios, two 60-
minute interviews 

Findings: all participants showed evidence of implementing culturally relevant pedagogical practices, and while 
all participants acknowledged racial discrimination and named policies that continue to keep racist structures in 
place, only two of the eight centered race in their work and led for social justice as a central goal of their work.  
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The final reason for selecting no more than nine participants is that the sample is made up 

of a limited number of participants that I was able to access. Participants were selected from 

Latinx leaders who have ascended to the superintendency in Connecticut, where only 2.9% of all 

superintendents are currently Latinx, and that percentage has remained static for at least 15 years 

(EdSight, 2023). 

Ways that Triangulation Happens in Phenomenological Studies 

Triangulation in phenomenological studies involves using multiple approaches to 

enhance the credibility and depth of the findings (Creswell & Poth, 2018; Delgado Bernal, 2012; 

Maxwell, 2013). These methods help phenomenological researchers build trustworthiness while 

maintaining fidelity to the experiential focus that defines this qualitative approach. To that end, 

here is a list of methods that I will use to triangulate the data: 

Methodological Triangulation: This method involves combining different data 

collection methods within the same study. I used three in-depth interviews as the primary 

method, while supplementing with a reflection on an artifact created by the participant for their 

district that is aligned with or that depicts the participant's leadership approach, style, or type. I 

also used testimonios, an approach in which the researcher shares a background with the 

participants (in this case my Latinx identity and experience as an educational leader), that puts 

the participant at ease to share information for which they perceive I share knowledge of context, 

allowing them to share more openly (Creswell & Poth, 2018; Delgado Bernal et al., 2012; Pérez 

Huber, 2008). This allowed for a more comprehensive understanding of the participants' lived 

experiences (Denzin, 2018; Creswell & Poth, 2018). 

Data Source Triangulation: This approach entails gathering data from different 

participants, settings, or time points. In this phenomenological study, this involved interviewing 
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nine participants from diverse backgrounds who share the experience of ascending to the 

superintendency in Connecticut, but who are heterogeneous with respect to gender, positions in 

large and small districts, countries of origin, dominant languages, and race (Creswell & Poth, 

2018; Maxwell, 2013). 

Investigator Triangulation: This method uses multiple researchers in the analysis 

process. I asked other doctoral students/researchers to independently analyze the same data, then 

compare interpretations. I also used analytic memos along the way to challenge my assumptions 

and ensure that my bias does not get in the way of a participant's message (Lincoln & Guba, 

1985; Maxwell, 2013; Smith et al., 1997). 

Member Checking: This method serves as a form of triangulation specific to 

phenomenological research, where participants review findings to confirm whether the 

researcher's interpretations resonate with their lived experience. I asked participants to review the 

findings in this study to confirm that they resonate with the information they provided. This 

process honored the phenomenological commitment to staying close to participants' meaning-

making while acknowledging the co-constructive nature of interpretation (Creswell & Poth, 

2018; Maxwell, 2013; Miles et al., 2020; Milner, 2007). 

Finally, a review of research by Jerolmack and Khan (2014) explains that data collected 

from participants in interviews is unreliable, and to guard against this unreliability, researchers 

are to design studies that collect in-depth, rich information. To that end, the phenomenological 

study that I conducted included three interviews with participants, each 90 minutes in length, in 

order to capture the perspectives, emotions, motivations, and inhibiting factors that participants 

perceived helped or hindered their ascent to the superintendency, in a way that only they can 

provide the accounts, through open-ended narratives. Participants also reviewed the data that I 
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collected to ensure accuracy each time we met and had an opportunity to build in more nuanced 

information for deeper and richer narratives. Essentially, the purpose of my interpretative 

phenomenological analysis was to explore the "participants' view of the world and to adopt, as 

far as possible, an 'insider's perspective' of the topic under investigation" (Smith et al., 1997, p. 

68). In accordance with what Jerolmack and Khan (2014) warn against, I did not interpret those 

stories and develop themes based on a set of actions, but rather concentrated on the participants' 

emotions, perceptions, motivations, and/or moments of disillusionment, etc. 

Data Collection and Instrumentation 

In this section, I explain the data collection methods I used in order to answer my 

research questions, including a modified three-part interview with testimonios and an artifact 

review (Appendices A-C). I used these three sources of data to identify themes, draw 

conclusions, and provide three vantage points to gain triangulation (Maxwell, 2013).  

A Modified Three-Part Interview & Testimonios 

I chose a modified three-part interview design for this study because the questions I 

studied are phenomenological in nature in that I sought to understand superintendents’ and “the 

essence of their experience” (Creswell & Poth, 2018, p.104). Further, the in-depth interview 

format allowed me to ask participants about the meaning they make of their experiences 

(Seidman, 2013). I conducted three 90-minute interviews to collect data. However, I modified 

Seidman’s (2013) three-part approach in two ways: First, by using testimonios to connect with 

the Latinx participants, and second, by asking them to reflect on three artifacts.  

Testimonios, an open-ended approach to interviewing, is used by Latinx researchers as a 

way to encourage participants to share information authentically, rather than searching for an 

answer that satisfies the researchers' line of inquiry (Durán, 2014). Testimonios are a type of 
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open-ended interview used to connect with participants and allow for storytelling (Creswell & 

Poth, 2018; Delgado Bernal et al., 2012; Pérez Huber, 2008). In my first interview, I asked 

participants to share their experiences as they ascended to the superintendency (Appendix A). In 

my second interview, I built upon our established rapport to learn more about their motivators, 

inhibitors, and how they persisted in the position (Appendix B). In my third interview, I made a 

second modification to Seidman’s (2013) three-part interview protocol. I invited participants to 

bring three artifacts that were symbolic of their role in the superintendency, and I asked them to 

reflect on whether and how their leadership style was influenced by their Latinx identity 

(Appendix C).  

Table 6 shows the total length of the interview data I collected. There were three 

interviews that were scheduled to take place in three separate 90-minute sessions, for a total of 

40.5 hours of interview data.  

Table 6 

Total Interview Data (Hours) 

Interview Number  
of Minutes 

Number  
of Participants  

Length of Interview 
(Hours) 

Interview & Testimonio #1  90 9 13.5 

Interview & Testimonio #2 90 9 13.5 

Interview & Testimonio #3 
(And artifact review) 

90 9 13.5 

Anticipated Total   40.5 hours 

  

Testimonio 

I used testimonios as a research method primarily because prompting stories of race and 

culture is a “direct challenge to dominant epistemology” (Delgado Bernal, et al., 2012, p. 749; 
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Durán, 2014). Also, as noted by various critical race researchers, testimonios form a “solidarity” 

between the participant and the researcher as they “acknowledge the broader social context of 

oppression” (Pérez Huber, 2008, p. 170; Solórzano & Yosso, 2002). In my first interview 

(Appendix A), I leaned into the testimonio format as a way to establish rapport and ask 

participants to trust in my ability to understand their perspectives.  

Pilot Interview 

I conducted a pilot interview with a superintendent who was willing to share the story of 

how they ascended to the superintendency. I confirmed that the 90-minute format would provide 

enough time to hear their stories about their ascension to the role of superintendent, how they 

persisted, and how, if at all, their identity as Latinx influenced their leadership. This gave me the 

opportunity to refine my interview protocol, though it was not necessary. During the pilot 

interview, I took notes of my own thoughts and analytic memos, so that I would not forget my 

first impressions, but also so that I could return to them in case I needed something clarified 

(Maxwell, 2013). 

Interview/Testimonio Protocols 

I utilized a modified three-part series approach with each of the nine participants 

(Seidman, 2013). The first meeting with the superintendent consisted of an open-ended interview 

or testimonio, in which I met with the participant for 90 minutes (Delgado Bernal, 2002; 

Seidman, 2013). “As a process, testimoniar (to give testimony) is the act of recovering papelitos 

guardados—previous experiences otherwise silenced or untold—and unfolding them into a 

narrative that conveys personal, political, and social realities” (Delgado Bernal et al., 2012, p. 

364). While the majority of the testimonio was driven by what participants chose to recount, I 

prepared a list of topics that I would use to probe for more information during each interview 
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(See Table 7 and Appendices A-C). When appropriate, I may have probed for more information 

about influences from their time as a student, their home lives, their interactions with colleagues, 

including Latinx individuals and individuals from other cultures and races, their interactions in 

communities, their experiences with search committees, their experiences with boards of 

education, their experiences with state or federal entities, and their experiences leading and 

managing staff.  

Table 7  

Organization of the Data  

Research Questions 
Theoretical Frame LatCrit 

- Counterstorytelling 
Relevant Topics/Prompts 

Data Collection 
Instrument 

1. What were their 
motivations to ascend to 
the superintendency? 
2. What were their 
inhibitors to ascend to the 
superintendency? 

Commitment to Social 
Justice 

Centrality of Experiential 
Knowledge 

Transdisciplinary 
Perspectives (knowledge 
from varied disciplines 
and non-academic) 

Inter-centricity of Race, 
Racism, & other forms of 
Subordination 

Challenge to Dominant 
Ideology 

Recount early experiences 
with family, in school, in 
communities, with 
search committees, and 
in various positions prior 
to the superintendency. 

Testimonio from the first 
open-ended interview. 

3. What strategies did 
they utilize to persist in 
their role? 

Commitment to Social 
Justice 

Centrality of Experiential 
Knowledge 

Challenge to Dominant 
Ideology 

Recount lived experiences 
while superintendent, 
including interactions 
with students, staff, the 
board of education, the 
state or federal 
government, and 
families. 

Testimonio from the 
second open-ended 
interview. 

4. Whether their Latinx 
identity contributed to 
their leadership style? If 
so, how? 

Commitment to Social 
Justice 

Centrality of Experiential 
Knowledge 

Reflect on information 
from interviews 1 and 2. 

Recount a day in the life of 
a superintendent. 

Testimonio from the 
third open-ended 
interview. 
Answers to the 
questions: “How would 
you describe a day in the 
life of your 
superintendency?” 
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Transdisciplinary 
Perspectives 
(knowledge from varied 
disciplines and non-
academic) 

Inter-centricity of Race, 
Racism, & other forms 
of Subordination 

Challenge to Dominant 
Ideology 

Reflect on the meaning of 
the artifacts selected to 
represent their 
leadership styles or 
important messages to 
the school community. 

 

“What is the meaning, 
significance, or 
importance of the 
artifacts you’ve 
selected?” 
“Did or does your Latinx 
identity contribute to 
your leadership style, 
and if so, how?” 

 

This list of topics was made available to the participants prior to accepting to be in the 

study and is included in appendices A, B, and C.  However, I did not formulate questions 

regarding each of these topics. Instead, I used the topics to follow and respond to what the 

participants shared or did not share in their testimonios as I asked them “to reconstruct their 

experiences” in more detail and to “explore their meaning” (Seidman, 1991, p. 68). 

Interview #1 Learning About Background and Establishing Trust  

I utilized the first interview, or testimonio, to learn about my participants' backgrounds 

and establish trust (Delgado Bernal et al., 2012). During those 90 minutes, I asked participants to 

tell us as much about themselves as it relates to the topic of ascending to the superintendency. I 

asked them to describe their lived experiences as they relate to the topic, going as far back as 

possible, including early experiences with their families, schooling, in their communities, or at 

work. The goal was to gain insights into “how” they came to the superintendency, rather than 

asking “why” they became a superintendent (Seidman, 1991, p. 12). I included a list of topics 

that might have emerged during their dialogue, or for which I might have asked for further 

details during the first interview, in Appendix A. The data collected in this interview answered 

research questions 1 and 2 about their motivations to ascend and their challenges or inhibitors to 

ascend to the position. 
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Interview #2 Experience Persisting in the Superintendency 

In the second 90-minute interview, I asked participants to focus on the superintendency 

itself, whether they are still in the position or have since left the position. I asked them to 

describe instances that they would categorize as successes or ones that were challenging 

(Delgado Bernal et al., 2012). I asked that they talk about their relationships with others, 

students, colleagues, parents, or community members. Included in Appendix B is a list of topics. 

I anticipated emerging during the interviews, and I might have asked for further details during 

the second interview. The information I gathered during this interview answered my third 

research question, which sought to understand how each participant persisted in the position. 

Interview #3 Reflection on Persisting in the Superintendency and Review of Artifact 

In the third 90-minute meeting, I asked participants to reflect on the meaning of the 

information that I collected in the first two interviews (Seidman, 2013). My inquiry took the 

form of  “given what you’ve shared in the first two testimonios, are there any areas you’d like to 

clarify or go into more depth?”  I also asked them to “reconstruct a day in the life of” their 

superintendency (Seidman, 2013, p. 12). I asked them to reflect on whether their Latinx identity 

contributed to their leadership style and, if so, how. During this 90-minute meeting, I also asked 

participants to share artifacts that they felt conveyed their leadership style or messages they felt 

were critical for the success of their districts (Creswell & Poth, 2018, p. 162). I included a list of 

topics that might have emerged or for which I may have asked for further details during the third 

interview in Appendix C. The information I collected during this interview answered the fourth 

and final research question, which sought to explore how, if at all, their identity as a Latinx 

superintendent influences their leadership style.  
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Artifact/Artifact Collection  

I asked participants to select artifacts that they believed conveyed important messages 

that depicted their leadership style (RQ 3). I asked participants to select these artifacts after the 

second interview (Appendix D) and to bring them to the third interview to ensure they were 

readily available (Creswell & Poth, 2018). Rather than collecting and analyzing the artifacts 

later, I asked the participants to share the significance of each artifact that they chose, and I 

analyzed their responses rather than coding or interpreting the significance by myself (Yin, 

2018).  

Detailed Data Collection Procedures 

I collected the testimonios using my Columbia University Zoom account. I included 

detailed instructions on this technology and the security of data in the recruitment letter 

(Appendix E). All recordings and transcripts were password-secured on my university Google 

account and only accessed by me. Backups of the recordings and transcripts were stored on my 

password-secured laptop and a password-secured external drive. I added the testimonio 

transcription data to my ATLAS.ti account to identify trends and patterns (D. López, 2022; 

Trevino, 2016). ATLAS.ti is an online software for students who are conducting research and are 

coding and organizing large quantities of qualitative research data.  

Prior to the first interview, potential participants received my invitation to participate 

(Appendix E) using the guidelines for ethical practice as outlined by Columbia University’s 

Institutional Review Board (IRB) process. When they agreed to participate, I arranged an initial 

meeting on Zoom to explain each step in the study, answer their questions regarding the study, 

and explain the logistics of the three interviews. I built rapport with the participants from the 

initial contact, some of whom were less known to me, and put them at ease prior to the first 
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interview regarding confidentiality and my purpose for the study. These interactions were not 

recorded. During this initial session, we decided on a mutually agreeable schedule, with a week’s 

time between each of the interviews. “This allows time for the participants to mull over the 

preceding interview but not enough time to lose the connection between the two” (Seidman, 

2013, p. 18).  

I began each interview by reminding participants of confidentiality, asking permission to 

record, and reviewing the purpose of the study. I shared the protocols with participants via email 

one week beforehand, so that the participants had time to reflect, prepare, and ask questions prior 

to the interview. Following transcription and analysis of the interviews, I sent each participant a 

copy of the transcript to review for accuracy and invited participants to engage in a follow-up 

conversation. This supported interpretive validity (Maxwell, 2014). 

Data Analysis 

In this section, I describe the methods that I employed for data analysis. I used a 

systematic process with specific steps (Creswell, 2013; Maxwell, 2013). As I describe in greater 

detail below, my data analysis included multiple steps, including: 

● writing analytic memos (Maxwell, 2013);  

● transcribing and reviewing interviews (Maxwell, 2013; Seidman, 2013); 

● coding (Maxwell, 2013; Saldaña, 2016); 

● categorizing the data across themes (Maxwell, 2013); 

● writing vignettes (Maxwell, 2013; Seidman, 2013); 

● using data displays, matrices, and tables to analyze themes (Maxwell, 2013; Seidman, 2013); 

● writing and revising my final dissertation.  
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Analysis of the data took place through the lens of Latino Critical Theory’s (LatCrit) 

frame of counterstorytelling as described by Solórzano and Yosso (2002), through the 

information derived about Latinx Superintendents in the literature, and the context of 

Connecticut. Together, LatCrit and Latinx superlative sources of literature made up the 

conceptual framework that I used to conduct the study and report out on all of the data collected. 

Writing Analytic Memos  

Throughout the data collection process, I wrote analytic memos that captured my written 

reflections, thoughts, interpretations, and ideas that began to take form early in the process about 

what the data may imply (Maxwell, 2013; Milner, 2007). I used these analytic memos in addition 

to coding to deepen my understanding of the data and to check my own bias or shallow 

misconceptions. I used my analytic memos throughout the data collection process, so that during 

later analysis, I recognized when I may have inadvertently jumped to a conclusion with too little 

evidence, only to confirm my ideas through a narrow interpretation of all the information 

(Maxwell, 2013). 

Transcribing and Reviewing Interviews  

The next step of my analysis included the transcription of interviews. Zoom provided me 

with both a transcription and a recording of the interviews. I reviewed both to ensure a match and 

that no errors exist between the recording and transcriptions in instances when the technology 

may have misrepresented participants’ words (Maxwell, 2013).   

Coding Interview Data  

Coding is defined as a method of organizing the data into categories as the researcher 

reviews and interprets the data (Creswell & Poth, 2018). To assist in the process, I used 

ATLAS.ti to manage the data. As I read and reread the transcribed sections, I allowed for themes 



 

 96 

to emerge organically, and I assigned codes as the themes emerged (Creswell & Poth, 2018). The 

first time through, I coded the words of the participants. Codes evolved from the words of the 

participants first. Additionally, in my second round of coding, I used theoretical codes that I had 

developed from my research questions and the literature, especially the tenets of LatCrit’s 

counterstorytelling theory  (Appendix F).  

I also used the analytic memos to aid in my interpretation of the transcript. Using both 

this inductive and deductive approach throughout the analysis, I made sense of each testimonio. I 

took note of the frequency of each code, as well as the connection among clusters of codes, to 

create “a hierarchy of categories and to reveal themes across the data” (Maxwell, 2013, p.107). 

Potential codes could have included resilience, discrimination, the influence of traditional gender 

roles, or the influence of tokenism. I listened for similarities across the stories of the 

superintendents regarding the context of Connecticut, in response to my four research questions, 

which sought to understand how nine self-identified Latinx superintendents aspired to the 

superintendency and the factors that motivated and inhibited them, as well as the influence of 

their identity on their leadership style. 

Analyzing Artifact Collection  

Rather than code each of the three artifacts that the participants self-select for the third 

interview, I asked the participants to explain the significance of each artifact by responding to the 

question: “What is the meaning or significance of the artifact that you selected?” (Appendix D).  

Then, I coded their words in the transcription. I coded their words rather than include my own 

interpretations of the artifacts. The data from the artifacts helped with the triangulation of data, 

since I asked them to share an artifact that was used during their tenure as superintendent 

(Maxwell, 2013). 
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Categorizing Data Across Themes  

The tenets of LatCrit’s counterstorytelling have been used effectively in many peer-

reviewed studies examining Latinx participants (Alemán, 2007, 2009; Delgado Bernal, 2002; 

Fernandez, 2002; Passos DeNicolo et al., 2015; Rolón-Dow, 2005; Solorzano & Delgado Bernal, 

2001). I did not attempt to categorize all of the data neatly into themes that corresponded with 

LatCrit, nor did I avoid themes that may have emerged organically outside of LatCrit through an 

inductive process, because I needed “to rigorously examine both the supporting and the 

discrepant data” (Maxwell, 2013, p. 131; Miles et al., 2020). My role as researcher was to apply 

critical methodologies but not to judge the participants’ storytelling as aligned or not aligned 

with the tenets of LatCrit, given the complexities of their decision-making (Douglass Horsford et 

al., 2019). One potential example is the theme of a commitment to social justice as it is present in 

the literature (Aceves, 2013; Durán, 2014; Olivarez, 2019; Ríos Taylor, 2023).  

Examples of a commitment to social justice appeared as motivation as an act of social 

justice, epistemologies, as tied to their upbringing or connections to the community, or heavily 

impacted by life experiences (Galiana, 2014; Mota, 2017; Troncoso, 2019). Participants' 

perspectives on social justice were transdisciplinary in nature, describing race and racialized 

experiences across multiple settings, stories of gender, language, migration, income, and other 

examples of subordination or even stories of colorblindness and stories that challenge the 

dominant ideology (del Monte, 2022; Miranda, 2019; Solorzano & Ornelas, 2004; Solózano & 

Yosso, 2002). By applying these frames, I allowed the participants’ words to tell their stories 

while also making sense of the trends and patterns that emerged from the data in connection with 

the literature.  
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Using Data Displays, Matrices, and Tables to Display Analyzed Themes  

In this phase of my data analysis, I clustered similar codes into larger categories to help 

me answer my research questions and identify patterns (Maxwell, 2013). I reviewed the data to 

examine the patterns and categories that were most frequently discussed by participants as 

emerging themes (Maxwell, 2013).  I also specifically used the tenets of LatCrit 

counterstorytelling to make sense of the data through these five themes: commitment to social 

justice, centrality of experiential knowledge, transdisciplinary perspectives, inter-centricity of 

race, racism, and other forms of subordination, and challenge of dominant ideology. (These 

terms are defined in Chapter 2). After my final analysis, I created a chart to show how I 

translated the hierarchy of codes into themes and how those themes related to the literature and 

the tenets of LatCrit and Latinx superintendents. Ultimately, I showed the relationship from 

codes to the two parts of my conceptual framework and to the research questions using a 

hierarchical display. The display emerged only after many iterations of comparing and 

contrasting themes, always juggling the importance of one to another, and always tentative in the 

merging or elimination of themes (Maxwell, 2013). 

Writing Vignettes and Composites  

There is a minimal number of superintendents (present or former) in Connecticut who 

identify as Latinx.  Therefore, I took steps to ensure the anonymity of the participants by 

“reporting out findings as a composite, rather than sharing detailed profiles of each participant” 

(Creswell & Poth, 2018, p. 56). Using this composite approach meant that I organized the 

findings in sections devoted to cross-participant issues and not as individual profiles (Alemán 

2010; Baldwin 2005; Creswell & Poth, 2018; Yosso 2006). I combined the profiles of the 9 

participants into 4 composite profiles. The profiles describe the immigrant stories (6/9), in profile 
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2, the ascent of male superintendents (3/9), followed by profile 3 of the strategic networkers 

(4/9), and finally, profile 4, with the greatest critiques of Connecticut’s systems and structures 

(4/9).  I included only abbreviated vignettes from the individual participants that were 

unidentifiable in the cross-interview summaries (Creswell & Poth, 2018; Yin, 2018).   

Validity  

 In this study, I used the language of validity and validity threats, described by Maxwell 

(2013), as a way to distinguish what is credible versus what is not, rather than to imply an 

“objective truth.” Although I consulted with my advisor to select a design that safeguarded 

against validity threats, it was not possible to address all validity threats in the study. In fact, 

qualitative research is dependent on the accuracy of interpretation, which lends itself to multiple 

possibilities for validity threats (Jerolmack & Khan, 2014). Therefore, I did my best to “rule out 

specific plausible alternatives and threats” to my interpretations (Maxwell, 2013, p. 124). I also 

took great strides to be aware of my positionality. In order to ensure my effective analysis of all 

data, I was guided by Milner’s (2007, p. 394) “framework of researcher racial and cultural 

positionality.” As I interacted with the participants, took notes, reviewed and analyzed data, and 

reported my findings, I continued to engage in the processes outlined by Milner (2007, p. 394):  

● Reflection of self - I pushed to be critically conscious of my own values and beliefs, and the 

influence they may have on how I listened and interpreted through introspection. 

● Reflection of self in relation to others - I pushed myself to learn as much as possible about 

the participants in this study, rather than what I believed I knew about their beliefs and 

values, because of our shared Latinidad or past interactions. 

● Engaged reflection and representation - I include both voices, perspectives, narratives, and 

counter-narratives in the interpretation and findings of the study. 
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● Shifting from self to system - I took into consideration broader “historic, political, social, 

economic, racial, and cultural realities.” 

Using Milner’s (2007) frame, I interrogated my position to ensure that I did not hear what I was 

predisposed to hear, but instead heard what the participants were saying and wanted to convey. 

In this section, I review validity threats in my research design and how I addressed them. 

First, I discuss trustworthiness, researcher bias, and reactivity. I then describe possible threats to 

interpretation, including: descriptive, interpretive, and theoretical validity (Creswell, 2013; 

Maxwell, 2013; Miles et al., 2020). 

Trustworthiness 

The trustworthiness of this study depended on my ability to address objectivity as a 

qualitative researcher, to ensure consistency across the three-part interview protocol and across 

all nine participants, to progress towards deep understanding and credibility in the analysis, and 

to clearly articulate the limitations of the study in the area of generalizability (Creswell & Poth, 

2018; Lincoln & Guba, 1985; Miles et al., 2020). Rather than conclude that the findings of the 

study are transferable or generalizable, I aligned the findings with prior theory and research 

findings. Where appropriate, I provided the reader with enough information so they could decide 

if “the conclusions are applicable in comparable settings” (Miles et al., 2020, p.307). I conducted 

this study with beliefs aligned with the postpositivist era as described by Lincoln and Guba 

(1985, p. 37), including the following: (1) there is no “singular reality” that can be studied 

independently; (2) the observers’ ideas cannot be completely separated from the observed; (3) 

what is true in one time and place will not always hold true; (4) there is no such thing as perfect 

“linear causality;” and (5) methodology cannot guarantee freedom from bias. With these beliefs 

in mind, I attempted transparency and clarity throughout the process to address trustworthiness. 
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Researcher Bias 

 Researcher bias is defined as a threat to the qualitative conclusions of a study, 

specifically the selection of data “that fit the researcher's existing theory, goals, or 

preconceptions, and the selection of data that ‘stand out’ to the researcher” (Maxwell, 2013, p. 

122). As mentioned above, I am a Deputy Superintendent in Connecticut who identifies as 

Latinx. This presents a strong commitment, investment, and a real validity threat to my research 

(Maxwell, 2013). My research bias stems from many sources, including my familiarity with the 

potential participants, my own experience ascending to the post of Deputy Superintendent, my 

knowledge of Latinx culture, and my knowledge of the districts in which the participants 

work/worked. I took great precautions to circumvent these biases, including writing analytic 

memos to capture my initial feelings and reactions to data (Maxwell, 2013). I attended to 

theoretical validity by seeking discrepant data and being open to data that surprised me 

(Creswell, 2012). Finally, I checked my findings with my dissertation sponsor and fellow 

doctoral students in my classes who were trained in qualitative research methods at Teachers 

College (Maxwell, 2013). Cross-checking my findings helped to address my researcher bias 

because it helped prevent me from forcing the data to fit my preconceived notions or theories 

(Maxwell, 2013). 

Reactivity 

The second validity threat to my study was reactivity. Reactivity is defined as the 

“influence of the researcher on the setting or individuals studied” (Maxwell, 2013, p. 124). I 

could not remove my influence on the researcher. As a Latinx Deputy Superintendent in 

Connecticut with past employment in several districts, I interviewed participants with whom I 

have had varying levels of professional interactions (Maxwell, 2013; Schreiber & Asner-Self, 
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2011). To circumvent this, I have not included any personal accounts or information about the 

participants based on past interactions in the data used for the analysis of this study. I included 

only what was discussed by participants in the three-part interview series in the data and as part 

of my analysis. Despite my previous interactions with the participants as educational leaders in 

Connecticut, I had no conflicts of interest that influenced my analysis of the data, as I am not 

employed or formally associated with the individuals now or when I conducted the study. 

Nevertheless, I acknowledge that as a fellow Deputy Superintendent who has a personal 

relationship with the participants in my study, I had the potential to influence their answers. For 

example, they might have wanted to tell me what I wanted to hear, and this may have influenced 

the validity of my study. As a Latinx educator, I have been privy to the rise of several Latinx 

leaders on the list of participants to the position of superintendency - we are in a relatively small 

state serving only half a million students or half the number served by New York City alone 

(EdSight, 2025). As a result, the participants in this study may have felt that I have some sense of 

camaraderie from my close contact with them as individuals and/or our shared Latinidad, or the 

opposite may be true. They may have felt that my knowledge of their status in the Connecticut 

community rendered me potentially biased against them. To address either of these underlying 

assumptions about me as a researcher, I stated explicitly my desire to accurately depict the data 

during the interviews and my promise to focus entirely on the data as submitted for my analysis 

and report of the findings during our first interview. I assured them that our relationships would 

not be influenced by the outcome, participation in, or answers to this study. I did this verbally. I 

also asked for their true perspective to help me understand how to support future 

superintendents. I explained that my intent was to inform future policy makers about the 

experiences of Latinx superintendents. I also assured participants that I would do all I could to 
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honor their confidentiality and would adhere to all IRB requirements. This included outlining the 

risks associated with the study, measures of confidentiality, use of pseudonyms to protect 

confidentiality, and data encrypted storage (Creswell & Poth, 2018; Maxwell, 2013). 

Descriptive Validity 

Descriptive validity is defined as the accuracy of the researcher’s reported data (Maxwell, 

2013). I ensured descriptive validity through the digital recordings, verbatim transcriptions, 

listening back to the recording as I checked for the accuracy of the transcriptions, and engaging 

in member checks with participants (Creswell & Poth, 2018). To address consistency across the 

interviews of the nine participants, I adhered closely to the three-part interview protocol 

described by Seidman (2013) with only one distinct difference. In the third interview, I asked 

participants to reflect on the meaning of three artifacts. Seidman (2013, p. 22) concludes that the 

reliability and dependability of interview protocols in a qualitative study are highly dependent on 

the researcher’s ability “to strive for a rational process that is both repeatable and 

documentable.” To that end, I ensured that the interviews were held for up to 90 minutes at each 

sitting. I also tried to ensure that the interval between sessions was no more than one week and 

no less than three days apart. Finally, I made certain that participants received the same exact 

information prior to the start of the protocol (Seidman, 2013).  

Interpretive Validity  

Interpretive validity is the degree to which the data is captured and portrayed as the 

meaning conveyed by the participants (Maxwell, 2013). I safeguarded against assumptions and 

poor interpretation of the data by using the analytic memos, triangulation, and pushing myself to 

“identify and analyze discrepant data” (Maxwell, 2013, p. 127). I conducted member checks by 

seeking respondent validation. I shared narrative summaries/vignettes with the participants and 
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adjusted them in instances where our interpretations are far apart (Maxwell, 2013). A second 

measure I used to safeguard interpretive validity was to include member checks at the beginning 

of the second and third interviews (Appendices TBD) to ensure that I accurately captured 

participants’ words (Creswell & Poth, 2018; Miles et al., 2020; Milner, 2007). Third, as noted 

above, I asked other doctoral students with qualitative training to review my coding (Maxwell, 

2013). These steps aided in ensuring that the intent of my participants’ stories was accurately 

reported. 

Theoretical Validity  

Theoretical validity is defined as the extent to which a study’s findings align with the 

theoretical underpinnings and conceptual framework of the study so that “the data collected is 

meaningfully connected to the theory being investigated” (Maxwell, 2013, p. 127). As noted 

above, my first round of coding was inductive. I utilized codes that emerged from the 

participants' words so that I could be responsible for the revelations of their stories. Second, as 

noted above, I sought discrepant data or asked ‘how could I be wrong when analyzing my data 

rather than only looking for data that would confirm my hypothesis” (Maxwell, 2013, p. 131). 

Third, I linked the data to “prior and emerging theory” (Miles et al.,  2020, p. 34), a deductive 

approach. I aimed for clarity in the descriptions and logical, “systematically related” ideas in my 

summaries and conclusions (Miles et al., 2020, p. 16).  Finally, I shared my data with other 

doctoral students and invited them to review my data to help bring out ideas that could be 

beyond my presumptions (Maxwell, 2013).  I triangulated the data across data sources and across 

participants. 
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Ethical Considerations 

 My selection process of nine participants was based on both participant availability and 

my ability to match their schedules. However, several considerations might have impacted my 

participants. I was able to accommodate potential participant schedules, so availability was not a 

deciding factor. I was clear with each participant that the interviews would take a total of 

precisely four hours and 30 minutes of their time. I did not end an interview early, nor did I 

allow it to run over. I recognized that this was a relatively large amount of time, given the hectic 

schedules of individuals on the list of participants. From an ethical standpoint, I wanted to make 

the logistics of the interviews very clear to them upfront, so they were able to consider fully if 

they could devote that amount of time to the study. I am very honored that they all complied with 

the schedule and made themselves available to me. In all, I conducted 27 interviews with nine 

participants. 

 Since there was a very small pool of potential participants, I explained to each that my 

findings would not include profiles that had the potential to make them vulnerable to 

identification by a reader. Instead, I explained that I would report out in a composite format 

across themes so no individual participant would be identifiable. I also took great lengths to 

share interpretations that represent both of our perspectives by having them review my findings. 

Limitations of the Study  

 This qualitative study had limitations, including sample size and generalizability.  

Sample Size  

 Sample size refers to the number of participants that will contribute data to the study 

(Maxwell, 2013). The participant sample for my study was intentionally designed to be small, 

with only nine participants. This allowed me to deepen the learning with these participants; 
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however, it was also a limitation. A larger sample size could have allowed for greater cross-case 

analysis between gender, years of experience, types of districts, and years of experience. 

Generalizability 

Generalizability is defined as the applicability or potential to extend the results of a study 

to other settings or individuals, but in qualitative research with a small number of participants, it 

is defined in terms of internal and external generalizability. Internal generalizability refers to a 

conclusion “within the case, setting, or group to persons, events, times, and settings that were not 

directly observed in the data” (Maxwell, 2013, p. 137). External generalizability refers to 

generalizability “beyond that case, setting or group to other persons, times and settings” 

(Maxwell, 2013, p. 137). The context of this study is very specific. It is focused on Latinx 

superintendents in the state of Connecticut. Since it is so specific, the findings might not be 

applicable to other leadership roles or to leaders in states with other types of structures.   

Chapter Summary  

The purpose of my qualitative study was to learn from the experiences of nine 

Connecticut superintendents who self-identify as Latinx. Specifically, I learned how they aspired 

to serve as superintendents. I also learned what inhibited them in their journey and how they 

persisted, as well as how, if at all, their identity as Latinx contributed to their leadership style.  

In this chapter, I have presented my research questions and a rationale for why I chose a 

qualitative methodology. I described the research site and participant selection. I then detailed 

my methods of data collection through interviews and an artifact review. I explained my steps for 

analyzing data. As mentioned throughout this chapter, I used research-based strategies to 

structure the research design plan of this study.  
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CHAPTER IV: FINDINGS 

In this chapter, I summarize the findings of the study as generated from transcribed 

stories, or testimonios, collected through 40.5 hours of data that were collected across three 

interviews with nine Connecticut Latinx superintendent participants. (Although my original goal 

was to interview eight participants, I had to reschedule with some participants multiple times, so 

I expanded the invitation to two additional participants and ultimately completed all nine 

interviews instead of eight.) Testimonios are stories or “life histories of people of color” aligned 

to LatCrit counterstorytelling (Delgado Bernal, 2002, p. 112). They involve participants 

engaging in critical reflection on their experiences within sociopolitical contexts, thus fostering a 

deeper understanding of their unique journeys (Delgado Bernal et al., 2012).  

Throughout the interviews, I continually interrogated my positionality to ensure an 

authentic representation of participants' intended messages rather than hearing what I may be 

predisposed to hear. Throughout the data collection and analysis process, I engaged in critical 

reflection, a process outlined by Milner (2007, p. 394), including: 

● Reflection of self - pushing for critical consciousness of personal values and beliefs that 

may influence listening and interpretation; 

○ I found myself challenged and surprised to hear from the male participants that 

they were rarely aware of discrimination, and I had to suppress the urge to 

interrogate these ideas further as if their statements or perspectives could not be 

true. To understand their perspectives, I needed to understand that their lived 

experiences as male leaders may have been distinctly different from my own. 

● Reflection of self in relation to others - learning about participants beyond assumptions 

based on shared Latinidad or past interactions; 
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○ I was surprised to hear one of the participants refer to “White Latinos” and “Black 

Latinos” as she described her lived experience and attributed much of the ingroup 

discrimination to White vs. Black within the Connecticut educational leadership 

network. After hearing this from one participant, I was far more open to hearing a 

similar account from another participant.  In one instance, a participant who 

identities as a Afro-Latina referred to me as a White Latina, though I do not 

identify that way, and I realized that this racial view could impact my 

interpretation of her account.  

● Engaged reflection and representation - including diverse voices, perspectives, 

narratives, and counter-narratives in interpretation and findings; 

○ In one instance, a participant provided a very detailed account of the impact the 

superintendency had on her family and married life. Although I was inclined to 

keep that information separate, it was undeniable that her professional career and 

personal life were very much intertwined and that her stories, although far more 

personal than her peers, were important factors to consider when describing how 

the job of superintendent impacted the individuals. 

● shifting from self to system - considering broader "historic, political, social, economic, 

racial and cultural realities" (Milner, 2007). 

○ In several instances, participants revealed their own biases about racial groups, 

and I probed to understand where their ideas had developed rather than judge or 

dismiss their ideas. For instance, one individual was frank about how they felt 

Puerto Ricans were viewed by the broader community, as lazy, as dumb, as 

unable to get ahead. The way it was said suggested that the participant felt their 
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was some truth to the stereotype.  While this was clearly only that participants 

view, I did my best to counter some historical trends about Puerto Rican 

migration and the economic status of the population based on the timeline of 

migration…I attempted to challenge the stereotype but to also ask more about 

how the participant gained that perspective. I was not successful. Instead, the 

participant insisted on moving on. 

In the first section of this chapter, I share descriptions that encapsulate the backgrounds 

and perspectives of all nine participants into four composite profiles (Alemán, 2010; Rios 

Taylor, 2023; Yosso, 2006). Within the composite profiles, I include direct quotes from a subset 

of the participants that summarize in broad terms their ascent, the superintendency, and their 

discussion of the connection and impact of their identity and leadership styles. In the following 

section, I go into far more detail regarding how the data address the four research questions of 

the study and refer to the composites as appropriate. 

Composites From Nine Participant Testimonios 

Composites are a way of storytelling that is used by critical race researchers to build 

community among those on the margins of society, to challenge dominant narratives, to nurture 

community cultural wealth and reject deficit ideology, and to contribute to the knowledge that 

can transform education (Alemán, 2010; Creswell & Poth, 2018; Delgado, 1989; hooks, 1990; 

Yosso, 2006). In the first section of this chapter, I share descriptions that encapsulate the 

backgrounds and perspectives of all nine participants into four composite profiles (Alemán, 

2010; Rios Taylor, 2023; Yosso, 2006). Within the composite profiles, I include direct quotes 

from a subset of the participants that summarize in broad terms their ascent, the superintendency, 

and their discussion of the connection and impact of their identity and leadership styles. In the 
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following section, I go into far more detail regarding how the data address the four research 

questions of the study and refer back to the composites as appropriate. 

Four Composite Profiles 

In this section, I will share four profiles created from combining the backgrounds of the 

nine participants (Hicks Tafari, 2018; Rios Taylor, 2023; Solorzano & Yosso, 2002; Yosso, 

2006). Each profile incorporates data from participants with more closely aligned backgrounds, 

experiences, perspectives, or strategies utilized during their rise to or tenures as superintendents. 

The composite counterstories challenge majoritarian narratives of people of color through 

cohesive stories, rather than just a detailing of patterns, presenting the data through narrative 

accounts (Alemán, 2010; Baldwin, 2005, Yosso, 2006). Unlike Alemán (2010), Baldwin (2005), 

and Yosso (2006), I do not include dialogue in the composites, but I do include quotes from 

participants based on conversations they had with third parties and conveyed to me during their 

testimonios.   

 In total, the four profiles include information from all nine participants. This composite 

format allows the reader to “vicariously experience what is described and confront key 

assertions” made by more than one participant, to access “the full range of evidence upon which” 

I “based” my “interpretation,” and “experience how the study [data] evolved and emerged from 

the perspective of the researcher” while maintaining the anonymity of the participants (Baldwin, 

2005). I created profiles that highlighted the most recurring life experiences for participants. In 

profile 1, I describe the immigrant stories (6/9), in profile 2, the ascent of male superintendents 

(3/9), followed by profile 3 of the strategic networkers (4/9), and finally, profile 4, with the 

greatest critiques of Connecticut’s systems and structures (4/9). Profiles 1, 3, and 4 include data 

from both female and male participants, while profile 2 only includes data from male 
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participants. This is because the data from the four male participants was distinctly different 

from the data from the female participants. This data is depicted in Table 8. 

Table 8 

Four Composites Representing 9 Participants 

Composite Name Description # of Participants 

Dr. Sofia Jiménez The Immigrant Story - participants described their experience 
learning English, often facing discrimination, and overcoming 
obstacles. 
 

6 

Mr. Ignacio Pérez Early Recognition to Ascend for Men - male participants 
experiences including early recognition for their skills early and 
a relatively quick rise through the ranks. 
 

3 

Dr. Consuelo Colón Strategic Networking and Advocacy - participants described 
their advocacy and networking as central to their mission to 
help all Latinx leaders be successful. 
 

4 

 Dr. Julia Sánchez Critique of Connecticut - the participants lived experience 
included leadership positions in other states, and because of 
this they were able to critique Connecticut for supports they 
were missing and had elsewhere. 

4 

 

Profile 1 - Dr. Sofía Jiménez, Immigrant Leader - 

"We have to work 10 times harder. We have to be 10 times more credentialed. We could be doing 

10 times better work, but we aren’t seen." 

 

Dr. Sofia Jiménez is a high-achieving Latinx superintendent in Connecticut whose 

professional trajectory was born out of a profound commitment to social justice, fueled by 

personal experiences of immigration, language barriers, and educational inequity. Born in a 

Spanish-speaking country, Dr. Jiménez immigrated to the United States as a child and spent 

many years traveling back and forth with her family to visit her homeland. Her upbringing was 

characterized by strong family values centered on education as "the key out of poverty" and a 

deeply embedded sense of community responsibility. 

Dr. Jiménez excelled academically yet encountered systemic barriers in navigating the 
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monolingual educational landscape of the United States. She was fortunate to encounter some 

support from school staff, such as a coach who helped her overcome the barrier of opening her 

locker to avoid detention, and teachers who mentored her and opened the library early for her to 

practice reading. Her ambition to enter education was crystallized by a loving teacher in ninth 

grade, who "fought for us as a group of Latinx students." That teacher’s influence solidified Dr. 

Jiménez's desire to become an educator and to "look out for Latinos." She realized that the only 

way to effectively create change and dismantle inequity was "to be at the higher ranking level of 

education." 

Dr. Jiménez initially aspired to become a lawyer, but the financial barriers caused her to 

pivot, realizing that she could “barely afford [her] first year of college." She shifted her focus to 

education as a means to dismantle the very barriers she faced. She leveraged her background as 

an immigrant and Spanish-dominant speaker to advocate fiercely for students who looked like 

her, eventually ascending through teaching in high schools in multiple districts, principalships, 

and central office roles, driven by a desire to ensure all children had the opportunities she 

initially lacked.  

Dr. Jiménez's experience as a Spanish-dominant student reveals a duality: the intense 

need for English mastery combined with the realization that the system often viewed her 

linguistic identity as a deficit rather than an asset. On the challenge of navigating the system as a 

Spanish-dominant speaker, Dr. Jiménez reflects, “My limited English was definitely a 

handicapping condition for me, because teachers did not really know what to do with bilingual 

students…they didn't know what to do with monolingual students from another country, much 

less bilingual students.” Even after achieving professional success, she often used her accent and 

ongoing effort to connect with parents. She would share with them, "I don't speak the language 
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perfectly. I used to have a little book that I used to write down the words that I didn't know or I 

couldn't pronounce." Despite her high academic performance, Dr. Jiménez experienced firsthand 

the subtle and overt exclusion from advanced coursework and opportunities for mobility. She 

saw that students who were not known or understood were frequently placed in lower tracks. She 

expressed that her counselors "want[ed] to put me in a special education class, or they want[ed] 

to put me in low-level classes." Upon entering high school, she approached her guidance 

counselor about college plans, only to be told, " I recommend that you go to a community 

college.” She said it was because “you've only been out of the bilingual program for a year, and 

so I don't think you're ready yet." 

In one professional opportunity, Dr. Jiménez noticed an attempt to steer her away from a 

respected track in which she would be spearheading a science and math program. She challenged 

her supervisor, "Why am I not going to [lead] the STEM Academy? Look at my transcript. 

Makes better sense for me to go to the STEM Academy... But, I guess a Latina wasn't good 

enough for the STEM Academy."  In later leadership roles, she discovered the damaging lack of 

access for Latinx students, having found data showing "no Latinos in AP classes." This 

motivated her to develop classes for AP specifically that recruited Latino students, asking the 

teaching staff, "Where are the Latinos? I mean, they have the same brains [as] all the kids have." 

The systemic discrimination and the realization that barriers were deliberately erected 

against students of color transformed Dr. Jiménez's professional ambition into a deeply personal 

quest for social justice. The motivation to enter education was driven primarily by external 

injustices: "It was because of my lived experiences as they relate to injustices and the injustice 

that I experienced for the very first time." This determination evolved into a deliberate strategy 

to take on administrative roles to influence change at the highest level. "It was that quest for 
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breaking those barriers… making those wrongs into rights. That drove me to say, I wanted to set 

policy. I needed to be in that superintendency seat." 

Dr. Jiménez often faced resistance, even being told by a board member in one search 

process that "They didn't want a Latina," despite her being "The best candidate." She understood 

that her core mission required fighting for resources and systems for marginalized communities. 

"I didn't go in there because I love kids... I went in there because I wanted to make sure that I 

could contribute to helping Latino kids and minority kids get an opportunity that I knew they 

were not getting with somebody else." She explicitly chose to champion qualified staff of color, 

often arguing their credentials despite internal resistance. She refused to allow her core moral 

obligations to be compromised, stating in a room filled with parents and teachers reviewing a 

contentious report showing adult misconduct within the district, that if their expectation of her 

was "Not to uphold the moral and ethical obligation that we have, then I do not want to be your 

superintendent, and I am fine with that. If that is the expectation, don't pick me." 

Profile 2 - Ignacio Pérez, Early Recognition to Ascend for Men 

“I am so blessed to have had people who have taken an interest in me... So I've always felt this 

stewardship that…if they believe in me, then I must be able, I need to rise to that and deliver. 

Therefore, I wasn't really looking to ascend. It happened.” 

 

Ignacio Pérez is a prominent Latinx superintendent in Connecticut, whose rapid ascent 

from the classroom to district leadership was uniquely shaped by intentional mentorship, strong 

cultural ties, and a deep, early exposure to systemic inequities. Pérez was born in an area with a 

strong Latinx presence, having roots in a predominantly Puerto Rican/Cuban neighborhood in 

Connecticut. He notes that his immediate experience of the world as a child was shaped by his 

locality, “Often the poor part of town near the railroad tracks.” His parents strongly emphasized 

that education would help him combat poverty, yet he encountered systemic obstacles from an 



 

 115 

early age. He also observed institutional segregation where anyone who did not speak English or 

had a disability was put into separate tracks. What ultimately saved me was sports in school, 

where he describes himself as a curious kid who liked to poke the bear, and a class clown. 

Despite his eventual success, he regrets not immersing himself more linguistically, noting he is 

only conversational in Spanish and that fluency would only make himself that much more 

marketable. However, his family did a great job of balancing assimilation with the retention of 

"La Cultura," celebrating Noche Buena and other traditions, and he was always proud of his 

heritage. 

Superintendent Pérez initially pursued a business management degree and a minor in 

psychology but quickly pivoted to education after finding no fulfillment in the business field, 

realizing that his calling was aligned with what's best for kids, which should drive everything in 

education. His professional trajectory began with a tutoring position for English as a second 

language learners, which led to a fourth-grade teaching position in that same school. He quickly 

established himself as one who looked forward to taking on challenges and was accepting of 

change and new roles, teaching fourth, third, multi-age, fifth, and sixth grade to accommodate 

budget cuts. His entry into administration came quickly and was often facilitated by others. After 

just two or three years of teaching, the Assistant Superintendent asked him to apply for an entry-

level administrative role in the bilingual department. By age 27 or 28 years old, he was promoted 

to become the Director of Bilingual Education for an urban city, followed by ascending roles 

such as Supervising Director for Student Equity and Placement (managing magnet schools, 

desegregation, and special education placement) and Executive Assistant (Chief of Staff) to the 

Superintendent. These central office experiences were fraught with adult issues that have nothing 

to do with children and conflict, leading him to eventually ask for a transfer back to a school, 
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where he became the principal of a junior high. The entire ascension from teacher to Assistant 

Superintendent took little more than 10 years. 

Superintendent Pérez attributed his swift and successful ascent directly to influential 

mentors and supervisors who recognized and nurtured his potential, noting that he felt very 

supported along the way. In his first teaching district, the superintendent “must have seen 

something in me” and subtly mentored him by pulling him in to discuss leadership and handing 

him educational leadership articles, eventually asking, "Have you ever considered being a 

principal?" His former superintendent later reconnected with him when Pérez felt a little bit 

complacent, encouraging him to take on a larger principalship. Another immensely influential 

figure was his superintendent who was, “By far the most influential person in my life to push me, 

guide me, mentor me," telling him, "You're destined for bigger things, but you have to stay open 

to them." Having benefited greatly from this sponsorship, Pérez now views his success as a form 

of stewardship, feeling a duty to pay it forward. He proactively talks to his director of curriculum 

and elementary principal about pursuing the next step, noting, "I feel I need to be selfless in that 

way, to help them keep growing and keep going for things, because others did that for me." 

Regarding gender and opportunities, Pérez asserts, "I don't feel any different than 

anybody else, in any other ethnicity, any other gender, etc., in terms of my opportunities." 

However, he acknowledges that his career was significantly influenced and supported by women, 

including his wife (a social worker who suggested he try teaching), and his Latina Director of 

Curriculum, making him and her the "two highest ranking leaders of Latino descent" in his 

district. Although he did not perceive any differences personally between him and his female 

colleagues as to opportunities, he acknowledges the distinct struggles of women in leadership 

that he has seen from afar. At the same time, he remembers an instance when he was resented 
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partly because he was popular with a unique professional background. There was an instance in 

which he recognized the role that bias played when a board member told him he needed to "Go 

out and get more experience and then come back." A comment he believes they would not have 

made if he had not been a minority. 

Family is very important to Superintendent Pérez, and he has always made sure that the 

Board of Education knew that his commitment to the district is only outmatched by his 

commitment to his family. He has always made it a point to carve out important time to be 

present for his family and calls himself “a family-first guy.” He explained that when he puts 

family first, it contributes to his ability to serve and persevere in the job. He also wanted his 

unapologetic devotion to family to serve as a model for up-and-coming educational leaders, so 

they too seek balance in their positions because it will make them better leaders. 

Profile 3 - Dr. Consuelo Colón, Strategic Networking and Advocacy 

“We have this external entity, constantly shaking the jar, and then we're fighting with one 

another, not realizing that they are intentionally doing this because they don't want us to work in 

collaboration with one another, of course.” 

 

Dr. Colón used the analogy of ants in a jar, some black and some red, to articulate that 

internal conflict and lack of collaboration among people of color that are often driven by outside 

political entities whose aim is to maintain control by preventing unity. When the jar is still, the 

ants get along just fine, but when the external force shakes the jar, the ants go to war with each 

other, unaware of the external forces. Dr. Colón says this underscores the critical need for 

strategic collaboration among people of color to counter these external forces. She recognized 

that people of color must intentionally foster this support.  

Dr. Consuelo Colón is a highly successful Connecticut Latinx superintendent whose 

trajectory into educational leadership was driven not only by personal achievement and resilience 
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but also by a strategic, deliberate commitment to collective advancement through networking 

and organization. Dr. Colón recognized early in her career that individual success was 

insufficient to dismantle the deep-seated inequities in the education system, particularly the 

severe underrepresentation of Latinx leaders in Connecticut. 

Dr. Colón's motivation stemmed from a profound sense of social justice, born from her 

experiences growing up poor in a tight-knit Latino community, where her family supported her 

drive and ambition through educational attainment. With their support, she overcame the 

firsthand consequences of systemic tracking and exclusion. Despite being highly capable, she 

was tracked into low-level classes, denied access to AP or dual enrollment courses, and nearly 

missed college due to financial barriers. This trauma of injustice turned into anger at the system, 

leading her to pursue education with the goal of institutional change, realizing that kids shouldn't 

have to struggle like I’m struggling. I'm going into education because I'm going to change it.” 

She quickly understood that influence meant breaking barriers and that meant being in 

increasingly higher positions of power.” Dr. Colón's career progression was intentional, seeking 

out roles that would build her capacity to lead entire systems. After success as a teacher and 

building leader, moving from teacher straight to principal, skipping assistant principal roles, she 

purposefully moved into central office positions to gain holistic experience, believing she needed 

to experience as many roles inside the system before going into the superintendency. She 

deliberately sought out advanced training, completing her doctorate through a special union 

partnership program to gain the credentials necessary for leadership in any type of system, in any 

state. She recognized that university programs alone were insufficient, stating that they "Don't do 

a good job of really bringing the reality of the superintendency to the program." Therefore, she 

supplemented her degrees by attending leadership academies like the New Leaders for New 
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Schools that took her to Boston for an entire summer of leadership training, and the Broad 

Superintendents Academy (where she was the "first Latina" participant), which offered the 

"Real, hands-on on about the reality of the superintendency" needed for the job. 

Dr. Colón’s success was not a solitary effort; it was the result of prioritizing and 

cultivating strategic networking and mentorship within a predominantly White and often hostile 

professional environment. She recognized that to overcome institutional skepticism, she had to 

seek out mentors and leaders from other backgrounds and political clout. Dr. Colón intentionally 

cultivated relationships with white male mentors to gain perspective on navigating the White 

male-dominated field. She believes that as a result, she was consistently encouraged and 

promoted by people who saw her potential, often women and minority leaders. One of her most 

influential mentors was a Latina superintendent who told her to stop limiting herself and pushed 

her to get certified, saying, "If you don't have your credentials, get them ready. I'm 

recommending you to be the next superintendent." Another Latinx mentor told her, "You need to 

go be a superintendent; we need women like you." 

She found power in affinity groups of Latino leaders. Upon moving to a large urban 

district, she was relieved to find herself surrounded by other Latinas who were also leading 

schools, creating an affinity group where members could have honest conversations and support 

one another. Dr. Colón is emphatic that this type of networking is the single most important 

action for Latinx leaders to ascend. She strategically used opportunities like attending state 

events through her small district position to network with like-minded people around the state. 

This networking led directly to the creation of a powerful advocacy group. 

Dr. Colón was instrumental in forming the Connecticut Association of Latino 

Administrators and Superintendents (CALAS) affiliate to address the dismal representation 
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statistics. The formation of CALAS was intentionally political and strategic. The founding 

members, a team of strong Latinx women primarily, were intent on a collective strategy and very 

clear about wanting to start this new organization to promote Latino educational leadership 

within the state. They understood that they needed a collective political apparatus because "We 

are not strategic at all" on a large scale. The group deliberately planned to elevate their members 

by elevating their visibility, knowing that success would be shared. To her, they said, "You are 

our face, because we have to put you out there, your name out there for the public to see, so the 

public knows who you are." 

Dr. Colón actively engaged leaders of influence, including Dr. Miguel Cardona, as an 

early member, prior to his ascent to Commissioner of Education in Connecticut. This was part of 

a larger, deliberate strategy to gain power and representation. She recalled meeting a future 

colleague and saying, "I got her, I got her, I'm definitely going to hook her" to bring her into the 

network and support her trajectory. Dr. Colón's mission has been to use her position to engage in 

"Intentionality to support one another." She actively mentors, often telling young leaders, "You 

could do this, you could do this, YES, you could do this" when their confidence wavers.  

Dr. Colón maintains that this organized strategy is necessary because the environment 

remains toxic and competitive, even among Latinx peers. She has faced sabotage from within the 

Latino community, where individuals intentionally disparaged her and fed negative information 

about her to search committees to promote someone else. This internal strife proved to her that 

Latinx leaders are not pulling together in the way necessary for political efficacy and that the 

Black community is further ahead in creating strong coalitions that the Latino community can 

use to increase representation of Latinos in leadership. 

In difficult times, she has witnessed friction between immigrant Latinos and U.S.-born 
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Latinos, and in Connecticut, where the largest group of Latinos are Puerto Rican, she has 

witnessed exclusionary actions from the majority group, explaining that at times she detected a 

pattern of Puerto Rican Board members attacking Latinx superintendents from other Latinx 

heritage. She says this is likely because, “They don't have a fear of deportation, they don't have 

vulnerabilities that the Latinos that are coming from other places do, and they resent that Latinos 

that are coming to [Connecticut’s urban cities] from other places.”  She was disheartened by the 

lack of support of prominent Puerto Rican leaders when non-Puerto Rican Latinx 

superintendents needed solidarity from their colleagues. Instead, some embattled Latinx 

superintendents reported they felt slighted and ignored because they “Never heard from [Puerto 

Rican educational leaders]...[they] stopped taking calls” almost as if they were disassociating 

with those in trouble. 

Ultimately, Dr. Colón believes that Latinx leaders must establish a strategy for greater 

cohesiveness among Latinx leaders, increasing representation, challenging the status quo, and 

fighting for resources—a fight that is getting worse in the current political climate. She warned 

that without a political strategy and organization, Latinx leaders will continue to face the reality 

that Connecticut is a place with "Two different standards based on race” and a place where the 

entire Latino educational pipeline is at risk. 

Profile 4 - Dr. Julia Sánchez, Critique of Connecticut 

 "I will not work in Connecticut again, because Connecticut is a suicide track for people 

of color."  

 

 Dr. Julia Sánchez is a highly influential Latinx superintendent who has led multiple 

districts across the East Coast, bringing an unyielding focus on social justice derived from her 

lived experiences as a Latinx student and educator. Her professional and personal trajectory was 

built on overcoming systemic barriers, instilling in her a unique understanding of the toxicity and 
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challenges facing educational leaders of color, particularly within the complex political 

landscape of Connecticut. 

Dr. Sánchez's early life was marked by a deep sense of family and a keen awareness of 

socioeconomic and racial disparities. She grew up in impoverished urban areas with parents who 

supported her as best they could. Her motivation to enter education was not initially pedagogical; 

she considered careers in medicine or law but pivoted when she faced the high costs of law 

school and later when she realized that to answer her calling for service, demanded her presence 

in schools.  

This commitment was primarily driven by her experiences of injustice. As a child, she 

recalls being pulled out of first and second grade to translate for new Spanish-speaking families, 

noting, “There's something wrong with this picture." She also observed overt tracking and 

segregation firsthand, remembering that anyone who did not speak English or had a disability 

was relegated to a demoralizing place known as "room one." At just 15, she opened a small, free 

Escuelita in her home for children whose parents could not afford kindergarten, an effort born 

from a sense of equity and social justice, though she "Didn't call it equity, I didn't call it social 

justice" at the time. 

Dr. Sánchez began her professional career teaching science and English in urban high 

schools in the northeast. However, despite graduating with honors from college, she was 

blacklisted by her own hometown district as a troublemaker because she had previously 

organized protests for bilingual staff and was rejected for a new teacher position. She was forced 

to seek employment elsewhere. Later, through hard work, her administrative path started in 

central office roles, leading diversity and equity initiatives, such as serving as the Director of 

Bilingual Education in a major city, then supervising Director for Student Equity and Placement, 
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developing magnet schools, and managing special education services. She found that her time in 

the central office was less focused on student performance than she’d hoped for, leading her to 

prefer time in schools, ultimately becoming a principal. 

Dr. Sánchez holds multiple degrees, including a PhD in bilingual education and teacher 

preparation, and an EdD in leadership from one of the most prestigious universities. She noted 

that traditional university programs were insufficient, stating that "University programs don't do 

that job [preparing Latinos for leadership]...they do a different job. They will give you the 

license." Her essential preparation came instead from intensive training academies and 

mentorship from influential leaders of color. Her professional choices were intentionally focused 

on maximizing her influence on the vulnerable population, "My choice has always been to be in 

a school district with a large population of Latino kids and or a large population of minority 

kids." She has held several superintendencies and is critical of the unique ways that Connecticut 

contributes to the difficulty of Latinx superintendents. 

Dr. Sánchez offers a strong critique of the systemic barriers and political climate in 

Connecticut, frequently describing the state as a challenging and hostile environment for leaders 

of color due to the political climate and the board dynamics in the state. She believes the 

environment in Connecticut is "So hostile and vitriolic, there is no opportunity for anyone who is 

an outsider to come in and exert real change, none. It is a suicide track for people of color." She 

noted that, despite being considered a blue state, many of the values and political behaviors are 

"Very conservative and politically toxic." She believes Connecticut is "Heavily invested in 

making sure its working class remains undisturbed" and views minorities as "The help." This 

toxicity manifests through constant opposition and microaggressions, where she has received 

derogatory emails and dealt with union leaders who behave in ways they "Would not have 
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behaved if I were a white male." 

She observed that Latinx superintendents must constantly outperform their peers to 

justify their presence. Dr. Sánchez recounted one instance, declining a superintendency offer 

after a board member stated that the biggest challenge was "That those Latinos from the Bronx 

were moving up to their school district, and they were damaging their school district." The 

failure of other board members to intervene signaled a pervasive, hostile culture. 

The challenges extended to interpersonal relations, where Dr. Sánchez noted that she is 

constantly under attack, navigating curve balls, and managing her environment in fear for her 

job. She attributed this to the board of education churn, which requires board member elections 

to occur every two years, some on a rolling basis, but on other boards, all members are elected in 

the same year. She says building trust, combating inequities, and sustaining change is nearly 

impossible. Adding to the problem of churn is a small pool of board member candidates from 

relatively small towns, making it difficult to attract and sustain candidates with collaborative 

dispositions that understand the work of the board should be non-political. 

Dr. Sánchez highlighted the extreme disparity between the growing Latinx student 

population (currently 32.1% and rising) and the flat number of Latinx superintendents (2.9%). 

She specifically noted that the largest urban districts, such as Waterbury and Bridgeport, which 

are "majority Latino" in terms of student population, are not led by Latinx superintendents. This 

profound mismatch shows that Connecticut is "Still extremely segregated." She criticized the 

state's lack of action, noting that the State Department and universities are not actively recruiting 

or organizing leaders of color to fill these positions. Furthermore, when Latinx superintendents 

leave, they are often replaced by non-Latinos, preventing growth in representation. 

The fight for a Latinx superintendent, according to Dr. Sánchez, is fundamentally about 
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securing resources and opportunities for marginalized students. She criticized districts that tell 

candidates they want change but then refuse to support necessary systems. She found low 

expectations in districts “goes beyond the school…it goes beyond the principal…it is the culture 

of the entire system, and that includes the board."  She explained that the low expectations, such 

as the absence of Latinx students in college-level courses, are not confined to teachers or 

principals but represent a deeply shared "belief system" throughout the entire district culture, 

including the board. The desire for equity demands costly resources, such as creating "an algebra 

camp for kids, they can take algebra in the summer" for students whose parents cannot afford 

private tutoring. She lamented the lack of rigorous teaching standards in Connecticut, noting that 

the state does not mandate that all teachers and administrators receive training in second 

language acquisition, a requirement in states like Massachusetts. She views Massachusetts as 

"Much more progressive because it dedicates money to have bilingual development for the 

workforce." 

Dr. Sánchez concluded that while superintendency is rewarding because it allows her to 

fight for opportunities, Latinx leaders need to be prepared "mentally and emotionally" for the 

difficult conversation required to procure those resources, a fight that she believes is worsening 

in the current political context. 

Research Questions Findings 

In this next part of the chapter, I report the findings of the study and answer the four 

research questions. Within each question, I provide a summary statement of the most prevalent 

findings related to the question, a more detailed report on the top three themes that emerged from 

the coding process in response to that question, and I discuss the major findings that emerged 

from the data. 
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Research Question 1: What were their motivations to ascend to the superintendency? 

Top three Motivations  

The largest motivators to ascend that repeated across all participants were: 1) access to 

mentors and supportive environments both professionally and personally (9/9); 2) a desire to 

increase Latino representation in leadership roles, in the superintendency specifically (9/9); and, 

3) the need for advocacy and influence over better outcomes for all students, including Latinx 

students (9/9). 

Mentors and Supportive Environments 

Ignacio Pérez entered teaching from a military background, and he found that this 

impressed the administrator so much that they immediately recruited him for a position…he said 

to them: 

Time out, time out. You don't understand. I know nothing about children. I know nothing 

about education. I was a Marine officer, and I still am. I was going into the reserves. I 

said...I'm not even in a preparation program. Then they said, ‘That's not a problem. You 

passed that test. We're going to support you’…long story short, they supported me.  

While on the job, he was recognized early in his career as a strong leader and spent very 

little time as a teacher before he was asked to work in the central office in the bilingual office. 

He credits his early ascent into leadership to other male mentors who saw his potential and 

provided him with good opportunities to learn and take on more responsibilities. He learned to 

maintain very good relationships with people whom he could learn from, and he sought out those 

opportunities for advancement. Sometimes, he’d just get the call and would have to lean on a 

mentor or support from his family to believe that he could do more.  

Similarly, Dr. Colón, who started her career outside of Connecticut in a big city, felt there 
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were many opportunities for growth extended to her and her Latinx colleagues, though many of 

the programs she was invited to join seem segregated, just like the city. All the Latinx leaders 

seem to attend professional learning together. One positive thing about that was that she found 

affinity with other Latinos early in her teaching and leadership years, always working for a 

Latinx superintendent. She expressed her appreciation for one mentor who encouraged her to 

showcase her good work and promote the way she was never satisfied, always reaching for the 

next great thing to do: 

You always do these great things, but you don't showcase what you do, or you're doing 

this really well, but you need to do this. It was always like, you're doing this great, but 

this [needs to change too], you're doing this great, but this [needs to change too]. And I 

love being around people like that, right? Because…she always helped me be better at 

what I was doing in the context of the work.  

Additionally, Dr. Colón says that the district outside Connecticut was instrumental in supporting 

her to complete her doctorate. She attended classes after work with many other district 

administrators right in the central office, in a cohort program that was designed by the district 

with a university to have more practitioners complete the doctorate.   

Dr. Sánchez also expressed that mentoring was key to her success as an early leader in 

schools and as a superintendent. She credits the networks that she was able to join, which were 

organized by the state and the large school districts where she worked.  

Increasing Latino Representation 

Dr. Sánchez was very deliberate and strategic in her pursuit of the superintendency, and 

her drive grew out of a strong desire to increase Latino representation in leadership. This idea 

came early in her school days when she recognized that there weren’t many teachers of color or 
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teachers who were bilingual. She also knew that as a teacher, younger Latinas would often lean 

on her for support. As a building administrator, she often felt like the “only one” when working 

in more rural areas, and she had to seek out more urban settings where principals and central 

office administrators of color were more prevalent. Working closely with other successful 

leaders of color, she was motivated to start the Connecticut Association for Latino 

Administration (CALAS) to increase Latino representation in the state in the administrative 

ranks.   

She says it's the only way that the Latino community and the Latino educational pipeline 

can improve educational attainment, because the entire pipeline depends on the leaders. They do 

the hiring, they do the coaching, they set high expectations, and without more Latinx leaders, 

teachers of color, and students of color, their successes will not be showcased. The community 

needs to be strategic at every level of the pipeline. She warns her colleagues that more must be 

done: 

I think I'm really concerned about our state. I'm very concerned that I don't see enough 

pipelines moving up for Latinas, for people in leadership, right? I don't, I don't see 

enough…people being attracted into the profession and also coming up the pipeline…if 

we're going to build the numbers, we're going to have to address that pipeline 

issue…there's certainly some things that I've seen done [in my district]. We've got…an 

amazing high school here that has a pipeline. We have kids who are graduating with 35, 

40, 50 credits in education to go to CCSU. So Latinas, a lot of Latinas are doing that.  

Dr. Colón is equally concerned and spends most of her time working in community 

organizations serving Latinos in need of social services beyond educational services. Her 

successful climb up the leadership ladder has been about partnering with leaders from other 
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industries and other sectors because the increase in representation of Latinos needs to span every 

walk of life. She has always found encouragement from Latinos beyond the realm of education. 

In college, at a time when she was struggling to pay her tuition, she was approached by a Puerto 

Rican professor who offered a place in the social work program in return for a large scholarship. 

She is also adamant that capacity building into leadership started early for her and should start 

early for all students: 

I leverage my influence to build capacity, bring, continue to bring other people up, which 

has been like a thread throughout, always, teacher leadership, capacity, student capacity, 

student leadership, parent leadership, siempre, siempre, siempre, siempre. 

Advocacy and Influence 

Dr. Jiménez believes that for Latinx women, the job is extremely rewarding and not for 

the reasons most people would cite, “not about loving children” but because we want what is 

best for them, what is equitable: 

I just want to say that becoming a superintendent is for Latina women, particularly. I 

think it's very rewarding, because I think we're going into it for different reasons, right? 

We are going for different money. We go in there with a different purpose. We go into it 

to make sure we help our kids, because we…know the struggle our kids are going to 

have. And so I think that's the reason we're going…I don't want to say we're going there 

because we love the kids. Oh, I love kids. [but], NO, I didn't go in there because I love 

kids. I went in there…because I wanted to make sure I could help Latino kids and 

minority kids get an opportunity they could not…get with somebody else. 

 Most of the participants in this study explicitly expressed the desire to move up the ladder 

of leadership to gain influence and advocate for opportunities for all children, and for some, it is 
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explicitly for students of color, Latinx students, multilingual learners, or students with 

disabilities. Facing greater responsibility never seems to deter the rising superintendents. Ignacio 

Pérez even described the need for greater influence as an inevitability, because after mastering 

the functions of one job, he did not want to feel complacent and would start to look for the next 

role.    

Summarizing the Major Findings From RQ1 through the LatCrit Lens 

The first major finding from the information collected for RQ1, using the LatCrit tenets 

as a lens, is Collective Liberation, or the idea that by leveraging the Latino communities' 

collective power and influence, the nine Latinx leaders found ways to help other Latinx 

educators and students. This finding captures how the leaders' personal success is inherently tied 

to the LatCrit goal of transformative social justice. I will describe this in further detail in Chapter 

V. 

Research Question 2: What were their inhibitors to ascend to the superintendency? 

Top Three Inhibitors 

The largest inhibitors to ascend to the superintendency were: 1) a lack of support from an 

established network of Latinx professionals lifting each other up, serving as role models, 

mentoring, and encouraging each other to persevere (6/9); 2) self-doubt and impostor syndrome 

regarding preparation and skill (7/9); 3) discrimination that prevented access to opportunities 

based on language and racial bias (6/9). 

Lack of Support From Established Network 

Dr. Jiménez, Ignacio Pérez, Dr. Colón, and Dr. Sánchez testimonios were primarily 

centered on what motivated them rather than what inhibited their ascent. Further, the inhibitors 

they discussed were closely tied to some of the motivators listed under RQ1, such as finding 
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mentors - while they all successfully found mentors, their mentors rarely came from close 

contact with direct supervisors or family members, since they experienced so few Latinx leaders 

in the leadership ranks. The major inhibitors are about the struggle to find their way, including 

the network, confidence, and opportunities. 

My second finding is that all nine participants noted that a lack of support from an 

established network of Latinx professionals inhibited their ascension to the superintendency. 

Throughout my 40 hours of interviews, participants mentioned a need for more support 27 times. 

Self-doubt and impostor syndrome regarding preparation and skill (9/9); and discrimination that 

prevented access to opportunities based on language and racial bias (8/9). 

Dr. Jiménez, Ignacio Pérez, Dr. Colón, and Dr. Sánchez described their efforts to secure 

mentors as difficult at times, especially because of the lack of Latino professionals with whom 

they were acquainted growing up and within educational settings as colleagues or supervisors.  

Dr. Sanchez illuminates how not having a mentor who can see the world through her lens is 

challenging, noting, “One of the things that's so challenging in my work right now is not 

having…a mentor of color, that I can sit and…I can cry about all the stuff that I have to deal with 

every day…it's hard.” 

To compensate, Dr. Sánchez, for instance, describes seeking out a White mentor who 

would share a perspective that was very different than her own, but once a crisis occurred and 

she was facing detractors pushing an agenda, the relationship with that mentor didn’t serve her 

anymore. She said that her White mentor could not see her point of view and kept pushing her to 

consider what she could do differently. What had she done to contribute to the situation? It was 

as if the White man wanted to analyze the situation only from a colorblind approach.   

I don't know if I can continue being mentored by him. I had him as a mentor because I 



 

 132 

feel it's always good to have a white male perspective in my work, because this is a white 

male-dominated field…but I also am not in the frame of mind right now to have 

somebody…say, like, what did you do to cause this, because I could tell you 1000 things 

I would do differently, like I should have said…we're gonna reinstate bands and strings 

sooner than I did. But…because I was trying to work with the mayor who was 

bamboozling me, and I was trying to be a professional…I sit now and…smack my 

head…against the wall…and I could tell you 1000 things I could do differently, but that's 

not what I need right now, right? And… his white privilege doesn't allow him to see a lot 

of what I'm dealing with.  

While Dr. Sanchez noted the lack of accessible mentors, Dr. Colon identified internalized 

oppression within the community, or the behaviors of a group of people who are unconscious 

about how to support each other to benefit the entire community, as the reason for the lack of 

support (Douglass et al., 2019; Valdes, 1998). Dr. Colón described her frustrations: 

Sadly, we tend to be a community that, for the most part, we don't support one 

another…it's like, ‘Hey, you there. Let me see what I can do to kind of bring you down a 

notch.’ 

This was similar to Dr. Colon’s description of “ants in a jar” and feeling that Latinx populations 

are pitted against one another.  

Unlike the literature that I included in Chapter Two, the women in my study did not feel 

the family pressure to follow more traditional roles, but rather they were supported by family to 

pursue the demanding job of a superintendent (6/9). The women in this study who discussed 

early family influence described how family members steered them into professions that were 

more profitable, such as the law or medicine. However, they had feelings of being “alone” or 
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“the only one” early in their leadership careers. Although they had family support to follow their 

ambitions, once they gained professional success, they found themselves isolated. 

For instance, Dr. Sánchez tells the story of being reprimanded for taking time to travel 

out of the country to see her dying mother. Her supervisor at the time acted as if she was lying 

for wanting to spend so much time with family upon her mother’s passing, as if it was an 

extraordinary behavior…she doesn’t believe that would have happened if the supervisor had 

been Latinx with a better understanding of the culture. Similarly, many times, Dr. Sánchez felt 

challenged by her good-natured approach to managing people. Supervisors, who were not 

Latinx, wanted her to reprimand staff more harshly, which did not align with her approach of 

respect and accountability. She felt her supervisors did not understand that she would always 

abide by what her parents and culture taught her: “You have to treat people the way you want to 

be treated all the time.” Too often, her supervisors asked her to go against what she knew to be 

right, and she knew they were not coming at the situation from the same frame of mind, 

something that was aligned with her cultural upbringing, and mentors of the same culture may 

not have disagreed with her. 

Although he had a relatively fast ascent into leadership, Ignacio Pérez recounts an early 

experience that he attributed to a lack of mentors and a network of support for young Latino 

educators. He explained that he returned to his hometown having gained the education necessary 

to secure a first-time teaching position, only to be turned away. There was no Latinx 

representation in the school leadership, and so his advocacy was viewed not as an advocate but 

as a “trouble-maker” for bilingual education, for his work organizing parents to ask the district 

for more services based on state and federal legislation. “I started getting involved with the 

Spanish Action Coalition, and we were organizing parents to go to the school board meeting to 
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advocate and protest on behalf of needing more bilingual staff, more in-service.” It was clear to 

him that there wasn’t a network of professionals on Town Counsel or the Board of Education 

that was receptive to the needs of the growing population of Latinx students or multilingual 

learners in his hometown.  

I wanted to go back to teach, but [the district] wouldn't even give me an interview. I was 

persona non grata. I was blacklisted. They wouldn't even give me an interview. Here I 

was, as a Latino coming from the city, committed to kids with a Master's from an Ivy 

League University. I graduated with honors from undergrad, too. I was the outstanding 

scholar athlete…all these accolades. And they didn't want to touch me, because they 

thought I was a troublemaker…so I ended up going [out of state], where I was a teacher 

for the first two or three years.  

Rather than giving back to his hometown, he went out of state to seek a place that saw his 

advocacy as an asset. The stories of misunderstanding of the superintendents’ cultural beliefs and 

commitments proved to be the largest inhibitor to eight of the nine superintendents. Second to 

that was the common phenomenon of self-doubt 

Self-Doubt and Impostor Syndrome 

All nine participants expressed some form of self-doubt in their testimonios, and some 

used the term imposter syndrome to describe in more detail the depth to which this concept 

inhibited their ascent (Corrigan, 2019; Hernandez, 2024; Miranda, 2019; Ryder & Briles, 2003; 

Solorzano & Yosso, 2001; Treviño, 2016; Troncoso, 2019). Impostor syndrome was defined by 

Clance and Imes (1978) as the internal failure to acknowledge one’s own success or to feel 

adequately prepared to be among peers.  

Dr. Jiménez recalled her self-doubt inhibiting him when she was being pushed by direct 
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supervisors and the superintendents to apply for roles that she thought she would never get 

because she thought that her district would “Never give this precious new middle school to a 

Latino,” despite the fact that she had spent five and a half successful years as the school’s 

assistant principal. She applied and said, “They shocked the heck out of me.”  Similarly, Dr. 

Colón shared that even after finishing a Ph.D. in curriculum and instruction, she needed to be 

convinced to leave school leadership to apply for a position as Chief of Academics in a large 

school district, because she had never held a central office post. She applied only when asked to 

by the superintendent of that school district. She recalled other Latinx colleagues saying to her, 

“I don’t know how much more ready you could be.” In addition, Dr. Sánchez noted, “Before I 

talk about how I landed that [the superintendency], I will say that one of the barriers was 

myself.” Finally, Ignocio Pérez acknowledged that he rose through the ranks of leadership with 

relative ease, with support and encouragement from his mentors and supervisors, but he, too, 

expressed at times self-doubt over his preparedness, despite his quick rise to the top. He 

remembered doubting whether his advisors were right about his experience and whether his 

young age would make it difficult for him to be an effective superintendent. 

I'm only 39 years old, and the board…wants me to be the superintendent, so they start 

meeting with me, and next thing I know, I have a three-year contract, and I'm 39 years 

old. I don't have a clue what I'm doing, and I became superintendent of schools. So Wow. 

So it was a struggle, but I left at the end of my first contract…I probably internalized a 

worse situation than it was…the situation was not as bad as I thought it was…I left on 

good terms. 

Discrimination Based on Language and Race 

Six participants in my study described facing discrimination based on their language 
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and/or race. Six participants described these experiences in their education as children, and four 

included experiences as school professionals that were challenges to their attainment of the 

superintendency. For instance, Dr. Jiménez came to the United States with “very strong Spanish 

skills…very literate,” and she says, “I was eager to learn English.” The teacher told her, “You 

were the fastest ever to exit our [ESL] program.” However, it all changed when she entered high 

school: 

The reality is that when I then transitioned into the mainstream and it became time to go 

to high school…tracking was in effect, and I became one of those kids who was just 

tracked, and immediately [I was told] you're going to the bottom of the track. It was 

almost as if nobody bothered to…find out about this kid.  

Dr. Jimenez’s experience highlights how, despite being intelligent, she was placed on a 

lower track. On the contrary, Ignacio Pérez didn’t experience a great deal of discrimination 

during his professional life, but remembered many instances growing up that “shaped my life 

forever…I just thought back then, there’s something wrong with this picture.” Students with 

disabilities, students starting to learn English, and students whose parents tried to advocate for 

them but the school staff spoke only English, were all part of his everyday experiences growing 

up. He wishes the schools did more to develop and support his native Spanish-speaking heritage. 

While he spoke Spanish at home, he was also not being supported to retain that language or to be 

fully literate in that language. He reflected on how some of his cousins, who spent more time 

with his grandparents immersed in Spanish, are now, as adults, fluent in both, whereas he would 

struggle to lead a discussion as a superintendent. Mr. Pérez feels that students who come with 

that asset should retain that with the school's assistance…he laments, “if I had known as a child,” 

perhaps he would have resisted assimilation more. He remembers when he’d encounter adults 
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who weren't quite sure about his background, and before they heard his Spanish accent, they’d 

say:  

You kind of look Italian, or, you know, you have darker skin, like me, or whatever. But 

the second you say, you know, I'm Mr. [Pérez], oh yeah, he's… a Latino, he's a little 

brown boy. Or, you know, people would say crazy [things]. 

This discrimination regarding speaking English with an accent (6/9) and being brown 

(5/9) was retold by many participants in the study and was a challenge they had to overcome to 

continue their engagement in their studies and eventually ascend to the position of 

superintendent.   

Eight participants described discrimination in the workforce. For example, Dr. Sánchez 

shared that despite having a Ph.D., because of her accent she was told her educational 

background was at “a deficit,” and she was discouraged when she expressed an interest in 

teaching a course to aspiring principals on curriculum and instruction, “Three old white men said 

to me, you can't do it because you don't have a degree in Ed Leadership” though other instructors 

held her same degrees. Dr. Jiménez was told outright by a search committee prior to ascending 

that the committee didn’t see her as the right fit or that they were “Not looking for a Latinx” as if 

all Latinx leaders could be dismissed as being the same. This story highlights the obstacles Dr. 

Jimenez had to overcome to become a superintendent based on her ethnicity.  

Summarizing the Major Finding from RQ2 through the LatCrit Lens 

The second major finding from the information from RQ2, using the LatCrit tenets as a 

lens, is Navigating the Systemic Forces of Isolation, Discrimination, and Internalized 

Oppression, which points to the many instances that the nine superintendents faced and 

overcame systemic and personal barriers through perseverance, resilience, the help of others, and 
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their own confidence and self-worth. I will describe this finding and its implications further in 

Chapter V. 

Research Question 3: What strategies did they utilize to persist in their role as 

superintendent? 

Three Top Ways Superintendents Persisted 

Nine of the participants in my study, despite the length of their tenure, were able to point 

to the strategies of skilled communication (9/9), stakeholder collaboration (9/9), and supportive 

board relations (9/9). Utilizing these strategies superintendents were able to make significant 

accomplishments including orchestrating a large scale redistricting and consolidation of schools 

(4/9), implementing districtwide services for multilingual learners (9/9) creating career pathways 

for students to earn college credits in high school (6/9), securing year upon year budgets with 

increased funding (9/9), and navigating through the multifaceted hurdles posed by the Covid 

global pandemic (9/9). 

Skilled Communication  

The nine superintendents in my study mentioned communication 66 times as a way they 

promoted their visions, stayed connected to stakeholders, and managed crises. For example, Dr. 

Colón described how, during COVID, when all were on virtual calls, she was able to maximize 

her outreach:  

And in terms of early wins, one of the benefits of the pandemic was the fact that because 

we were remote, I was able to meet with a lot, a lot of people…faster…than if I was 

doing in-person conversations, and there was grace for that, because of the times that we 

were living in. So it facilitated the ability for me to get to meet a lot of constituents in the 

community, even before I started. 
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Similarly, Dr. Jiménez used communication about challenges, especially fluctuation in the 

budget, as an opportunity to connect with the board and educate them on the challenges that will 

soon result in a decision by them when they engage in annual budget negotiations:  

With my board of education, they get weekly updates from me every Friday, and in those 

weekly updates, there's always a budget or business section, and I'm keeping them up to 

speed on…some unexpected costs we've had that you're going to see in this upcoming 

budget year that you haven't previously seen, or…areas that were actually a little bit 

under budget that you're going to see me try to scale back…I'm giving them those little 

nuggets of information every Friday, so that when my first draft of the budget 

presentation comes to them at the end of October, early November, there's no surprises. 

While Dr. Jimenez used weekly touch points to build support for a tough budget, Ignacio Pérez 

used communication to make staff changes with a “popular middle school principal.” Although 

he suspected that the middle school’s progress was being hampered by a lack of leadership at the 

school, communication on the problem had to be handled expertly so that any change would be 

supported by the board and the general public. He was able to cite a recommendation by the New 

England Association of Schools and Colleges (NEASC) accreditation review to show how new 

leadership might galvanize staff to use the newly refurbished facility to improve student 

outcomes.   

I was not pleased with the middle school principal, and I counseled the middle school 

principal…[so] we commissioned NEASC to do an accreditation review of the 

Intermediate School. And [we agreed] if NEASC found that the leadership of the school 

was lacking, kind of confirming what I thought, and that instruction was woefully 

bad…we would consider reinvesting. So I used the NEASC report. I didn't weaponize it, 



 

 140 

but I did share it with the staff, and I shared it with the principal, and I used it to make a 

personnel change, and I moved a very popular middle school principal down to an 

elementary position. 

Productive Collaboration 

Although collaboration is a large category, the superintendents all used a similar 

definition during their testimonios: “It should be a partnership, and it should be [a] give and 

take.” This means primarily a partnership between the superintendent and the Board of 

Education to execute the policies of the Board in the best interest of the students and families 

they serve. With respect to making critical decisions, Mr. Pérez emphasized that all comes back 

to the impact on the budget, and for that reason, collaboration can only occur when the benefits 

are balanced:  

You want technology, cutting-edge technology, that's something that I need to balance. 

You tell me that maybe it's in transportation, because you see high school buses that are 

not full, right? I said, Okay, well, I can appreciate that, but now you're going to have to 

understand the geography of our town and the types of buses that can navigate in and out 

of these little side streets around town, right? And then you're going to have to make a 

hard decision about the distance that kids will walk. And then you're going to have to 

make a hard decision around, do some of those areas have sidewalks? So my point in 

saying all of this is that there's no easy solution. There's no easy solution.  

Similarly, Dr. Jimenez utilized communication with her community and all stakeholders 

to make difficult decisions about school closures. Dr. Jiménez consistently focused on 

community. She actively sought to "engage deeply with the community" and fostered "voice and 

co-creation.” She involved parent advocacy groups, community-based organizations, and clergy 
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in co-designing school plans. She specified that students were also central to this process, 

clarifying, “students were co-creating as well.” She added, “I had students co-facilitating some 

community sessions about school consolidations, then they became part of the school design 

groups and the school design teams.”  She used all of her communication savvy to pen an op-ed 

in the local newspaper, calling out the years of inequities based on low performance and 

decaying facilities, but she also offered hope for a plan that involved everyone giving up 

something to get something, emphasizing togetherness. She told me that her persistence strategy 

was informed by knowing she was a "community choice,” suggesting her identity and deep 

community roots garnered support that transcended political opposition.  

Soon after the op-ed was published, she provided the detailed plan to the school district, 

but only after ensuring that the state legislature was going to put forth a $250 million 

appropriation to assist with the costs. By the time the vote went to the Board, community support 

was overwhelming, and a state senator who was balking at the cost was left with no choice but to 

back the plan, which had already garnered much support. The night of the meeting, students were 

in the audience, and even union members wore “equity for all” T-shirts to support the plan. She 

had built the plan in such a way “that it wouldn’t come unraveled [by any one group], because 

tugging at one thread in favor of one part of town, would inevitably hurt another part of 

town”…the plan was co-created and cohesive, so no one stakeholder could detract from its 

merits. It’s only through constant collaboration among stakeholders that everything is kept in 

balance, and this strategy was utilized by 9/9 superintendents to sustain their leadership.  

Supportive Board Relations 

There are many contentious issues that participants discussed throughout their 

testimonios, but one thing in common across the stories is that the superintendents and the boards 



 

 142 

of education saw the mounting needs of schools to address social-emotional learning over the 

last 5 to 10 years. In the area of supporting students’ emotional needs, most superintendents told 

stories of getting a great deal of support from their boards. Dr. Colón explained that with her and 

staff sharing the stories of their students to the Board, they were able to gain the empathy of the 

Board to address students' needs and keep students in school longer, and ultimately: 

Some of these kids had adult responsibility…kids are adulting much earlier in our 

community, because either they're unaccompanied minors, or an array of different 

reasons [financial/family reasons]. So we have to accommodate those needs. But a lot of 

times, what was happening here [in her district]...was…they [the students] had to 

accommodate us, even though they couldn't. So what wound up happening, [is] they had 

to make the life choice. Do I want to keep my job so that I can survive, or do I want to go 

to school? School doesn't become a necessity to them when they're living alone and 

unaccompanied, but for us, we want them to get educated, because even if they get their 

high school diploma, it sets them up to get better jobs with that fundamental requirement, 

and then it sets them on a better path, slowly. That's what WE were doing. 

Similarly, Dr. Colon highlights how he works collaboratively with his board of education to 

make tough decisions and balance their budgets. The superintendents in the study, whether they 

served 10 years or less than 2, discussed how the budget and, more specifically, budget 

constraints were a part of the job that constantly kept them hard at work. The reality in the 

districts in Connecticut right now is as Mr. Pérez explains “the rising cost of education, 2% is, in 

my mind, unrealistic” given budget constraints,” and “when you're doing 2% you're not 

growing.” The superintendents such as Dr. Jiménez know that if they don’t successfully increase 

their budget beyond 2% that “in many cases, you're having to let go of staff, because almost 80% 
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of our budget is salaries and benefits.’’ 

Mr. Pérez describes his conversation with the Board of Education and his Town Council, 

which in Connecticut must approve school budgets:  

So when they're asking you to come in at 2% and all the contractual increases you have 

are higher than that, you end up having to let staff go or cut programs. And that was 

something that I was passionate about, and I continue to be in our presentations…I don't 

want…us going backwards. I don't want us cutting programs that are good for kids. I 

don't want us to let the staff go. We know how important good teachers are to our kids. 

So again, our budget presentations [proposals] have been 6% or 7% increases, and 

ultimately we've had to…compromise and scale back a little bit, but this year, we got a 

5% increase, the year before, it was like a 4.7 and both, both of those are higher than ever 

have been provided to our schools. 

For now, Mr. Pérez has a Board and a Town governance that are approving more than 2% 

which is a considerable accomplishment made possible only with collaboration. This is similar to 

how Dr. Colon brought her vision to think outside the box to her board, to see how students view 

jobs versus formal education, can act quickly to offer students options that will allow students to 

continue to work toward graduation, while often helping to support their families, and to balance 

the pressure that young people feel to succeed in the long term. Mr. Perez and Dr. Colon both 

exemplify how a strong relationship with the BOE can result in positive outcomes.  

Top Three Challenges to Persisting in the Position of Superintendent 

 The greatest challenges were related to the demands and pressures of the position (9/9), 

budget constraints (9/9), and lack of support for equity and change (8/9). Many of these 

challenges were related to the context of Connecticut, including board composition and the 
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relationships with State institutions such as the State Department of Education and the State 

Legislature. 

Demands and Pressures of the Position 

Almost all the participants in the study discussed the enormous demands and pressures of 

the position regarding balancing personal and professional time, and much of that pressure 

comes from the revolving door that is board membership. Just as the superintendent has built up 

trust, has a great cadence of communication going with stakeholders, and the priorities in the 

new budgets are supported by all, along comes an election, and all those demands are upended, 

and the superintendents start efforts anew. Mr. Pérez explains:  

I was under tremendous pressure to do…what some board members wanted to do, and 

now I'm working with my fifth Board Chair in about twice the years…I've already 

worked with over 30 different board members during my tenure.  

Dr. Colón described an incident where she had to call the police on a staff member 

because she had to intervene during a verbal disagreement that was about to become physical, in 

which one staff member would have assaulted another. She recommended firing the individual, 

but the Board rejected her recommendation: 

And then…the board…actually put him back…[asking him] to come back to the school 

district in August when we started, and I had no say, you know…so I was perturbed with 

the board, but the majority of the board was always in his favor, you know, they didn't 

think I should have actually gone as far as I did [called the police].  

Dr. Colón’s resolve did not waver, knowing that her job was to keep students and staff 

safe while in the district. She considered how the allegiance to the staffer seemed to outweigh 

anything she could say regarding the role of safety to the board, concluding that the facts of the 



 

 145 

incidents were not important…the board simply felt it was more important to protect the staff 

member than to help her do her job. The decision by the board proved to erode her trust, and not 

too far later, she made the decision to retire.  

Budget Constraints 

The superintendents in the study, whether they served 10 years or less than 2, discussed 

how the budget and, more specifically, budget constraints were a part of the job that constantly 

kept them hard at work. The superintendents such as Dr. Jiménez knows that if they don’t 

successfully increase their budget beyond 2% that the district will be facing cuts to staff, cuts to 

programs, and a rolling back of critical support to students.  Dr. Sanchez explained that recently 

she and other districts had to put forth budgets without the assistance from monies tied to the 

pandemic: 

If it wasn't for the pandemic and those resources, I think the momentum of professional 

development for individuals in the district, as well as bringing in the systems and 

structures that this organization was lacking would not have been possible. The challenge 

is these systems and these support structures are still necessary, and it's not like the 

pandemic money went away and now we don't have these needs. We continue to have 

these needs, and now we don't really have enough resources to do this. So how do we 

continue to do the work with the limitations that we have, and also with the risk of the 

federal dollars that support a lot of this work going away. 

Dr. Sanchez explained that the services that the district was able to provide for mental 

health and social emotional learning is critical but now at risk, and her Board of Education and 

the Town Council don’t think that the residents of the town will agree with the tax increases 

necessary to cover the services.  Dr. Colon described the budget process as a choice among the 
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least damaging proposals. Cut staff and increase class size, cut online programs and fail to 

provide high quality instruction, cut extracurricular and risk students becoming further 

disengaged. None of those are good options or grounded in what’s best for students. 

Lack of Support for Equity and Change 

Dr. Jiménez, Dr. Colón, and Dr. Sánchez described the need and their efforts to rightsize 

their districts in pursuit of equity for the students and families they serve. Consolidation plans, 

with school closures or school redesigns, to bring both facilities and instructional practice up to 

current standards, have been described by all as the ultimate goal toward social justice. However, 

the superintendents have approached this with mixed results, some utilizing their political 

acumen to wrangle not only board and city officials but also doing public battle with prominent 

state legislators. While others have chosen to test the waters with small increments over time, 

and others have made it the central theme of their superintendency, only to step back and 

question whether the intentions of the board and whether equity, especially given an anti-equity 

climate, have fallen by the wayside. These are two very different accounts: Dr. Jiménez’s three-

year successful plan to rightsize the schools and Dr. Sánchez’s dwindling support for an 

auspicious plan. 

Dr. Jiménez consistently focused on community. She actively sought to "engage deeply 

with the community" and fostered "voice and co-creation.” She involved parent advocacy 

groups, community-based organizations, and clergy in co-designing school plans. She was able 

to have productive collaboration as described above. However, as the “churn of the board” goes, 

the support for continued change for equity from the board and other politicians waned during 

her near decade of service. As a new mayor also entered, Dr. Jiménez refers to it as a “collision 

of dynamics” that ultimately left her “burned out and wanting to rest” in time for the next 
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partnership opportunity on behalf of students of color and others who are consistently 

marginalized. 

Dr. Sánchez was ushered in as a bold leader with the know-how to turn around a district 

in disarray, financially and academically. She told me this was their chance to transform their 

district…I was the woman they needed to back. And they said all the right things…but they 

didn't follow through.” Early in her tenure, Dr. Sánchez created an entry plan in which she met 

with the Board, the clergy, the state delegation, the various cultural groups such as Haitian 

Creole society and the Puerto Rican Action Network, the governor, the mayor, City Council, the 

students and the parents…her plan included all the stakeholders and when it was appropriate she 

used her native Spanish to speak with the Latino majority community. Within 6 months, she had 

already begun to speak with various constituents about "the systemic neglect” that contributed to 

unsafe facilities, no music education, classrooms with disproportionate class size, as few as “8 

students in some classes, and a budget shortfall of over $30 million.”   

The school district had long ago neglected fiscal responsibilities and allowed expenses to 

overtake the budget without any benefit to students. “Less than one in five students were reading 

or doing math at grade level in one of the largest and poorest districts in the state.”  Dr. Sánchez 

believed she had been hired with the mandate to consolidate schools by the Board of Education. 

She soon found out that while she garnered the support of other politicians and state delegates, 

the cost of change would prove untenable for some with local power and in the end, opposing 

forces rejected Dr. Sánchez’s proposal, pressured her to capitulate on her vision, and left her “no 

choice but to ask her lawyer to negotiate a separation agreement with the district less than 2 

years into her tenure.” 

Although the results of these two leaders were quite different, their uphill battle to fight 
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for reallocation of funds in order to provide more equitable experiences to the students and 

families they serve is similar. In both cases, Board support hinged on the support of a board chair 

and the ability of that individual to drive the vision of equity among other board members. In 

both cases, stakeholders from different neighborhoods stood ready to plead their case to keep 

their neighborhood schools open in the midst of uncertainty. In one case, state support waned, 

and in one case it was withdrawn altogether. The personal toll it took on Dr. Jiménez and Dr. 

Sánchez to pursue sweeping change toward equity is immeasurable, though they use words such 

as “burnout,” “dismissed,” “emotionally unhealthy,” and “unsustainable.”   

Summarizing the Major Findings from RQ3 through the LatCrit Lens 

The major finding from the information collected from RQ3, using the LatCrit tenets as a 

lens, is the Social Justice Mandate, which involves all the instances in which the nine 

superintendents described their commitment to equity in education and to empowering others in 

the Latino community to advance equity initiatives. I will describe this finding and its 

implications further in Chapter V.  

Research Question 4: Whether their Latinx identity contributed to their leadership style? 

If so, how? 

Top Four Examples of Their Identity's Link to Leadership 

My findings reveal that all nine participants identified that their Latinx identities 

impacted, influenced, and/or guided their leadership decisions, approaches, and styles. They 

largely spoke of a commitment to the Latino community (9/9), cultural influences (9/9), 

collaborative leadership (9/9), and representation and cultural inclusivity (9/9).  

Latino Community Commitment 

All nine participants in the study proclaimed their commitment to serving the interests of 
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the communities in which they served, with a special emphasis on improving outcomes for 

Latinx students. Dr. Jiménez demonstrated this as she described her most important 

artifacts/events:  

A video that we did with My Brother and Sister's Keeper students…talking about their 

identity, their value of self. And then another one is on Black history and Hispanic 

Heritage Month celebrations that we've made as…integral components of the culture in 

the district, where we bring the whole district together [for a] …celebration of culture, 

identity, and just uplifting the community and coming together and [to] celebrate one 

another. And I thought these two artifacts would be critical, because these are things that 

were not done in the district before at the magnitude and level that we have been doing it, 

and then the community really values and loves that the work that we have done with 

these pieces particularly because children of color didn't feel celebrated, didn't feel that 

their cultures were being represented in meaningful ways.  

Dr. Sánchez shared her deep sense of responsibility to bring her community together, to console 

them in the wake of a horrible tragedy when a Latinx preschooler died as a result of domestic 

abuse. The incident didn’t occur at school, and the adults responsible were not school employees, 

but Dr. Sánchez was acutely aware that in her largely Latino community, the death of the child 

would spark horrific anger and grief and perhaps even guilt. She saw it as her duty to be the 

leader who would issue clarifying statements about what had occurred and reassure families that 

she would work with other town leaders to safeguard the lives of children.   

We pulled together as a community when that happened, because a three-year-old should 

not [die], but we know that it happens. But the community, the board, everybody, the 

town council, everybody came out to [grieve], even though it was a Hispanic little girl 
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[that are not often the focus of such attention]…but everybody came out, everybody. 

Some people didn't want to even see who the mother was, because they were ready to just 

kick her…because she knowingly allowed that man to be in that house. Things of that 

nature, those are always hard, because to talk to the parents, to talk to the board, to talk to 

the community, you know that that's a lot. It just doesn't go away. But, the letter to the 

stakeholders of students, parents...that was one of those things, [important to me to do] I 

mean, without putting names out there or anything, it was one of the biggest things I had 

to do because the community was mourning. 

Dr. Colón’s commitment to serving the Latino community became a point of contention 

for her and an internal struggle because she started to work for a regional educational service 

center magnet school set up to provide quality instruction to students from across racial and 

economic boundaries in response to a lawsuit. Although the magnet school touted the latest 

upgrades in facilities and the latest pedagogies, she noticed that the Latinx and Black families of 

the students enrolled from the city had little to no access to the school, located in primarily rural 

parts of the state. She said the Latino and Black kids were “Entirely marginalized, in an 

environment that was supposed to be for them…they had the least access to dual enrollment, 

college credit courses…it’s backward…[but] there was limited access for their parents to be 

engaged since the schools were outside the city.”  Her commitment to the community and to 

students traditionally marginalized challenges her decision of where to work and how to support 

major state policies aimed to help the Latino community, because, in fact, the reallocation of 

money to build the magnet schools may have cost the communities more than they gained. 

These stories share how the superintendents’ identity and commitment to their roots 

shaped their leadership. 
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Cultural Influence 

Dr. Sánchez was clear about seeking out multiple perspectives, a lesson she learned from 

her parents, to ensure that she is the best leader she can be. But, she also knows that people judge 

her actions based on a double standard. At times when this happens, she calls it out and feels it's 

important for all to see the hypocrisy in the dynamics. For instance, she has a strong relationship 

with one of the board chairs who happens to be Latina, but this relationship is “not viewed as 

professional.” It is not viewed as effective given the important roles that they each hold; instead, 

it’s seen as simply because “they’re both Latinas.”   

Dr. Jiménez also describes her empathy as having strong ties to her culture and 

experiences of being in the minority, so often growing up. She explains that:  

If you're a member of a group that isn't the larger group, it's not just your group you look 

out for, right? It's because you have an experience…at some points in my life, I've been 

othered. [For instance,] I often find that culturally relevant pedagogy…is not just for 

Latinos, but because of my experience as a Latina, I see it for others, how others would 

benefit. 

Superintendent Pérez believes his decision to serve his country and to serve his 

community through public educational leadership stems entirely from the way he was raised by 

his parents with a sense of humility and empathy…an appreciation for all that they had, no 

matter how small, and the responsibility to help others. 

When I think about… the extraordinary sacrifices that my parents made and the 

incredible choices, unimaginable to me, about leaving their loved ones… and to grow up 

hearing those stories and to be around a table and to see my mom gain a level of mastery 

in English so that she can work for the Department of Human Services and helping 
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families get food stamps. And then my father's quiet steadiness of always going to a job, 

and the expectation about education and helping others when they didn't have stuff, they 

were always still willing to help another family, right, and watching that, and then 

suddenly ascending to a position where you can make choices about resources and how to 

help people. 

Mr. Pérez’s dedication to serving is directly tied to the cultural influences and the stories of his 

Latino family as they struggled to make it in this country and to ensure that he had a better life. 

Collaborative Leadership 

Dr. Colón’s lived experiences shaped how she approaches the work of leadership, the 

work of bringing people together for a greater good, bringing people together from different 

walks of life and economic status, and bringing people together to find common ground and 

problem-solve for the students served in her district. 

I think that there are some essential values that I bring to the table that help broaden 

people's perspectives… I think about the work [as] a byproduct of my lived experience. 

Sometimes people with privilege and access fail to fully comprehend…they oversimplify 

the complexities of our [Latinx] children's lived experience [immigration, poverty, 

language acquisition]. But, because I lived with many of those complexities, I can relate, 

and I am able to come to the table to problem solve around these challenges in a way that 

many people in this community [cannot]. Particularly, because most of our teachers are 

white, [they appear] to have very little empathy or understanding around [those 

complexities], because those struggles have not been their experience. And there are 

some things that I haven't had the lived experience around, but…because I understand 

what it is [like] when people are unwilling to listen and to see, to understand, I have a 
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certain level of sympathy for those circumstances. [I seek out] conversations with folks 

that have life stories to tell that might be different from mine, but are critical in how I 

conduct and do my work. 

Mr. Pérez explained that the Latinx cultural influence on his style of leadership runs deep 

and is directly tied to the adults who raised him: 

I can't help but…think about my grandfather, who's passed now, but…he was…the 

ultimate people person. Like, you could drop him in any environment, and he would end 

up making friends and strike up a conversation, and I think maybe unconsciously, just… 

him, kind of take command of a room and…be so comfortable to talk with all these 

different people, maybe it has made me a very collaborative person by nature. It has 

made me feel comfortable that I can move to different school districts or move into 

different communities, or ascend in leadership and be able to develop the relationships 

necessary to lead the way I want. I also think…I've talked a lot, so much about family 

and…there's no better job in the world to me, and no better job that I take to heart as 

being a dad. And I think that in a weird way, I know that as the superintendent of a 

school, I'm dealing with other people's kids, and if I could know that the leader of my 

kids' schools cared so deeply about children as I do, I would feel safe, you know? 

Superintendent Pérez's collaboration with the community he serves is fueled by his 

cultural identity as a good father, and he put that forth as an important characteristic of a 

superintendent that community members can rely on and can trust. 

Representation and Cultural Inclusivity  

All study participants discussed their belief in the representation of Latinx in education 

and as educational leaders, including the Superintendency, to be an important strategy to 
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improve the educational pipeline for students in Connecticut. Cultural inclusivity was discussed 

in a variety of ways as a lever to inform better educational practices. Primarily, the participants 

discussed how Latinx students and families could leverage their cultural assets, similar to how 

Yosso (2005) discusses the community cultural wealth of people of color.   

Dr. Jiménez has a background in social work and started her career working closely with 

non-profits while she was in undergrad. She worked directly with members in the Latino 

community in Connecticut, connecting them with social services. She saw the strength in the 

community to help each other and matured as a leader with strong convictions about 

empowerment, capacity building, and even now urges colleagues to foster strong asset-based ties 

in the districts they serve: 

One of my earlier jobs in college was to do home visits, and that's when you get to see 

right into a family's most personal space. So, I would always recommend that the others 

harness] the power of parent advocacy groups and leverage community-based 

organizations to partner alongside us, and [I recommend] they would, as the 

superintendent, not delegate [the work in community.] This was me when we did our 

training on reading, you know, training for our parents, for example. I mean, I was there 

alongside them, you know, sounding out the words, if you will, and counting, right? And 

so an opportunity to build capacity while you are building a partnership with families is 

something that I think worked really well, and doing it in a way, doing it in a way in 

which the parent doesn't feel [less than] by that.  

This commitment to partnering with the community was also about representation for Dr. 

Jiménez. Everything from her entry plan into the district to her plan for reallocation of resources 

was rooted in a thorough vetting of ideas and adaptation of every piece of the plan with input 
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from the community. What some attempt to do in one year, she accomplished in three, but she 

did it in partnership with her community, the largely Latino community. She agrees with Dr. 

Colón, who has a vision for the state in which she says, Latino students and younger 

administrators and teachers are looking for role models, and they need to see more Latinos in 

positions of leadership to be inspired and to pave a way forward: 

Whenever I went into spaces my year one [as superintendent], as I met Latino kids, the 

kids were coming up to me…saying, ‘Oh, my God, I love you. I look up to you. You 

don't know me, but he's like, 'Oh, my God, I'm so glad you're here.’ It was, and I knew 

where that came from, right? It was like simply seeing me in the role was… letting them 

know, [that they] can do this, like anything is possible…and for me, it's always been 

about that…how can I get more and more kids to believe that we can break cycles. 

She knows that increasing the representation of Latinx educational leaders will continue 

to be crucial to improving outcomes for Latinx students along the educational pipeline. She 

believes that her other Latinx colleagues feel like she does: 

I am in the right place, because I could not help but think…that, if there was somebody 

else on the scene, would they be as vocal to protect our kids? I don't know that they 

would be, but at least…I'm glad I'm there now, because I get to put myself out there to 

protect my kids, and I'm okay with that. I'm okay with that, and I'm going to be vocal. I'm 

going to continue to be vocal. [Still] I worry. I really worry about the lack of 

representation of Latinos in positions of power, that our voices are still not enough. 

She believes that the Latinx educational leaders she interacts with in the state through 

CALAS and other official duties as a superintendent of a large urban school district feel similarly 

about their Latinidad and their leadership style, and that makes her hopeful. 
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The superintendents in my study all reported on their identity as a core component of 

their leadership. It was best summarized by Dr. Jimenez, who noted, “I'm going to tell you, my 

Latinidad is inseparable from the work that I do. It is the reason why I'm here. It is the reason 

why I do the work in this way, with a sense of urgency. I feel like it's a mission.” 

Summarizing the Major Findings from RQ4 Through a LatCrit Lens 

The fourth major finding from the information collected from my fourth research 

question 4 through the lens of LatCrit is an Identity-driven, Culturally Grounded Leadership 

approach described by all nine participants, rooted in the pursuit of social justice and equity for 

marginalized communities, informed by their own life experiences. I will define this finding in 

more detail in Chapter V. 

Chapter Summary 

In this chapter, I shared four overarching profiles that stand as a composite of all nine 

Latinx superintendents who participated in the study. Further, I provided detailed accounts of the 

top three and four codes that emerged under each of the research questions, using quotes from 

the nine superintendents but attributing them using the four profiles. Under each question, I used 

the prevalent codes to summarize a major finding about the most prevalent data, and I used the 

tenets of LatCrit to further explain their significance.  

Excerpts chronicle the diverse motivations, challenges, and persistent strategies of the 

Latinx superintendents in their educational careers. The sources reveal that these leaders were 

often driven by a profound commitment to social justice, equity, and serving marginalized 

student populations, frequently stemming from their own personal experiences with immigration, 

language barriers, and discrimination. While their paths were often hindered by systemic biases, 

political interference, and cultural misunderstandings, they consistently employed strategies such 
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as building strong community relationships, advocating for resources, and leveraging their 

unique cultural identities to enact transformative change within their districts. The findings 

highlight their resilience, adaptability, and unwavering focus on student well-being as central to 

their leadership, despite facing immense pressure and opposition.  

Table 9 is a matrix mapping the four research questions against the four significant 

findings, with specific examples from the composite profiles of Dr. Jiménez, Mr. Pérez, Dr. 

Colón, and Dr. Sánchez as detailed in the sources. 

Table 9 

 

Lived Experience Buckets, Summary of Findings by Research Question 

 

Research 

Question 

Finding 1: 

Collective 

Liberation 

Finding 2:  

Navigating Systemic 

Forces 

Finding 3:  

Social Justice Mandate 

Finding 4: Identity-

Driven Leadership 

RQ1: 

Motivations to 

Ascend 

Mr. Pérez credited 

his swift ascent to 

male mentors who 

recognized his 

potential and 

provided 

leadership 

opportunities. Dr. 

Colón sought 

affinity with other 

Latinx leaders 

early in her career. 

Dr. Sánchez was 

motivated to 

increase Latino 

representation 

because she was 

often the "only one" 

in rural districts. Dr. 

Colón was driven by 

the trauma of being 

tracked into low-

level classes. 

Dr. Jiménez sought the 

superintendency 

specifically to set policy 

and "make those 

wrongs into rights" 

regarding systemic 

barriers. Mr. Pérez 

pivoted to education 

because he felt a 

calling for what is best 

for children. 

Dr. Jiménez’s 

motivation was fueled 

by personal 

experiences of 

immigration and 

language barriers. Dr. 

Sánchez opened an 

Escuelita at age 15 to 

help families who 

couldn't afford 

kindergarten. 
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RQ2: 

Inhibitors to 

Ascend 

Dr. Sánchez noted 

the difficulty of 

not having a 

mentor of color 

who could 

understand her 

perspective during 

a crisis. Dr. Colón 

described internal 

community 

conflict ("ants in a 

jar"). 

Dr. Jiménez was told 

by a search 

committee that 

"They didn't want a 

Latina." Dr. Sánchez 

was blacklisted by 

her hometown due 

to her advocacy for 

bilingual staff. 

Mr. Pérez was viewed 

as a "troublemaker" 

rather than an 

advocate when he 

organized parents to 

ask for bilingual 

services. Dr. Jiménez 

was steered toward 

community college by 

counselors who 

ignored her high 

performance. 

Mr. Pérez expressed 

self-doubt about his 

preparedness and 

young age (39) when 

first appointed. Dr. 

Sánchez and Dr. 

Jiménez faced 

"imposter syndrome" 

and the need to 

outperform peers to 

justify their presence. 

RQ3: 

Persistence 

Strategies 

Dr. Jiménez 

described herself 

as a "community 

choice," involving 

students, parents, 

and clergy in co-

designing school 

plans to prevent 

political 

opposition from 

unraveling them. 

Mr. Pérez used a 

NEASC accreditation 

report as a neutral 

tool to facilitate a 

leadership change at 

a middle school 

without 

"weaponizing" it. Dr. 

Colón used virtual 

outreach during 

COVID to connect 

with stakeholders 

faster. 

Dr. Sánchez prioritized 

core needs, such as 

free meals for all 

students, and refused 

to "tinker around the 

edges" of inequity. Dr. 

Jiménez executed a 

three-year plan to 

consolidate schools for 

equity. 

Dr. Sánchez used her 

native Spanish to 

engage directly with 

the Latino majority 

community. Dr. Colón 

shared poignant stories 

of "unaccompanied 

minors" to gain Board 

empathy for social-

emotional funding. 

RQ4: Identity's 

Link to 

Leadership 

Mr. Pérez 

attributed his 

collaborative 

nature to his 

grandfather, 

whom he 

described as the 

"ultimate people 

person" who could 

command any 

room. 

Dr. Sánchez called 

out the double 

standard where her 

professional 

relationship with a 

Latina Board chair 

was dismissed as 

being just "two 

Latinas." 

Dr. Jiménez viewed her 

"Latinidad" as 

inseparable from her 

work, describing her 

leadership as a 

"mission" driven by a 

sense of urgency. 

Mr. Pérez modeled 

"family-first" 

leadership to 

encourage balance in 

future leaders. Dr. 

Colón linked her 

leadership to cultural 

values like sentido de 

comunidad (sense of 

community) and the 

duty to "give back.” 

 

 

In the next chapter, I will draw conclusions from the data, explain the implications of 

those conclusions, and make four primary recommendations.  



 

 159 

CHAPTER V: CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 

Introduction 

This study sought to address a gap in educational research concerning Latinx 

superintendents, whose potential influence remains largely unexamined despite the growing 

Latinx student population and persistent achievement disparities (Gándara & Contreras, 2009; 

Rodríguez et al., 2018). Specifically, using a phenomenological approach, the purpose of my 

study was to illuminate the voices and experiences of nine Latinx superintendents in Connecticut 

(CT), past and present. Framed by Latino Critical Theory (LatCrit) and counterstorytelling, my 

research documented their testimonios to explore their motivators, inhibitors, and the impact of 

their Latinx identity on their leadership, highlighting the conditions and perceived inequities that 

shaped their professional paths. 

Summary of the Study 

Overview of the Problem 

Despite Latinx students comprising 32.1% of Connecticut's public school enrollment, 

only 5.3% of its educators and a minimal number of superintendents (5) currently identify as 

Latinx (EdSight, 2025). This severe underrepresentation occurs while Latinx students continue to 

face systemic challenges and discriminatory practices throughout the educational pipeline 

(España & Herrera, 2020; Yosso, 2005). The scarcity of Latinx leadership is critical, as increased 

cultural congruence—a match between Latinx educators and the communities they serve—is 

linked to improved educational outcomes, better hiring and retention of Latinx educators, and the 

prioritization of culturally relevant pedagogy (Dee, 2005; Eddy & Easton-Brooks, 2011).  
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Purpose Statement and Research Questions 

The purpose of this study, guided by Latino Critical Theory (LatCrit) and 

counterstorytelling, was to address the critical scarcity of research on Latinx superintendents' 

pathways by illuminating the testimonios of nine such leaders in Connecticut to understand their 

ascension strategies, persistence against inhibitors, and the influence of their Latinx identity on 

their leadership. 

This study was guided by four research questions regarding Latinx superintendents in 

Connecticut.  

1. What were their motivations to ascend to the superintendency? 

2. What were their inhibitors to ascend to the superintendency? 

3. What strategies did they utilize to persist in their role? 

4. Whether their Latinx identity contributed to their leadership style? If so, how? 

Review of the Methodology 

The methodological approach for this study was qualitative phenomenology, which I 

chose specifically to capture the lived experiences of an underrepresented group (Miles et al., 

2020). The research was theoretically grounded in Latino Critical Theory (LatCrit), using 

counterstorytelling to produce the testimonios necessary to answer questions about the 

superintendents' motivators, inhibitors, and the impact of their Latinx identity on their leadership. 

Data collection involved a robust, modified three-part interview series with each of nine 

participants, ensuring triangulation and a deep understanding of their journeys to and persistence 

in the superintendency. 

Overview of the Sample, Data Collection, and Analysis 

After interviewing nine superintendents and collecting their testimonies of experiences, 
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ascending and persisting in their roles, I read and coded the transcriptions of the interviews.  I 

also created summaries that I reviewed with the participants to check on the accuracy of what I 

heard them convey. Then, I created four counterstory composites from the testimonios of all nine 

superintendents, to ensure anonymity, each composite comprising a central message regarding 

their experiences: an immigrant perspective, a male perspective, a strategic networker, and a 

critic of Connecticut’s systems and structures.  

Synopsis of the Major Findings 

Next, I sorted the codes, merging ones that were similar at times, and ultimately selected 

the codes that recurred with the greatest frequency to articulate four significant findings:  

1) collective liberation, or how Latinx leaders appealed to and successfully leveraged the Latino 

community’s collective power and influence to support their efforts. 

2) navigating systemic forces of oppression, or the successful strategies and dispositions that  

Latinx superintendents utilized to navigate and overcome forces of isolation, discrimination, and 

internalized oppression to overcome barriers. 

3) a social justice mandate, or the Latinx superintendent’s persistent approaches to 

communication, collaboration, and board relationships that allowed them to keep their social 

justice focus throughout their tenure. 

4) identity-driven, culturally-grounded leadership, or the ways that their leadership was 

informed by their own life experiences of oppression, discrimination, and the resiliency of their 

communities. 

I used the findings along with specific quotes from each participant to create a list of 

implications (what is needed or conditions for success) to increase Latinx representation in the 

superintendency, which, based on the participants’ data, goes hand in hand with improving 
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Latino educational attainment and improving the Latino educational pipeline. 

Findings Related to the Literature 

In this section, I review my findings through the lens of LaCrit. The research was 

theoretically grounded in Latino Critical Theory (LatCrit), using counterstorytelling to produce 

the testimonios necessary to answer questions about the superintendents' motivators, inhibitors, 

and the impact of their Latinx identity on their leadership.  

Collective Liberation 

The first significant finding for RQ1, viewed through the lens of LatCrit tenets, is 

Collective Liberation, which refers to the nine Latinx leaders' intentional strategies to 

successfully leverage, connect with, and mobilize the Latino community's collective power and 

influence to support other Latinx educators and strengthen the educational pipeline. My findings 

revealed that all nine did this.  

Broad Stakeholder Engagement 

My findings revealed that all nine Superintendents deliberately created cycles to meet 

with diverse groups, ensuring they had access to all stakeholders. Dr. Colón described holding 

weekly scopes encompassing meetings with cabinet and academic teams, scheduling visits, and 

conducting monthly/bi-weekly conversations with family constituents, pastors, and politicians. 

Ignacio Pérez emphasized developing relationships across the board, including union leaders and 

parents at various meetings, noting that face-to-face contact matters greatly for connectivity and 

securing support. 

Leveraging Community Voice for Resources 

Nine superintendents described leveraging community voice for resources. The 

superintendents’ strategies often involved integrating community input directly into decision-
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making. For example, Dr. Jiménez involved students in participatory budget design, where they 

successfully advocated for school counselors in middle grades, understanding systems and 

equity. Dr. Sánchez ensured that parents, teachers, and students contributed narratives to the high 

school bond visualization, helping it pass after multiple failures. 

Cultural and Political Trust 

Nine superintendents described that their culture and Latino identity assisted them in 

garnering trust in the community they served. Dr. Colón noted that her Latinidad provided access 

and earned the trust of the community, allowing her to speak Spanish in meetings and 

broadcasts, which was critical given that 70% of her community spoke Spanish. Dr. Jiménez 

mentioned that parents loved seeing someone of their "kind" because they knew they would get a 

different feel about the whole process. 

Their ascent was strategic, driven by the desire to "increase Latino representation in 

leadership roles," according to Dr. Colón, and to ensure Latinx students and students of color are 

not undervalued. The support they receive from mentors is then turned outward, as Dr. Colón 

stresses the need to leverage influence to "Bring, continue to bring other people up" and build 

capacity for teacher, student, and parent leadership (siempre). This reflects their critique of 

systemic oppression (Tenet 5) and the commitment to advocacy and influence (Tenet 1) based on 

their lived experiences (Tenet 2). Table 8 shows how the participant narratives and emergent 

themes from RQ1 directly demonstrate all five core tenets of LatCrit counterstorytelling. 

Connecting with Mentors and Sponsors 

Further, during their ascent, all participants pointed to mentoring and supportive 

environments as central to their success. Still, these mentors were not found in the usual places, 

given the limited network of Latinx professionals in their orbit. Instead, many participants 



 

 164 

discussed finding mentorship from a cross-section of individuals who appreciated their advocacy 

for students at the margins, not necessarily their principals when they were teachers or direct 

supervisors when they were young administrators. For the participants, mentorship was 

conceived as “collaborative self-development” in which affinity groups and work with “peer-

groups” aligned on issues of equity and race proved more effective than working with non-

Latino mentors serving as their direct supervisors or official mentors, a finding which mirrors the 

concept of mentoring for educators in Finland, Sweden, and Australia (Bowers, 2020). In some 

instances, participants described mentoring as far more than encouragement or enhanced access 

to leadership opportunities. Still, a type of “sponsorship” provides Latinx leaders direct access to 

jobs and work that allows their talents and unique qualifications to stand out. The distinct 

difference is that “mentors talk with you” and “sponsors talk about you” in places of power, 

championing your work (Reeves, 2021, para. 4). Schuchard (2022) writes about sponsors in the 

financial sector that “unlike a mentor, a sponsor has a greater stake in the relationship as they are 

looking for top performers who can help enhance firm performance” (p.7).   

 In Table 10, I summarize the tenets of LatCrit and the findings that correlated.  

Table 10 

Alignment of Findings for RQ1 with LatCrit Tenets 

LatCrit Tenet Findings for RQ1 by LatCrit Tenets 

1. Commitment to Social Justice – 
Latinx voices advocate for 
transformative change. 

Participants are eager to rise in leadership roles to advocate for 
students, especially Latinx and minority youth. Dr. Jiménez highlights 
that Latina women pursue superintendency not just for themselves but 
to support their communities, driven by their understanding of the 
struggles these children face. 
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2. Centrality of Experiential 
Knowledge – Lived experiences 
are recognized as legitimate 
sources of knowledge. 

The findings from RQ1 highlight how participants' personal and 
professional experiences shape their motivations. For Dr. Sánchez, the 
drive to enhance representation began with recognizing the lack of 
teachers of color and bilingual educators in schools, which fuels their 
commitment to addressing systemic barriers. 

3. Transdisciplinary Perspectives – 
Research integrates diverse 
disciplinary insights and non-
academic knowledge systems. 

Dr. Colón's work involves collaborating with leaders from different 
industries to enhance Latino representation in all areas of life. Ignacio 
Pérez's success began with his experience as a Marine officer, which 
impressed school administrators and distinguished him from others. 

4. Inter-centricity of Race, Racism, 
and Intersectionality – Race and 
racism are inextricably linked to 
other forms of identity and 
subordination, including gender 
and class. 

The second largest motivator is the strong desire to increase Latino 
representation in leadership. Dr. Sánchez notes that without Latinx 
leaders and teachers of color, these students will continue to be 
undervalued and underestimated. Dr. Jiménez discusses explicitly how 
becoming a superintendent is particularly rewarding for Latina women, 
highlighting an intersectional experience. 

5. Challenge to Dominant 
Ideology – Latinx perspectives 
may critique systemic oppression 
and offer counter-narratives. 

Participants expressed concerns about the pipeline for Latinas and 
leaders, emphasizing the need for better support and advancement. 
Dr. Jiménez offered a different perspective, explaining that her 
motivation was not just a love for kids but a desire to help Latino and 
minority children access opportunities they might not otherwise have. 
This challenges common narratives about educational motivation by 
highlighting the importance of systemic equity. 

 

Navigation of Systemic Force of Isolation, Discrimination, and Internalized Oppression 

The second significant finding from the information from RQ2, using the LatCrit tenets 

as a lens, is Navigating the Systemic Forces of Isolation, Discrimination, and Internalized 

Oppression, which points to the many instances that the nine superintendents faced and 

overcame systemic barriers. This finding is about the key barriers identified (lack of 

network/isolation, discrimination/external bias, and self-doubt/impostor syndrome). It frames 

them as systemic forces that Latinx leaders must overcome.  
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Combating Institutional Racism/Bias 

Eight participants described combating institutional racism/bias. For example, Dr. 

Sánchez discussed having to deal with institutionalized racist attitudes from unions and being 

subjected to scrutiny (e.g., being accused of hiring too many Latinos or that her relationship with 

a Latina board chair was based on shared identity). Ignacio Perez recalled being called a "token 

Hispanic" early in his career after his appointment became public. 

Facing Threats and Isolation 

Eight participants described facing threats and feeling isolated. For example, Dr. Sánchez 

detailed extreme harassment, safety threats, and political maneuvering designed to force her out 

of the job, including plots to harass her child and being repeatedly advised by people to resign 

for her safety. She also highlighted the lack of tangible support from state figures or even 

national Latino networks when facing a crisis. 

Addressing Internalized Oppression and Systemic Barriers  

Eight participants described combating internalized oppression and systemic barriers. For 

example, leaders recognized the pervasive effect of internalized oppression or imposter 

syndrome. Dr. Jiménez worked to address the concept of self-doubt in herself and among 

students who felt they didn't belong due to their background (e.g., coming from poor 

neighborhoods with a parent with a fourth-grade education). Ignacio Pérez reflected that his 

upbringing in poverty, having experienced living in a condemned apartment, strongly shaped his 

empathy and determination to ensure everyone has access. Dr. Sánchez used the expression 

"Systemic Gauntlet" to acknowledge that the inhibitors are not random failings but are rooted in 

dominant ideologies (Tenet 5) and racial/linguistic bias (Tenet 4) that create professional 

isolation, despite the leaders' high levels of experiential knowledge and achievement (Tenet 2). 
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The need to overcome these forces underscores their deep commitment to social justice (Tenet 1) 

simply by persevering in a system designed to disadvantage them. 

The testimonios collected in Table 11, which focus on the inhibitors to ascending to the 

superintendency, directly illustrate all five core tenets of LatCrit counterstorytelling: 

Table 11 

Alignment of Findings for RQ2 with LatCrit Tenets 

LatCrit Tenet Findings for RQ2 by LatCrit Tenet 

1. Commitment to Social 
Justice – Latinx voices advocate 
for transformative change. 

The leaders are committed to tackling issues like discrimination and 
limited opportunities. Ignacio Pérez faced criticism for advocating bilingual 
education, highlighting the risks of standing up for social justice. They also 
stress the importance of mentors of color, emphasizing the need for 
support systems that embrace diversity rather than ignore it. 

2. Centrality of Experiential 
Knowledge – Lived experiences 
are recognized as legitimate 
sources of knowledge. 

The participants' testimonios detail their struggles to find their way, 
including securing networks, building confidence, and overcoming 
discrimination. Dr. Sánchez's experience with a White mentor who 
could not understand the systemic nature of her crisis, preferring a 
"colorblind approach," validates her need for a mentor who shares her 
lived experience of dealing with racial bias. 

3. Transdisciplinary 
Perspectives – Research 
integrates diverse disciplinary 
insights and non-academic 
knowledge systems. 

The findings include feelings of imposter syndrome and internalized 
oppression in participants' professional journeys, combining psychological 
and sociological insights. Dr. Sánchez embodies this by drawing on her 
parents' teachings and cultural values, particularly the idea of treating 
others as you wish to be treated. This highlights how personal and cultural 
backgrounds shape her leadership style and connections with others. 

4. Inter-centricity of Race, 
Racism, and Intersectionality – 
Race and racism are inextricably 
linked to other forms of identity 
and subordination, including 
gender and class. 

Discrimination based on language and racial bias is identified as a top 
inhibitor. Participants experienced tracking in school based on 
race/language, professional bias due to accent, and being dismissed as 
"not looking for a Latinx." Intersectionality is evident in the general sense 
of being "alone" or "the only one" after gaining professional success, 
despite having family support for their ambitions. Dr. Sánchez's story of 
being reprimanded for taking time to see her dying mother suggests her 
supervisor's lack of understanding stemmed from cultural differences that 
are often tied to race/ethnicity. 
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5. Challenge to Dominant 
Ideology – Latinx perspectives 
may critique systemic 
oppression and offer counter-
narratives. 

The participants shared their frustrations with systems that hold them 
back—Ignacio Pérez’s blacklisting for advocating bilingual education 
questions the support of the educational system for community needs. Dr. 
Sánchez highlights the flaws of the "colorblind approach" through her 
experience with her White mentor, showing how it fails to address 
workplace racial issues. Additionally, many struggle with self-doubt and 
imposter syndrome, revealing how the dominant system doesn't recognize 
their achievements, making them feel they have to be convinced to apply 
for roles despite being well-qualified. 

 

Social Justice Mandate 

Using LatCrit tenets as a framework, the most significant result from Research Question 

3 is the Social Justice Mandate or the superintendents' consistent, stated commitment and 

approaches rooted in equity, dismantling inequitable systems, and using transparency and 

persistent communication to empower the Latino community and achieve their goals. Nine 

participants described working towards efforts of social justice.  

Dismantling Inequitable Systems 

Nine participants described focusing on changing systems designed to produce specific, 

often negative, outcomes for children of color. For example, Dr. Colón spoke of intentionally 

dismantling set beliefs and ways of doing things, such as shifting the special education mindset 

from permanent placement to a tool for building capacity. Dr. Sánchez stated that she refused to 

"tinker around the edges" because that approach does not achieve equity. 

Strategic Collaboration and Focus on Core Needs  

Dr. Jiménez found success in staging political maneuvers and using strategic language to 

navigate board politics while maintaining her agenda. Dr. Colón detailed a rigorous cadence for 

meeting with all 11 or 12 district unions regularly, rotating groups to ensure visibility. Ignacio 

Pérez was praised for striking a balance between principled firmness and incredible compassion, 

exercising judgment rather than rigid adherence to rules. 



 

 169 

Dr. Sánchez prioritized core needs, instituting free breakfast, lunch, and dinner for all 

children in the district and stressing accountability, insisting that teachers must "do your job" 

rather than "loving them into poverty." 

This finding emphasizes that the Latinx leaders' persistence strategies (communication, 

collaboration, board relations) are fundamentally rooted in a commitment to social justice (Tenet 

1) intended to secure equitable resources and opportunities for students. Their ability to persist 

relies on leveraging experiential knowledge and community connection—as Dr. Jiménez was a 

"community choice" and Dr. Sánchez used her native Spanish—to build cohesive plans that 

resist being "unraveled" by political opposition. The theme also acknowledges the challenge to 

the dominant ideology (Tenet 5), as the ultimate inhibitors are not simply managerial failures but 

systemic issues like political churn, budget constraints, and the lack of support for critical, 

equitable changes. 

Specifically, eight of the nine participants reported many instances in which their drive 

for social justice resulted in better graduation rates for Latinx students, greater access to 

advanced coursework, reduced absenteeism by Latinx students, expanded language 

programming, and more participation of Latinx parents in the process of governance of the 

schools.  

The strategies for persistence and the discussion of inhibitors in Table 12 provide rich 

counter-narratives that demonstrate all five core tenets of LatCrit. 

Table 12 

Alignment of Findings for RQ3 with LatCrit Tenets 

LatCrit Tenet Findings for RQ3 by LatCrit Tenet 
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1. Commitment to Social 
Justice – Latinx voices 
advocate for transformative 
change. 

The successes achieved, like implementing districtwide services for 
multilingual learners and establishing career pathways that allow students 
to earn college credits, are powerful examples of transformative change. 
Additionally, intentional strategies were clearly employed to "rightsize 
their districts in pursuit of equity for the students and families they serve." 
Dr. Jiménez's vision for school consolidation was characterized by an 
"ultimate goal toward social justice," reflecting a deep commitment to 
creating a fairer educational landscape for all. 

2. Centrality of Experiential 
Knowledge – Lived 
experiences are recognized 
as legitimate sources of 
knowledge. 

The findings highlight the personal journeys and challenges faced by 
superintendents in their roles. Dr. Colón, for instance, found ways to 
connect with the school board by sharing poignant stories about students 
who were "adulting much earlier in our community" due to tough 
circumstances, such as being "unaccompanied minors." Her ability to 
express the students' lived realities helped her foster empathy and 
ultimately drive important policy changes. 

3. Transdisciplinary 
Perspectives – Research 
integrates diverse 
disciplinary insights and 
non-academic knowledge 
systems. 

They combined technical skills with a strong community focus, using 
effective communication and budget management while collaborating 
with local organizations, community leaders, and parent advocates to 
shape school plans. Dr. Colón highlighted how she leveraged virtual 
outreach during COVID-19 to connect with families quickly, adapting to 
ensure everyone stayed informed and involved during the crisis. 

4. Inter-centricity of Race, 
Racism, and Intersectionality 
– Race and racism are 
inextricably linked to other 
forms of identity and 
subordination. 

The leaders really emphasize equity, tackling the complex issues that 
connect race and class. They've made great strides in providing services for 
multilingual learners. Dr. Jiménez's determination was shaped by her 
understanding that she was a "community choice," highlighting how her 
identity and strong ties to the community were crucial in rallying support 
in the face of political challenges. Similarly, Dr. Sánchez's ability to speak 
her native Spanish while engaging with the Latino majority community 
shows just how powerful language and cultural identity can be as tools for 
resilience. 

5. Challenge to Dominant 
Ideology – Latinx 
perspectives may critique 
systemic oppression and 
offer counter-narratives. 

The superintendents describe the systemic struggle to achieve equitable 
change, pointing to a "lack of support for critical, equitable changes" and a 
"lack of coherence among district leadership, the board, and State 
institutions." Dr. Sánchez challenged the narrative of "systemic neglect," 
which has led to unsafe facilities and poor academic outcomes. In a 
contrasting experience, Dr. Colón faced the board rejecting her 
recommendation to fire a staff member, highlighting that the 
superintendent's authority is not always upheld. The expressed feelings of 
"burnout," being "dismissed," and "emotionally unhealthy" by these 
leaders underscore the unsustainable demands placed on those pursuing 
equitable change. 

 

Identity, Culturally-Driven Leadership 

The fourth significant finding from the information collected from (RQ4), through the 
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lens of LatCrit, is an Identity-driven, Culturally Grounded Leadership approach described by all 

nine participants as rooted in the pursuit of social justice and equity for marginalized 

communities, informed by their own life experiences. Their testimonios tell vivid stories of how 

leadership that is asset-based and dedicated to equity can produce a significant impact on the 

educational attainment of Latinx students and attract and support new Latinx educational leaders 

(9/9).  

Lived Experience as a Core Value 

Ignacio Pérez emphatically stated that his Latino identity is "who I am and everything 

that I experienced," shaping his values, respect for people, and belief that everyone should be 

heard. Dr. Jiménez noted that the essential values she brings are a byproduct of her lived 

experience, allowing her to relate to and solve the complex challenges faced by children of color. 

Familia and Service 

Dr. Colón, like the other participants, linked her leadership style to core cultural values 

such as family-first, proximity, service, and community (sentido de comunidad), noting that her 

culture encourages her to look back and "give it back" to the community. Ignacio Pérez noted 

that the compassion in his leadership came from observing his Latino family's sacrifices and 

culture of helping others. 

Cultural Urgency and Responsibility  

Eight of the participants expressed urgency and their personal sense of responsibility to 

improve Latino educational attainment. For example, Dr. Sánchez linked her identity as a Latina 

woman of color to a heightened sense of urgency, stating that they often feel they "have to do it 

much better than others" and cannot afford to make mistakes. She connected the collaborative 

nature of her leadership to growing up in a Latino culture where sharing was common. 
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The LatCrit framework emphasizes that Latinx voices should advocate for transformative 

change (Commitment to Social Justice) and that their lived experiences must be recognized as 

legitimate knowledge sources (Centrality of Experiential Knowledge). In RQ4, all participants 

agreed that their Latinx identity contributes to their leadership style. This identity shapes an 

unwavering commitment to the community, specifically prioritizing the improvement of 

outcomes for Latinx students. This commitment acts as a direct manifestation of the LatCrit tenet 

of social justice. Furthermore, leaders often linked their approaches (such as empathy, humility, 

and collectivism) to their Latinidad and family stories, thereby asserting the centrality of their 

experiential knowledge in informing their professional decisions. 

Crucially, the leaders’ perspectives often challenged dominant ideology by critiquing 

systemic marginalization, such as when they observe how state policies or traditional school 

environments fail Latinx and Black students in terms of access and representation. Their strong 

desire for Latinx representation serves as a powerful counter-narrative that inspires students and 

aims to break cycles of inequity. Their sense of duty is seen as inseparable from their Latinidad, 

driving their work with a profound sense of mission and urgency. 

In Table 13, I summarize how the findings for RQ4 regarding how the superintendents’ 

Latinx identity impacted their leadership style through the lens of LatCrit. 

Table 13 

Alignment of Findings for RQ4 with LatCrit Tenets 

LatCrit Tenet Findings for RQ4 by LatCrit Tenet 
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1. Commitment to Social Justice 
– Latinx voices advocate for 
transformative change. 

The leaders demonstrate an unwavering commitment to the community, 
aiming to improve the lives of children, particularly Latinx students. They 
introduce integral cultural celebrations (Black history/Hispanic Heritage 
Month) that were previously absent, explicitly to uplift the community and 
ensure children of color feel celebrated. Leaders feel compelled to protect 
Latinx children and are vocal advocates for them. Their Latinidad is the 
reason for their work and the sense of urgency they possess, viewing it as a 
mission. 

2. Centrality of Experiential 
Knowledge – Lived experiences 
are recognized as legitimate 
sources of knowledge. 

Participants opened up about their experiences, sharing specific stories that 
highlight how their Latinx identity shapes their leadership styles. They spoke 
of empathy and the importance of culturally relevant teaching, which arises 
from the deeply personal experience of feeling "othered." Many leaders 
expressed how their own lives have been marked by the complexities of 
student life—issues like immigration, poverty, and language acquisition—
which they could relate to because they "lived with many of those 
complexities." Their strong commitment to service, they explained, is 
profoundly connected to the sacrifices and struggles their Latino families 
have faced. 

3. Transdisciplinary Perspectives 
– Research integrates diverse 
disciplinary insights and non-
academic knowledge systems. 

Leaders come from diverse backgrounds, like Dr. Jiménez, whose social 
work and non-profit experience shape her approach to leadership. She 
focuses on capacity building and collaboration with community 
organizations. Additionally, these leaders value conversations with people 
from different life experiences, recognizing that these insights are crucial to 
their work and community connections. 

4. Inter-centricity of Race, 
Racism, and Intersectionality – 
Race and racism are inextricably 
linked to other forms of identity 
and subordination, including 
gender and class. 

The commitment of the leaders is focused on achieving better outcomes for 
Latinx students. Dr. Colón observed a troubling reality: Latinx and Black 
families enrolled in a magnet school found themselves with limited access, 
feeling “entirely marginalized” despite the school’s original intent to be 
inclusive. Dr. Sánchez shared her experience of working with a Latina board 
chair, revealing that their professional relationship was often judged 
harshly. It was seen not as a genuine partnership, but instead reduced to 
just the fact that “they’re both Latinas,” which underscores a troubling 
racialized and gendered double standard in perceptions of professionalism. 

5. Challenge to Dominant 
Ideology – Latinx perspectives 
may critique systemic 
oppression and offer counter-
narratives. 

Leaders critique systems that supposedly help but actually harm 
communities (e.g., magnet schools that led to marginalization, which Dr. 
Colón described as "backward"). They express the strong desire for Latinx 
representation and cultural inclusivity as a lever for better educational 
practices and to inspire future leaders. Leaders seek to problem-solve in 
ways that address complexities (poverty, immigration) that others, 
particularly those with privilege, fail to comprehend or have "very little 
empathy or understanding around." 
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Unexpected Findings on Systems-Level Leadership 

The superintendents described a systems-level leadership approach aligned with 

principles from shared leadership, democratic leadership, community-based leadership, and 

authentic leadership, though few used those terms to describe their work in much detail. In this 

way, the participants in this study were similar to the participants from past research studies of 

Latinx superintendents. However, as I reflect on the findings as related to the literature review, I 

also recognize that most of the participants described decisions and dispositions most closely 

related to applied critical leadership in which the tenets of LatCrit, even more so than Critical 

Race Theory, were strong drivers. The following example was the most compelling example of 

how the Latinx superintendents demonstrate applied critical leadership (Santamaria & 

Santamaria, 2012). 

In Dr. Jiménez's work to consolidate schools and reallocate resources, she stressed the 

importance of building a coalition among the various neighborhoods so that any one change to a 

school would be viewed as a trade-off for an opportunity at another school “so that the 

cohesiveness of the plan itself would bring people together.” She described the plan as “a cloth 

of interwoven threads.” The only way she was able to achieve that was to spend three years 

meeting with the community in churches, community-based organizations, and hosting town 

halls to explain why resource reallocation would benefit the entire town. She had to explain that 

the concept of equity meant that not all neighborhoods would get to keep their schools open 

because equity did not mean all neighborhoods would retain or even needed the same 

configuration of schools. Instead, she crafted a plan with every school listed showing how the 

changes would allow for a better portfolio of schools based on research regarding social-

emotional learning and pedagogies aimed “to engage students more fully.”   



 

 175 

Once all stakeholders were able to provide feedback on the way each neighborhood 

would be impacted, she released a detailed three-year implementation plan that would allow the 

community to respond regarding the timing of the plan and allowed them to anticipate when a 

school renovation or reconstitution of grades would occur.  In the plan, Dr. Jiménez reinvested 

resources into making the schools in every neighborhood zone better, such as creating better 

middle school offerings to study STEM and other engaging pedagogy. She was able to expand 

the number of community schools with wrap-around services to support the health and wellness 

of families. She explained that success was grounded in her firm belief about inclusivity and 

giving parents and the community “voice,” by educating the public about “the WHY” and that 

the plan was equity-driven and in the best interest of the students. She was also counting on the 

fact that she had been hired as “the community’s choice” since they saw her as one of their own. 

Although she did not use the term, Dr. Jiménez’s actions during her tenure exemplify applied 

critical leadership, a strength-based, action-oriented leadership model in which “transformational 

leadership principals,” such as “context specific, redistribution of power,” that “inspires 

followers to transcends interests for good of [the] group,” are “realized through the application of 

critical pedagogy viewed through the lens of critical race theory” (Santamaría & Santamaría, 

2012, p.3). Throughout the planning phase and later in the implementation phase, Dr. Jiménez 

asked herself “if I were the parent of a student in that neighborhood what would I want for my 

child” and “what other voices do I need at the table” to broaden my perspective because although 

I was the “community’s choice” the community is diverse and my job is “to listen.” 

On the night of the vote by the Board of Education to accept the plan, supporters came 

from every corner of the district in support, and with one of her initial, strongest appointments on 

the plan was brought to tears as she explained that seeing the community rally on behalf of 
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equity for students was “breaking her heart” because it had taken so long for a superintendent to 

right the ship. Dr. Jiménez gracefully, and perhaps strategically, said the following: 

I want to thank our school community as a whole, our students, families, staff, and 

partners for engaging in this critical process of redesigning our district. This has been an 

intense and challenging process for many of us. But we are facing the challenge by 

making the difficult decisions that have been delayed for far too long. We can do this 

together. 

In applied critical leadership as described by Santamaria and Santamaria (2012), leaders 

use their critical consciousness to view the challenges they face and to work with others who 

hold multiple perspectives and draw knowledge from multiple disciplines to solve problems.  

When addressing the needs of students, the superintendents who participated in my study, all 

looked beyond the operations of their district schools, beyond the knowledge that they learned in 

their preparation courses and certificate programs, and beyond the data regarding budgets and 

achievement. Most of them discussed forging new programs or proposing new policies to their 

Boards of Education because of their conversations with students and with parents. For instance, 

instead of viewing low enrollment of students of color in advanced coursework as a result of 

their poor preparation in their high schools, superintendents in my study, spoke to students who 

told them they wanted to be challenged more. When they wanted to propose an allocation of 

funds for new facilities, they created a vehicle for parents who were not part of the facilities 

committee, largely Latinx parents, to see the proposed changes virtually online to drum-up 

support. The leadership of the participants in this study provided many examples like these that 

required the superintendents to give voice to groups who are not usually empowered in the 

educational process.  
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Conclusions 

In this section, I will draw conclusions from my findings. I will analyze, synthesize, and 

evaluate the findings critically to make connections to broader issues in Connecticut, make 

connections to various institutions beyond the superintendency, and expand on the significance 

of my findings with the support of literature and my own experiences. In this chapter, I will 

include implications, recommendations, and concluding remarks on the topic of the study. 

Implications 

The testimonios illuminated by this study offer crucial, actionable insights—summarized 

in the four significant findings—that may directly benefit aspiring Latinx superintendents 

(through clear pathways and persistence strategies), Boards of Education (by informing equitable 

hiring and on-going relations), the State Department of Education and Connecticut Legislature 

(by guiding programmatic and policy reform), and ultimately, Latinx students (by ensuring 

culturally responsive leadership and improved outcomes). 

Underpinning all of these findings and implications is critical consciousness, defined by 

Diemer et al. (2006, p. 445) as “the capacity to critically reject and act upon one’s sociopolitical 

environment” and discussed in Fuentes et al. (2024) as part of an important step for Latinx 

individuals to examine their Latino values and act to combat oppression. With this definition in 

mind and with data from participants that reveals a broad range of critical consciousness across 

their testimonios, I put forth implications predicated on an ever-increasing level of consciousness 

by current and future Latinx leaders for the conditions discussed below to emerge and systemic 

changes to occur at every turn. 

More specifically, the findings generated by more than 40 hours of interviews with nine 

Latinx superintendents in Connecticut, past and present, have implications for conditions that 
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may contribute to the rise in the number of Latinx superintendents in the state and to improved 

outcomes for students. The findings imply the following conditions may be necessary for 

continued and expanded success by Latinx superintendents: 

1. Boards of Education (BOEs) may need to commit explicitly to social justice and equity for 

marginalized students and use their hiring processes as a mandate for systemic change. 

Latinx Superintendents find success when their core values align with those of their 

governing board, but political shifts create risk. Dr. Sánchez expressed her overwhelming 

disappointment in a change of leadership on the board that resulted in a paradigm shift away 

from social justice and equity-driven decisions. She shared the following: 

I have the historical context. I know some of the foundational elements that are not here, 

conditions, foundational conditions for equity that need to exist right for a system, 

particularly a system like [mine]…he [board member] is trying to erase me [Latinx 

leader] in our work [toward equity]. The community was already going there, right? I 

didn't have the energy, and I just thought, this is what's coming further on the horizon, 

beyond this leader is the bigger sociopolitical dynamic. So I had to see past that personal 

attempt to erase and save my energy.  

2. Given the political churn and systemic challenges at the local level, BOEs may need to 

express their support for Latinx superintendents early and often to help them navigate 

systemic forces of oppression. Dr. Colón shared how successful her early years in the 

superintendency were because of this type of support. 

This group of Latinas [community leaders and board members] that I know have always 

had my back, that for them, naming me [to superintendent] wasn't just a win for me. It 
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was a win for them and a win for our kids. That meant the world to me because I could 

tap into them on the board and in the community. Starting the role and [having] the 

support from the board, and to have them keep reiterating that support, says ‘this is why 

you were our choice. This is why we selected you.’ Every opportunity that they had sort 

of highlighted [their confidence] in my skills through my first year…even giving me 

constructive feedback that...kept reassuring me. 

3. To promote persistence in leadership, the state or local governance structure might need to 

address how frequently BOE composition is destabilized by elections or appointments (e.g., 

every two years), which often results in turnover in the Board Chair position and a loss of 

momentum on key initiatives. Dr. Jiménez expressed her success in rebuilding a high school 

as directly connected to the consistent support she received from the BOE, but her success 

also drew a backlash from community leaders who opposed her, and in the end, the change in 

composition of the board contributed to the end of her superintendency. 

And so the relationship on the board started changing, but before that, it was a good 

relationship…I wouldn't say perfect, but they would listen to what students needed. And 

things were going [well], but when the Democrats started losing seats on the board 

because the Republicans were not happy with the [successful] results of the high school 

referendum…I had no more support…I know I left before it [the high school building] 

was done, but you know, the kids didn't want me to go; they wanted to thank me, that I 

was able to get more for the pathway for the kids…a computer lab, chemistry lab.  

4. The recruiting process may need to evolve to allow Latinx superintendents to be authentic in 

their identity-driven, culturally rooted approach to leadership and equity. This emphasizes 
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transparency and inclusive practices without pressure to temper their voices to appease 

search committees. Dr. Jiménez is a staunch advocate for equity, and she told me that 

transparency about how her identity fuels her drive to push for inclusive practices and equity, 

and that this is something she expresses to the Boards of Education during the hiring process, 

from day one. 

I'm very proud of my identity and passion to make schools better for Latinx students and 

students who have been marginalized…those are connected. I don't hide it. I am proud. I 

don't hide who I am and what I want to do. And, even teaching at the university…I let my 

leadership students know how my identity influenced my way of teaching and leading, 

too…I let them know how their identity will likely affect their way of teaching and being 

a leader. 

5. The state of Connecticut might benefit from creating a formal mechanism to increase 

mentors and sponsors from a broad range of leaders, including Latinx leaders and those with 

different positions of power, to support Latinx superintendents in achieving collective action. 

Superintendent Pérez attributes much of his success in rising through the ranks of leadership 

and then success in the position of superintendent to his ability to access a broad network and 

to be vulnerable when he struggled. Of his first appointment to superintendency, he said:  

The Assistant chair, the vice chair, was the mother of a child that I was principal of at the 

elementary school, and two other board members also were former parents that I had 

worked with, so I felt comfortable enough to be vulnerable with them and to seek their 

advice. Whereas I think if I were going into a role in a completely new community with 

board members that I did not have existing relationships with, I think the first couple of 
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years would have been that much more challenging, because I would not have felt 

comfortable enough to open up to them and admit that I was struggling. 

Dr. Sánchez said “what helped me persist was having the right mentorship” even having 

“white mentors that helped me see things through the eyes of the people in power,” though 

she stressed that Latinx mentors and sponsors with “ a backbone of somebody that looks like 

me and understands the struggle of what it is to be in my skin” was an important “sounding 

board in a different way.” 

6. Latinx superintendents may achieve better student outcomes when they partner with BOEs, 

legislators, and other elected officials to secure specific support for Latinx students and 

families navigating racial, gender, and language bias. Dr. Colón compared her experience in 

Connecticut to other states and suggested that a lack of flexibility or acknowledgment that 

cities and towns with large Latinx populations need specific support got in the way of 

making progress.  

My sense was that the legislature, our legislative reps, just are not that influential in 

dealing with the education system and the commissioners of Education, or the actions of 

the state education departments, and they are not that active. They are not that influential 

in Connecticut, as they are in [urban districts in other states]…the role of the state was 

really harmful [in the Connecticut cities I served], because they had…this control over 

the city…for years and then…when that was finally relinquished…they just stepped 

back, and then there was a new change with a new Commissioner. They just stepped back 

and let the city [government] do its own thing, and there was no one there [in the state to 

help the district]. When all these things went down and the city was pushing for...the 
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building project to be a renovation project, not a new project. The state wasn't very 

helpful in keeping it on track [to be rebuilt, not renovated], even though it had been 

approved.  I think if the state had stayed [with the plan and supported the district] a little 

longer, perhaps the outcomes might have been a little different if there had been pressure 

on the mayor from the state to be supportive of education. 

7. Superintendents, BOE, and community advocates should press for training in the area of 

implicit bias to combat systemic discrimination in policies and practices regarding Race, 

Gender, and Language Bias, and develop the Critical Consciousness of district staff and BOE 

members. Dr. Colon described how she created support to expand language programming 

through training and education that challenged discriminatory beliefs about the Spanish 

language:  

During my career, I saw a lot of Latino kids who were very bright and smart, and I knew 

that if they just had the opportunity, they would be very successful in life, but they 

needed access. They needed an opportunity. They needed someone to tell them, to mentor 

them, to coach them, to talk to them. They needed someone. They needed to see someone 

like them in those positions. And they needed to hear from somebody like them that, yes, 

they have an opportunity. So, I made it my job to educate the board members and the 

staff about this lack of access, about how, without changing the status quo, nothing would 

improve…it was my job as superintendent to use even my own life experiences to change 

the system. 

8. Latino community leaders and networks should be encouraged to apply slow, consistent 

pressure on their representatives on BOEs and local/state levels to advocate for the entire 
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Latinx student pipeline, recognizing that pushing for collective liberation requires patient, 

cross-disciplinary collaboration. According to Latinx superintendents, this is most impactful 

when it is done slowly, consistently over time (for example, advocating for legislation that 

requires all Connecticut teachers and administrators to be knowledgeable about language 

acquisition teaching and learning, as is the case in Massachusetts or California). 

Superintendent Pérez stresses that to be a great superintendent, Latinx leaders must be patient 

and work to build a coalition across a broad base, even including student voices, which he 

laments that he did not do more. 

The foundational stuff...it is your finance. It is operationally doing those things really 

well. That's foundational excellence. But then those big ticket change items like flexible 

scheduling…and changing practice, teaching practice and and bringing about 

personalized learning…those things need time to cook, because the people who are going 

to be delivering that are people in the field, and the people who need to buy into it are not 

just them, but their parents as well, and the community to understand and accept that. So 

it's those are the things that I think are really important for new superintendents to be 

mindful of, especially for those if you're in a place that really needs change, where 

students are doing poorly, and it's pretty obvious to everyone, but you can't do it alone, 

and the solution has to be an evolving one that people have to own and be able to deliver. 

And in the meantime, you can still be a good superintendent, addressing low-hanging 

fruit. But, if you want to be a great superintendent, you pay attention to the larger plan 

and what that's going to require, and how to move that and advance those changes slowly, 

over time. That distinguishes your good from your great. 

Table 14 depicts these implications (conditions for success) and the changes at the local 
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school boards, state department, and legislative levels that may set the conditions for success for 

future Latinx superintendents and the students and communities they serve.   

Table 14 

Implications for Improved Support of Latinx Superintendents and the Latinx Educational Pipeline  

Implications 
(conditions for 
success) Local District 

State Department of 
Education CT Legislature 

Commitment to 
Social Justice by 
BOEs 

BOE set the mandate 
for change through 
hiring and policy 
proclamations, such 
as defining social 
justice and equity in 
policy. 

Illuminate inequities 
through data and 
cross-district analysis 
that provides 
guidance on 
improvements that 
work. 

 Legislation to fund and 
replicate improvement efforts 
that show success in making 
schools more equitable for 
Latinx students and other 
traditionally marginalized 
students. 

Explicit Support 
from the BOE 

BOE affirms support 
routinely through 
comprehensive 
annual evaluations 
driven by a third party 
that has a deep 
understanding of the 
work of district 
leadership and 
systems. 

Serve as a feedback 
loop to the BoE on 
the progress of the 
district based on the 
Superintendent’s 
leadership, district 
growth plans, and 
research-based 
improvement 
science. 

Legislation that governs the 
methodology of the 
superintendent's evaluation 
and evaluation of the 
district’s progress toward 
equity. 

Downturn in the 
Board Chair Churn 

Change town/city 
charters to stabilize 
membership on the 
board and the Board 
chair position. 

Lead effort to learn 
from other states in 
which BoEs are more 
stable. 

Legislation that responds to 
research on 1)regional boards 
of education membership,  
and 2) increasing the pool of 
qualified candidates for board 
membership. 

Transparency and 
Inclusive Practices 
for Governance 

BOEs partner with 
Superintendents to 
create and conduct 
business based solely 
on BOE policy.  

Require professional 
learning on Board 
Relations that 
includes an emphasis 
on transparency and 
inclusive practices. 

Legislation to create a process 
by which the local education 
agency (district) and town 
governance are separate to 
eliminate undue influence or 
cronyism. 

Mentors and 
Sponsors 

Invest in formal 
mentors for BoE 
members and 
superintendents, 
especially for new 
superintendents and 

Establish a formal 
Mentorship/Sponsor
ship Program for 
Latinx Leaders, 
requiring all in 
cabinet-level 

Legislation that requires new 
BoE and superintendents to 
work with mentors that 
mirror the racial and cultural 
diversity of the district they 
serve. 
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BoE members. 
Identify and train 
sponsors. 

positions to mentor 
others as part of re-
credentialing. 

Latino Network  Seek and recruit 
Latinx representation 
on BOE, especially in 
districts with Latinx 
majority populations. 

Create incentives and 
programming with 
local universities to 
increase Latinx 
instructors in the 
superintendent and 
administrative 
credentialing 
programs. 

Legislation that incentivizes 
Latinx educators to enter 
leadership positions. 

Critical 
Consciousness on 
Race, Gender, and 
Language Bias 

Provide professional 
learning to BoE on 
implicit bias on the 
topic of race, gender, 
income, and language 
bias, and change the 
charter so elections 
occur on a rolling 
basis and not for all 
members at once. 

Require educators 
through the 
credentialing process 
to take coursework 
on implicit bias and 
implement a project 
during their 
practicums to 
improve equity. 

Legislation that requires 
administrators to 
demonstrate their ability to 
address equity and implicit 
bias, and to present a 
portfolio of work to compare 
inequities for re-credentialing. 

Advocacy for 
Changes in Policies 
and Practices to 
Improve the Latinx 
Pipeline 

Using data, 
superintendents and 
BoEs can identify 
areas of inequity for 
Latinx students. (See 
the Equity Report 
Card Sample, 
Appendix J)  

Using data, the CSDE 
can require that 
districts, with a 
majority of Latinx 
students and 25% or 
more multilingual 
students, create and 
implement DUAL 
Language Programs 
and monitor access 
to advanced 
coursework for Latinx 
students. 

Legislation to require districts 
with Latinx majorities to 
implement Dual Language 
programming and report 
annually information on 
Latinx participation in 
advanced coursework and 
trends for Latinx graduation. 

 

Primary Recommendations for Latino Community and Aspiring Latinx Superintendents 

In reflecting on my findings and my own life experiences, I believe that the Latino 

communities in Connecticut and aspiring Latinx superintendents would benefit from actions that 

align with my findings. Ultimately, collective action or collective liberation requires leveraging 

power across a variety of sectors, not just education, and has the implication to support more 

Latinx superintendents in ascending to their positions and creating better outcomes for students 
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(9/9). Second, Latinx students, teachers, and administrators need assistance to navigate the 

systemic forces of isolation, internalized oppression, and discrimination (9/9). Further, I agree 

with the findings that a social justice mandate must be widely adopted, affirmed, and acted upon 

if the barriers to equity are to be dissolved (9/9). And, finally, as a Latinx educator of 30 years 

and leader in some of Connecticut’s largest Latinx communities, I also believe that Latinx 

superintendents and the Latino communities they serve would benefit from identity-driven, 

culturally rooted approaches based on our lived experiences (9/9). That is to say, I became a 

teacher to be the teacher I never had, and I became a leader “to serve and empower Latinx 

communities and improve equity in schools and educational systems overall,” a definition that 

Rodríguez et al. (2016) are using to garner more research and interest in Latino Educational 

Leadership. In the following section, I provide a more detailed description of my 

recommendations, grounded in my research and personal experiences.  

Building Greater Collaboration Among the Latinx Community 

First, I recommend that Latinx educational leaders, Latinx politicians, Latinx leaders 

across public and private sectors, including health, business, Latinx parent advocacy groups, and 

Latinx student organizations, come together to identify points of leverage and develop strategies 

together to recruit and retain more Latinx educators, especially superintendents. In the long term, 

the Latinx community, including individuals from a cross section of disciplines and areas of 

expertise, must make a concerted effort to combat intra-group conflict, diminish internalized 

oppression, and implicit bias that continue to pit groups within the Latino diaspora against each 

other. Mentorships and sponsorships, already mentioned, can work to eliminate these fissures. 

Together, using our voices and our voting power, we can continue to identify areas of legislative 

policy that need to be changed to benefit Latinx students. Another such structure, that warrants 
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exploration, is the link between town and school budgets that creates annual chaos, because in 

most towns, the support of school budgets goes against fiscally conservative measures favored 

by an aging, White constituency, to minimize school district expenditures.  I also recommend we 

investigate the benefits of adopting a governance structure on Boards of Education that 

encapsulates more diverse communities within a district’s catchment area, a strategy that may be 

a by-product of regionalization. 

Secure Legislative Changes for Language Acquisition Programming 

Second, I recommend that Latinx leaders across sectors work with legislators to require 

language acquisition programs, such as DUAL language programs, similar to Connecticut’s 

legislation approved for reading instruction, to improve the educational pipeline for Latinx 

students and prepare more Latinx leaders eligible for the superintendency. My second 

recommendation regarding expanded language acquisition and DUAL language programming 

may seem very specific. Still, it is at the core of collaboration, because we need parents and 

students who are native-speakers of Spanish to have the ease of communication, in both 

languages and in translanguaging, when negotiating with other stakeholders as part of the 

strategy of empowerment and coalition building (España & Herrera, 2020; McHugh, et al., 

2025)6. The DUAL language model represents the most effective language acquisition model by 

research (Collier & Thomas, 2004). The McHugh (2025) report calls out the inconsistency in the 

support of language acquisition models across the Connecticut’s districts: 

Despite EL [English Learners] students comprising a significant share of the state’s 

students for many decades, EL outcomes do not reflect the generally high achievement of 

Connecticut students, and districts are inconsistent in their efforts to implement quality 

 
6 “Translanguaging decenters white middle class norms of the speaking, listening, reading, writing, and knowing,” 
and is a pedagogical approach honoring students' use of multiple languages at once (España & Herrera, 2020). 
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EL programs. 

I recommend that Latinx leaders work collaboratively with the State Department of Education 

and the State’s legislators to identify incentives for recruitment of Latinx educators and to 

streamline the credentialing process for bilingual educators and leaders to increase the pool of 

Latinx educators overall and Latinx superintendents specifically.  

Collaboration with the State Department of Education to Raise Critical Consciousness 

 Superintendents, BOEs, and Latino communities should work with the State Department 

of Education to create a data warehouse and dashboards that can highlight Latinx excellence in 

graduation, attendance, advanced coursework, language acquisition, college attendance, and 

representation across economic sectors. Through this data analysis, critical consciousness 

regarding equity and areas for improvement can be highlighted and used to propose impactful 

changes to policy and practice. 

Expand Latinx Networks in Connecticut  

Fourth, I recommend that Latinx leaders work with other Latinx educational leaders in 

the state, either through the Connecticut Association of Latino Administrators and 

Superintendents (CALAS) or other networking organizations, to create a clearinghouse of best 

practices, or case studies, specifically to improve educational outcomes for Latinx students, so 

that Latinx Superintendents can replicate successful models.  

These recommendations take into account that each of the 169 public school districts in 

Connecticut are distinctly different and that context matters, just like in the consolidation 

example from Dr. Jiménez, and that “improvements” will be “beyond recipes of universal 

policies and requires a fundamental understanding of governance, structures and contexts” 

similar to the findings in a multi-level case study of systems level improvements in Latin 
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America (Rivas, 2023). In short, there is no silver bullet. Instead, my primary recommendations 

prioritize Latino community empowerment, in which the most critical levers will be determined 

by la comunidad.  

Table 15 summarizes the findings, conclusions, implications, and my primary 

recommendation necessary to assist Latinx superintendent to persist successfully in their 

positions in the State of Connecticut. 
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In sum, I believe that the findings, conclusions, implications, and ultimately, my 

recommendations are aligned with the tenets of LatCrit, as revealed by the counterstories of the 

study’s participants. The counterstories call for collective action and liberation, for coalition of 

support from a broad base of professionals with varying areas of expertise, for Latinx leaders to 

have confidence in their own experience and use it to reveal injustice, for Latinx leaders and 

Boards of Education to partner and act with critical consciousness regarding race, gender, and 

language bias, and for Latinx leaders and their supporters to challenge the dominant narratives 

that oppress and suppress better outcomes across the Latinx educational pipeline. I developed 

four primary recommendations supported by my findings.  

Limitations and Recommendations for Further Research 

Through the collection of testimonios, I aimed to learn about the successes and challenges 

faced by Latinx Superintendents in Connecticut. I also wanted to know if their leadership was 

driven by their lived experience, identity, and culture. I succeeded in both cases, and though I 

recruited a relatively small number of participants, this phenomenological study met its objective 

of highlighting the voices of individuals with the greatest knowledge to answer the research 

questions. In this case, the number of participants was not a limiting factor. In fact, nine 

participants made it possible for me to go in-depth in the analysis. 

Although there are 169 districts in Connecticut, I was able to interview Latinx 

superintendents who are either currently or have previously worked in nine Connecticut public 

school districts. I reached out to 10 potential participants, and nine were able to participate. Of 

the nine, four had worked as educational leaders and superintendents in other states. I originally 

expected their stories would offer more critical insights for comparing the educational 

environments in Connecticut with those in the states where they had previously worked.  
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While I gleaned some contrasts and strong criticisms of Connecticut, the open-ended 

format of the study prevented me from delving too much deeper into those areas, as the 

participants steered the conversation toward experiences they considered more relevant. I do 

think that future studies could concentrate on the impact of board member churn in Connecticut 

or the relative size of the districts and how that contributes to the makeup of the board or to the 

dysfunction that superintendents ascribe to small pools of candidates ready to serve on the 

boards.  

Another area for further research that was beyond the scope of my study is the unique 

ways that Connecticut funds its districts. I am curious about the impact different funding 

formulas may have on board relations, on support for programming, on language acquisition, or 

on special education, especially in districts with the largest Latinx populations. I am also curious 

about the impact that Connecticut legislation for mentoring has had on districts with Latinx 

leaders and students. Connecticut’s Public Act 23-167 mandates that local boards of education 

establish leadership succession plans to provide training and mentorship for personnel 

transitioning into administrative roles (Connecticut General Assembly, 2023). Further study 

could investigate the impact of this legislation. 

Another policy that warrants further study is Connecticut’s legislation regarding 

educational data collection and analysis. The cornerstone of educational data in Connecticut is 

CT General Statutes § 10-10a, which mandates the creation and maintenance of the State-wide 

Public School Information System. I’m curious whether current legislation provides enough 

information to leaders working to improve the Latino K-20 pipeline. Further study may 

investigate the level to which Latinx student progress is reported and actionable. 
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Another interesting pattern that emerged, worthy of further study, involves the prevalence 

of Latinas who ascended to the superintendency who were born in other countries. Does the 

immigrant female have an advantage over U.S.-born Latinx professionals in Connecticut? And if 

so, what are those advantages? One participant made me curious about this trend when she 

shared, “I know the stereotype of the Puerto Ricans born in this country…lazy, uneducated, and 

unreliable.” Unfortunately, the same racist ideas may be interfering with the way Latinx 

professionals see themselves as qualified, are encouraged or recruited, and ultimately, vetted for 

educational leadership positions. 

Final Thoughts 

It cannot be taken for granted that everyone will notice instances of injustice nor 

recognize it for what it is…there is the matter of knowing enough (and feeling enough) to argue 

the cause of justice and persuade others of the importance of moving beyond self-interest to a 

consideration of their responsibility as members of citizens.  

Bolgatz (2005) quotes Maxine Greene as she explains why talking about race in 

classrooms is important to protect our democracy, to prepare our citizens to imagine and invent 

ways to combat racism and discrimination in all its forms (Pinar, 1998). The argument for 

teaching students about race is about raising consciousness, arming students with the history of 

racism in the country, and developing in students the disposition to dismantle racism. Similarly, I 

believe increasing the representation of Latinx educational leaders, particularly superintendents, 

is critical. Their lived experiences and cultural understandings uniquely equip them to raise 

consciousness among students, staff, and the community, driving action against the systemic 

injustices affecting the Latinx population. Finally, as a Latinx educator of 30 years and leader in 

some of Connecticut’s largest Latinx communities, I also believe that Latinx superintendents and 



 

 196 

the Latino communities they serve would benefit from identity-driven, culturally rooted 

approaches based on our lived experiences (9/9). That is to say, I became a teacher to be the 

teacher I never had, and I became a leader “to serve and empower Latinx communities and 

improve equity in schools and educational systems overall,” a definition that Rodríguez et al. 

(2016) are using to garner more research and interest in Latino Educational Leadership.  

In partnership with the Board of Education, Latinx Superintendents can persuade others, 

educators, students, community members, and partners in other agencies that Latinx educational 

attainment needs all of our attention. They can lead the charge to persuade others to “move 

beyond self-interest” and to stamp out a discrimination that subverts our democracy (Pinar, 

1998).  They can make the case for why Latinos, as the fastest growing community in the United 

States, must have access to better education, so that they join the workforce, so that they 

contribute more than they already do, so that they are able to participate in civic society.   

The twenty-seven interviews that I completed with Latinx superintendents in Connecticut 

left me alarmed and, at the same time, hopeful. Alarmed because Latinx representation among 

professionals, politicians, teachers, and superintendents is low and static, but also hopeful 

because the Latinx leaders have a spectacular body of knowledge about the way forward that is 

potentially incredibly impactful. We need to put that know-how to work through political action, 

professional networks, and in each of our own work… as Hernandez and Murakami (2016) 

remind us, “The Latina/o imperative lies in the responsibility of reestablishing the 

accomplishments of Latina/o/os and Spanish-speaking communities and in building a national 

memory of the successful participation of Latinos in America (p.v).  I, for one, will go forward 

as a better leader having heard all of the testimonios and one day, perhaps as a superintendent. In 

these politically challenging times, I still believe my greatest responsibility is to ensure every 
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child and every parent feels they belong and feel empowered in the district where I serve…these 

words from Sonia Nieto (1998, p. 55) describe what I want students and my community to feel.   

The process of becoming American is not merely an academic exercise, but must connect 

to schools in fundamental ways. Students and teachers need to learn how to construct 

curricula that affirm all students while also challenging the idea of fixed or idealized 

identities. They need to search for new sources of knowledge to create a shifting canon 

that includes all students and communities. And they also need to develop the great 

community to which Maxine Greene refers, not in a mechanical or unproblematic way, 

but through constant negotiation and renegotiation. 

In summary, the examination of the ascent of Latinx superintendents and persistence in 

the position in Connecticut, essentially their journeys in Connecticut, where I live and work, has 

been incredibly rewarding personally and professionally. I am grateful for the generosity of the 

men and women who provided me with their courageous stories. I am forever changed.
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Appendix A 

Interview #1 Protocol - Prior to Superintendent (Seidman, 2013). 

 

Interviewer: Ivelise Velazquez, M. Ed., Principal Investigator 

Interviewee:_________________________________________ 

Date and Time:_______________________________________ 

Location: Via Teachers College Zoom 

Script 

Interviewer: Before I begin, I want to ensure that you have had an opportunity to review and sign the 

informed consent form devised to meet our human subject requirements. Essentially, this 

The document states that: 

(1) All information will be held confidential 

(2) your participation is voluntary, and you may stop at any time if you feel uncomfortable, and 

(3) We do not intend to inflict any harm. 

 

In addition, to facilitate note-taking, I would like to audio- and videotape our conversations today. For 

your information, only researchers on the project will be privy to the tapes, which will eventually be 

destroyed after they are transcribed. This interview is planned to last no longer than 90 minutes. During 

this time, I will only ask clarifying questions or ask you to speak more on one of the topics listed below 

under topics to include. Do I have your consent to 

record our interview on audio? 

 

Interviewee: [Response] 

 

Interviewer: This study will collect information to understand how Latinx superintendents ascend and 

persist in the position. I feel that this is urgent and much-needed research. Currently, 2.9% of 

superintendents in the state of Connecticut are Latinx, as compared to 32.1% of students who identify as 

Latinx. To understand what supported your ascent, can you share the story of how you became a 

superintendent (your influences and trajectory)? Please consider recounting early experiences with 

family, in school, in communities, with search committees, and in various positions prior to the 

superintendency. Please include what helped or hindered your ascent. 

 

Interviewer: Topics to include - You might include information about your experiences with schooling, 

family, community, colleagues, mentors, networks, recruiters, parents, students, teachers, unions, the 

media, and any other entities you find relevant to how you ascended to the position of superintendent. You 

might ask yourself the following questions as you share your thoughts on the topic. I will only interrupt 

you to ask clarifying questions or prompt you if necessary with the questions below. 

 

In the event that you express distress, I will monitor your responses and immediately stop the interview. 

We can stop the interview at any time, and you do not have to respond to any prompt that makes you feel 
uncomfortable or that you would prefer not to answer. 
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 Subtopic: Schooling - What memories do you have of your own schooling that are in any way 

connected to your decision to become an educational leader? Prompt: Why does that memory stand out? 

 Subtopic: Family - Has family influenced your decisions or your career path, and if so, how? 

Prompt: Is that influence connected to views on gender or cultural values? 

 Subtopic: Community - Was your career path influenced by your community, and if so, how? 

Prompt: Do you have specific memories of those interactions, and if so, why was it memorable? 

 Subtopic: Colleagues - What memories do you have of interactions or relationships you may have 

had with colleagues that influenced your career path, either positively or negatively? Prompt: Were those 

colleagues Latinx, and if so, were those interactions positive or negative? 

 Subtopic: Mentors - How involved were you with mentors, and how did this impact your career 

path? Prompt: How did you connect with formal or informal mentors? 

 Subtopic: Networks - What networks did you rely on to inform your career? Prompt: How did 

you connect with those networks? 

 Subtopic: Recruiters - What was your experience with recruiters prior to ascending to the 

position? Prompt: Did you seek them out, or did they find you? 

 Subtopic: Parents - What influence, if any, did interactions with the parents of students have on 

your career path prior to the superintendency? Prompt: Do you have specific memories of those 

interactions, and if so, why was it memorable? 

 Subtopic: Students - What influence, if any, did interactions with students have on your career 

path prior to the superintendency? Prompt: Do you have specific memories of those interactions, and if 

so, why was it memorable? 

 Subtopic: Teachers - What influence, if any, did interactions with students have on your career 

path prior to the superintendency? Prompt: Do you have specific memories of those interactions, and if 

so,  why were they memorable? 

 Subtopic: Unions - What influence, if any, did interactions with union leadership have on your 

career path prior to the superintendency? Prompt: On the whole, were those interactions positive or 

negative? 

 Subtopic: Media - What influence, if any, did interactions with the media have on your career 

path prior to the superintendency? Prompt: Do you have specific memories of those interactions, and if 

so, why was it memorable? 

 Subtopic: Other Relevant Entities - What influence, if any, did interactions with other entities 

have on your career path prior to the superintendency? 

 

Interviewer: Do you have any questions about the topic, subtopic, or prompts? 

 

Interviewee: [questions] 
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Appendix B 

 

Interview #2 Protocol - While Superintendent (Seidman, 2013). 

Interviewer: Ivelise Velazquez, M. Ed., Principal Investigator 

Interviewee:_________________________________________ 

Date and Time:_______________________________________ 

Location: Via Teachers College Zoom 

Script 

Before I begin, I want to ensure that you have had an opportunity to review and sign the 

An informed consent form was devised to meet our human subject requirements. Essentially, this 

The document states that: 

(1) All information will be held confidential 

(2) your participation is voluntary, and you may stop at any time if you feel uncomfortable, and 

(3) We do not intend to inflict any harm. 

 

In addition, to facilitate note-taking, I would like to audio- and videotape our conversations 

today. For your information, only researchers on the project will be privy to the tapes, which 

will eventually be destroyed after they are transcribed. This interview is planned to last no 

longer than 90 minutes. During this time, I will only ask clarifying questions or ask you to speak 

more on one of the topics listed below under topics to include. Do I have your consent to 

record our interview on audio? 

 

In the event that you express distress, I will monitor your responses and immediately stop the 

interview. We can stop the interview at any time, and you do not have to respond to any prompt 

that makes you feel uncomfortable or that you would prefer not to answer. 

 

Interviewer: This study will collect information to understand how Latinx superintendents 

ascend and persist in the position. I feel that this is urgent and much-needed research. Currently, 

2.9% of superintendents in the state of Connecticut are Latinx, as compared to 32.1% of students 

who identify as Latinx. To understand what is supported to persist in the superintendency, please 

recount lived experiences while superintendent, including interactions with students, staff, the 

board of education, the state or federal government, and families. Please include what helped or 

hindered your persistence in the position. 

 

Topics to include: You might include information about your experiences with schooling, family, 

community, colleagues, mentors, networks, recruiters, parents, students, teachers, unions, the 

media, and any other entities you find relevant to how you persisted in the position of 

superintendent. You might ask yourself the following questions as you share your thoughts on 

the topic. I will only interrupt you to ask clarifying questions if necessary. 
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Subtopic: Schooling -  

 Subtopic: Schooling - What memories do you have of your own schooling that are in any 

way connected to how you persisted in the position of superintendent? Prompt: Why does that 

memory stand out? 

 Subtopic: Family - Has family influenced you, as you persisted in the position of 

superintendent? Prompt: Is that influence connected to views on gender or cultural values? 

 Subtopic: Community - Were you influenced by your community as you persisted in the 

position of superintendent? Prompt: Do you have specific memories of those interactions, and if 

so, why was it memorable? 

 Subtopic: Colleagues - What memories do you have of interactions or relationships you 

may have had with colleagues that influenced you, as you persisted in the position of 

superintendent? Prompt: Were those colleagues Latinx, and if so, were those interactions positive 

or negative? 

 Subtopic: Mentors - How involved were you with mentors, and how did this impact your 

career path? Prompt: How did you connect with formal or informal mentors? 

 Subtopic: Networks - What networks did you rely on to inform your career? Prompt: 

How did you connect with those networks? 

 Subtopic: Recruiters - What was your experience with recruiters, and did it impact how 

you persisted in the position of superintendent? Prompt: Did you seek them out, or did they find 

you? 

 Subtopic: Parents - What influence, if any, did interactions with the parents of students 

have on you, as you persisted in the position of superintendent? Prompt: Do you have specific 

memories of those interactions, and if so, why was it memorable? 

 Subtopic: Students - What influence, if any, did interactions with students have on you, 

as you persisted in the position of superintendent? Prompt: Do you have specific memories of 

those interactions, and if so, why was it memorable? 

 Subtopic: Teachers - What influence, if any, did interactions with students have on you, 

as you persisted in the position of superintendent? Prompt: Do you have specific memories of 

those interactions, and if so, why was it memorable? 

 Subtopic: Unions - What influence, if any, did interactions with union leadership have on 

you, as you persisted in the position of superintendent? Prompt: On the whole, were those 

interactions positive or negative? 

 Subtopic: Media - What influence, if any, did interactions with the media have on you, as 

you persisted in the position of superintendent? Prompt: Do you have specific memories of those 

interactions, and if so, why was it memorable? 

 Subtopic: Other Relevant Entities - What influence, if any, did interactions with other 

entities have on your persistence in the superintendency? 

  

 

Interviewer: Do you have any questions about the prompt? 

 

Interviewee: [questions]  
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Appendix C 

Interview #3 Protocol - While Superintendent (Seidman, 2013). 

Interviewer: Ivelise Velazquez, M. Ed., Principal Investigator 

Interviewee:_________________________________________ 

Date and Time:_______________________________________ 

Location: Via Teachers College Zoom 

Script 

 

Before I begin, I want to ensure that you have had an opportunity to review and sign the 

informed consent form devised to meet our human subject requirements. Essentially, this 

document states that: 

(1) All information will be held confidential. 

(2) Your participation is voluntary, and you may stop at any time if you feel uncomfortable and 

end the session. 

(3) We do not intend to inflict any harm. 

 

In addition, to facilitate note-taking, I would like to audio- and videotape our conversations 

today. For your information, only researchers on the project will be privy to the tapes, which 

will eventually be destroyed after they are transcribed. This interview is planned to last no 

longer than 90 minutes. During this time, I will only ask clarifying questions or prompt you to 

speak more on one of the topics listed below if necessary. Do I have your consent to 

record our interview on audio? 

 

In the event that you express distress, I will monitor your responses and immediately stop the 

interview. We can stop the interview at any time, and you do not have to respond to any prompt 

that makes you feel uncomfortable or that you would prefer not to answer. 

 

Interviewer: Please reflect on the information from interviews 1 and 2. (The researcher will 

provide the testimonio transcript from the first and second open-ended interviews.) Do you have 

any clarifying comments to add? Can you verify that the transcription was accurate, and is there 

anything you would like me to revise or delete?  

 

Interviewee: [questions] 

 

Interviewer: “How would you describe a day in the life of your superintendency?” 

 Prompts: What did you enjoy the most about your work? What was most challenging? 

What stakeholders demanded most of your time? 

 

Interviewer: What artifacts did you choose?  “What is the meaning, significance, or importance 

of each artifact you’ve selected?” What does it symbolize for you? 
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 Prompts: What do you perceive as the impact of the artifacts on your stakeholders? 

 

 

Interviewer: “After reflecting on how you ascended and persisted in the superintendency, can 

you say whether your Latinx identity contributes to your leadership style and if so, how?” 

 Prompts: In general, how do you describe your leadership style? Are the beliefs you have 

regarding leadership influenced by your identity or culture in any way, and if so, how? 
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Appendix D 

Instructions Regarding Artifacts 

For the third interview, please select three artifacts that pertain to your leadership style 

while you held the position of superintendent.  Preferably, select items that you authored 

personally, even if they were edited by someone else under your direction. This might include 

any of the following or other artifacts you deem appropriate: 

 

● Letter to Stakeholder (student, parents/guardians, teachers, community, BOE) 

● Report on the Status of an Educational Issue to a stakeholder 

● District Newsletter or Periodical that you designed and of which you control content, 

even if others contribute 

● Executive summary of an Annual Budget 

● A document explaining a disciplinary decision  

Please do not name any individuals in the document. If a name appears, please redact the name. 

We will discuss the artifacts’ significance at the third interview. 
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Appendix E 

Recruitment Letter 

Dear Superintendent ___________, 

 

I’m Ivelise Velazquez, a doctoral student in the Urban Education Leadership Program at 

Teachers College, Columbia University. I am also a Deputy Superintendent in Connecticut.  I’m 

writing to invite you to participate in my doctoral dissertation study on Latinx superintendents in 

Connecticut. As you may know, there are and have been very few superintendents in the state 

who identify as Latino, Latina, Latinx, or Hispanic—currently 2.9% in Connecticut as compared 

to 32.1% of students in Connecticut. In order to understand the supports and challenges that exist 

as Latinx leaders ascend and then persist in the superintendency, I wish to interview you, given 

your experience. 

My purpose for conducting this project is to learn more about the opportunities that 

Latinx educators have to prepare and persist in the top district position. As you also may know, 

the Latinx student population is outpacing the Latinx leaders 10 to 1. In the years to come, 

information from research such as this one may help recruit and expand the number of Latinx 

educators and leaders in our state. 

Being a Latinx leader in the state myself, I am familiar with many of the institutions and 

professional organizations that provide services to leaders. I am hopeful that this study will 

contribute to the body of knowledge that will help refine those services, if the results of the study 

confirm that more can be done specifically for Latinx leaders. 

The interviews will take place at your convenience virtually on my Columbia University 

Zoom account, and I will ask your permission to audio and video record the interviews so that I 

may learn from you. The interviews will be transcribed, and the recordings will be deleted 
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immediately.  I will share and review with you the transcription of all three interviews to ensure 

accuracy.  Feel free to bring any questions or concerns you have to me at any time. 

If you agree to participate in this research, you will receive an informed consent form that 

outlines the requirements of this study, including three 90-minute interviews and your 

permission to allow me to record your interview. All interviews will be confidential, and no 

names will be used to identify you as a participant in the study. 

Thank you for your consideration, 

Ivelise 
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Appendix F 

Initial Priori Code List (Miles et al., 2020) 

LatCrit Counterstorytelling 

1. Commitment to Social Justice – Latinx voices advocate for transformative change. 

2. Centrality of Experiential Knowledge – Lived experiences are recognized as legitimate 

sources of knowledge. 

3. Transdisciplinary Perspectives – Research integrates diverse disciplinary insights and 

non-academic knowledge systems. 

4. Inter-centricity of Race, Racism, and Intersectionality – Race and racism are inextricably 

linked to other forms of identity and subordination, including gender and class. 

5. Challenge to Dominant Ideology – Latinx perspectives may critique systemic oppression 

and offer counter-narratives. 

Context of Connecticut 

Size of District Multilingual Students Schooling 

Diversity/Demographics Board of Education Recruitment 

Educational Attainment Finances Mentoring 

Discipline Instruction Networking 

Preparation Discrimination Language 

Gender Citizenship Others 
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Final Coding List 

Codes for RQ1 
Motivators to Ascend 

Codes for RQ2 
Inhibitors to Ascend 

Codes for RQ3 
Persisting in Position 

Codes for RQ3 
Identity and Leadership 

● Mentorship and Support 
● Representation in 

Leadership 
● Advocacy 
● Injustice 
● Cultural Identity 
● Discrimination & Bias 
● Self-Doubt 
● Educational Focus and 

Mission 
● Commitment to 

Students 
● Career Drivers 
● Bilingualism & Language 
● Instructional Practice 
● Groth Mindset 
● Professional 

Development 
● Career Advancement & 

Progression 
● Professionalism 
● External Support 

(Excluding 
Mentorship/Advocacy) 

● Leadership Development 
● Resiliance 
● Political Dynamics 
● Political Acumen 
● Community Engagement  
● Board Relations 
● Motivations and Beliefs 
● Familial Influence 
● Ambition & Drive 
● LatCrit Tenets 

○ Social Justice 
○ Experiential 

Knowledge 
○ Diverse Insights 
○ Centering Race 
○ Counternarrative 

● Lack of Support From 
Established Network 

● Self-doubt/Impostor 
Syndrome 

● Discrimination Based 
on Language and 
Race 

● Cultural Conflict 
● Belonging 
● Gender Barriers 
● Age Barriers 
● Socioeconomic  
● Community Conflict 
● Family Obligations & 

Influence 
● Mistreatment 
● Emotional & Mental 

Burden 
● Fear & Vulnerability 
● Ethical Conflict 
● Self-Perception 
● LatCrit Tenets 

○ Social Justice 
○ Experiential 

Knowledge 
○ Diverse Insights 
○ Centering Race 
○ Counternarrative 

 
 
 
 
 
 
 

● Communications 
● Productive  
● Supportive Board 

Relations 
● Demands, Pressure, and 

Hostility 
● Budget Constraints 
● Support from Networks 
● Board Conflict 
● Political Influence 
● Policy, Compliance, & 

Bureaucracy 
● Labor Relations 
● Budget Constraints 
● Resource Allocation 
● Financial Oversight 
● Staffing and Recruitment 

Challenges 
● Professional Capacity 
● Credibility Gaps 
● Change Management 
●  Status Quo 
● Community Opposition 
● Community Engagement 
● Socioeconomic & 

Demographic Issues 
● Academic Performance 
● Student Behavior & 

Safety 
● Crisis Management 
● Emotional & Mental 

Burden 
● Personal Resilience 
● Time Management & 

Sacrifice 
● LatCrit Tenets 

○ Social Justice 
○ Experiential 

Knowledge 
○ Diverse Insights 
○ Centering Race 
○ Counternarrative 

● Latino Community 
Commitment 

● Cultural Influence 
● Collaborative Leadership 
● Representation and Cultural 

Inclusivity 
● Visionary Focus 
● Problem Solving 
● Leadership Capacity 
● Personal 

Drive/Determination 
● Resilience 
● Values & Integrity 
● Authenticity 
● Confidence 
● Communication & 

Transparency 
● Relationship Building 
● Equity Challenges 
● Discrimination  
● Political Issues 
● Change Resistance 
● Funding Issues 
● Student Outcomes 
● Student Engagement 
● Instructional & Curriculum 

Leadership 
● Emotional & Mental Burden 
● Work-Life Balance 
● Vulnerability & Safety 

Concerns 
● Language & Multilingualism 
● LatCrit Tenets 

○ Social Justice 
○ Experiential Knowledge 
○ Diverse Insights 
○ Centering Race 
○ Counternarrative 
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Appendix G 

Dissertation Timeline, 2025 (Revised Timeline Below) 

June July August 

● Proposal Acceptance 

● IRP Approval 

● Arrange Interviews 

with eight 

participants. 

● Complete interviews 

with the first three 

participants (P1-3). 

(approximately 3 

weeks for each 

participant) 

● Match Transcription 

to Audio and Visual 

Recordings for P1-3. 

● Begin Interviews with 

the third participant 

(P4-6). 

September October November 

● Complete the 

Interview with the 

second three 

participants (P4-6). 

● Match Transcription 

to Audio and Visual 

Recordings for P4-6. 

● Begin Interviews with 

the third participant 

(P7-8). 

● Complete Interview 

with last two 

participants (P7-8) 

● Match Transcription 

to Audio and Visual 

Recordings for P7-8. 

● Match Transcription 

to Audio and Visual 

Recordings for P7-8. 

● Begin analysis of all 

transcriptions. 

December January February 

● Compile all data into 

composite reports of 

findings. 

● Conduct a member 

check on initial 

analysis. 

● Conduct a colleague 

check on the initial 

analysis. 

● Report findings in 

dissertation chapters. 

● Report conclusion in 

dissertation chapters. 

● Defend dissertation. 
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Revised Dissertation Timeline, 2025 

June July August 

● Proposal Acceptance 

● IRP Approval 

● Arrange Interviews 

with 10 participants. 

● Begin Interviews the 

last week of July. 

● Complete first 

interview with 8-10 of 

the participants and 

half of the 2nd 

interviews with all 

participants. 

● Match Transcription 

to Audio and Visual 

Recordings for 

interviews completed 

by the end of the 

month. 

● Conduct a member 

check on the initial 

analysis. 

● Begin to code 

transcriptions. 

 

September October November 

● Complete the second 

and third interviews 

with all 10 of the 

participants 

● Match Transcription 

to Audio and Visual 

Recordings for 

interviews completed 

by the end of the 

month. 

● Conduct a member 

check on initial 

analysis. 

● Code transcriptions as 

interviews are 

completed. 

● Complete member 

check on initial 

analysis. 

● Complete coding all 

interviews in early 

October. 

● Compile all data into 

composite reports of 

findings. 

● Conduct a colleague 

check on the initial 

analysis. 

● Complete the DRAFT 

of Chapters 4 and 5 to 

the advisor by the 

third week in October. 

● Address questions and 

make revisions as 

guided by the 

dissertation advisor. 

● Complete the 

dissertation chapter 

and submit to the 

committee for review 

prior to defense by the 

second week in 

November. 

December   

● Defend dissertation. 
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Appendix H  

 INFORMED CONSENT  

 

Protocol Title: The Journey to Superintendent: Experiences of Latinx Leaders in Connecticut  

 

Principal Researcher: Ivelise Velazquez, Doctoral Student, Teachers College 860-620-7882, 

iv2225@tc.columbia.edu  

 

INTRODUCTION You are invited to participate in this research study called “The Journey to 

Superintendent: Experiences of Latinx Leaders in Connecticut.” You may qualify to take part in 

this research study because you self-identify as Latinx, Latino/a, or Hispanic and have served as 

superintendent of schools in one of Connecticut’s 169 public school districts. Approximately 

eight people will participate in this study, and it will take 4 hours and 30 minutes of your time to 

complete a virtual three-part interview.  

 

WHY IS THIS STUDY BEING DONE? You are invited to participate in a qualitative research 

study to understand how Latinx superintendents in Connecticut were challenged or hindered 

during their ascent to the top position. Currently, 2.9% of superintendents in the state of 

Connecticut are Latinx, as compared to 32.1% of students who identify as Latinx.  

 

WHAT WILL I BE ASKED TO DO IF I AGREE TO TAKE PART IN THIS STUDY?  

You will be asked to participate in three part protocol:  

1) Participate in three one-on-one confidential interviews, testimonios, with the researcher about 

your experiences as an educational leader and life experiences that helped or hindered your 

ascent and persistence in the position of superintendent; and  

2) Provide three documents that represent an important message or concept for your school 

district.  

The research will be conducted solely by myself and take place virtually using Zoom.  

If you decide to participate, the primary researcher will individually interview you.  

 

WHAT POSSIBLE RISKS OR DISCOMFORTS CAN I EXPECT FROM TAKING PART 

IN THIS STUDY? A minimal risk is the extent to which the time spent to participate in the 

study burdens or impedes the leaders’ work. Also, despite the use of composite summaries 

without specific reference to real schools and or district names, the data collected and reported 

based on the interviews, may provide enough information for someone to determine the identities 

of the participants. Anyone interpreting the study’s data to identify the participants may use that 

data for further probing or actions that result in negative impacts on the participants though the 

researcher will take all steps to keep information confidential with the use of pseudonyms and 

fictitious school and district names when necessary.  
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WHAT POSSIBLE BENEFITS CAN I EXPECT FROM TAKING PART IN THIS 

STUDY? There is no direct benefit to you for participating in this study. Participation may 

benefit the field of teacher education to better understand the best way to train history teachers.  

 

WILL I BE PAID FOR BEING IN THIS STUDY? You will not be paid to participate.  

 

WHEN IS THE STUDY OVER? CAN I LEAVE THE STUDY BEFORE IT ENDS? The 

study is over when you have completed the three-part individual interviews. However, you can 

leave the study at any time even if you have not finished.  

 

PROTECTION OF YOUR CONFIDENTIALITY The primary researcher will keep all 

written materials locked in a desk drawer in a locked office. Any electronic or digital information 

(including audio (and video) recordings) will be stored on a computer that is password protected. 

What is on the audio recording will be written down and the audio recording will then be 

destroyed. There will be no record matching your real name with your pseudonym.  

For quality assurance, the study team, the study sponsor (grant agency), and/or members of the 

Teachers College Institutional Review Board (IRB) may review the data collected from you as 

part of this study. Otherwise, all information obtained from your participation in this study will 

be held strictly confidential and will be disclosed only with your permission or as required by 

U.S. or State law.  

 

HOW WILL THE RESULTS BE USED? Your identity will be removed from any data you 

provide before publication or use for educational purposes. Your name or any identifying 

information about you will not be published. This study is being conducted as part of the 

dissertation of the primary researcher.  

 

CONSENT FOR AUDIO AND OR VIDEO RECORDING Audio recording and video 

recording is part of this research study. You can choose whether to give permission to be 

recorded. If you decide that you don’t wish to be recorded, you will not be able to participate 

in this research study.  

 

 

______I give my consent to be recorded __________________________________________  

Signature  

______I do not consent to be recorded ___________________________________________ 

Signature  

 

 

WHO MAY VIEW MY PARTICIPATION IN THIS STUDY  
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___I consent to allow written, video and/or audio-recorded materials viewed at an educational 

setting or at a conference outside of Teachers College, Columbia University 

___________________________  

Signature  

 

___I do not consent to allow written, video and/or audio-recorded materials viewed outside of 

Teachers College, Columbia University  

__________________________  

Signature  

 

WHO CAN ANSWER MY QUESTIONS ABOUT THIS STUDY?  

If you have any questions about taking part in this research study, you should contact the 

primary researcher, Ivelise Velazquez, doctoral student, Teachers College, at 860-620-7882 

. You can also contact the faculty advisor, Dr. Marc Gooden mg3904@tc.columbia.edu.  

If you have questions or concerns about your rights as a research subject, you should contact the 

Institutional Review Board (IRB) (the human research ethics committee) at 212-678-4105 or 

email IRB@tc.edu or you can write to the IRB at Teachers College, Columbia University, 525 

W. 120th Street, New York, NY 10027, Box 151. The IRB is the committee that oversees human 

research protection for Teachers College, Columbia University.  
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Appendix I 

 

PARTICIPANT’S RIGHTS  

 

● I have read the Informed Consent Form and have been offered the opportunity to discuss the 

form with the researcher.  

● I have had ample opportunity to ask questions about the purposes, procedures, risks and 

benefits regarding this research study.  

● I understand that my participation is voluntary. I may refuse to participate or withdraw 

participation at any time without penalty.  

● The researcher may withdraw me from the research at the researcher’s professional discretion 

if scheduling prohibits timely completion of the interview protocol.  

● If, during the course of the study, significant new information that has been developed 

becomes available which may relate to my willingness to continue my participation, the 

researcher will provide this information to me.  

● Any information derived from the research study that personally identifies me will not be 

voluntarily released or disclosed without my separate consent, except as specifically required by 

law.  

● Identifiers may be removed from the data. De-identified data may be used for future research 

studies, or distributed to another researcher for future research without additional informed 

consent from you (the research participant or the research participant’s representative). Your data 

will not be used in further research studies.  

● I should receive a copy of the Informed Consent Form document.  

 

My signature means that I agree to participate in this study:  

 

Print name: _______________________________________ Date: ______________________  

Signature: 

______________________________________________________________________________ 
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Appendix J  

Equity Report Card Sample 

This equity report card uses the district demographics as a basis to identify areas of 

overidentification and under identification across various categories, such as chronic absences, 

suspensions, identification in special education, and proficiency on state tests.  Cells colored 

salmon show an overidentification, and cells colored blue show an under identification as 

compared to the distribution of that demographic districtwide. This format is used in my current 

district.  
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Vita 

 

Education 

Teachers College, Columbia University, New York, N.Y. 

Urban Education Leaders Program, Doctoral Candidate, December 2025 

George Washington University, Washington, D.C. Master of Education 

Cornell University, Ithaca, N.Y., Bachelor of Arts, Economics 

  

Educator Certifications                                                                                                    

Connecticut Superintendent’s Credential (093) 

Connecticut Education Administrative Credential (092) 

Connecticut Remedial Reading & Language Arts K-12 (102) 

Connecticut Educator K-6 Certification (013) 

California & Massachusetts Elementary Education Certifications (prior) 

  

Affiliations & Professional Learning Certifications 

Association of Latino Administrators and Superintendents, Member (CT & National) 

American Educational Research Association, Member 

Data Wise at Harvard Graduate School of Education 

Cognitively Guided Instruction in Mathematics 

Governor’s CCSS Task Force 

Concept-based Curriculum Writing 

Results-Based Accountability 

National Center for Culturally Responsive Educational Systems Facilitator Module 

Courageous Conversations About Race Seminars/Beyond Diversity Trainer 

Reading First Management Team Professional Development 

Reading Recovery Certification 

  

Experience 

Deputy Superintendent, October 2022-present 

Consolidated School District of New Britain, New Haven, CT 

•    Implement strategies in academics, multilingual learners, early learning, and special education. 

•    Build the capacity of administrators and teachers to improve student achievement. 

  

Assistant Superintendent for Curriculum and Instruction, July 2020-September 2022 

New Haven Public Schools, New Haven, CT 

•    Implement all curriculum and instruction initiatives to improve outcomes for students. 

•    Supervise 8 departments, including curriculum, early childhood, and multilingual learning. 

•    Lead the district programs for culturally relevant pedagogy, anti-racist schooling, and equity. 

  

Education Specialist, Professional Learning, September 2019-June 2020 

Capital Region Education Council – CREC, Hartford, CT 

·         Designed and delivered professional learning on instruction and educational leadership. 

·         Facilitated educational forums to establish equitable systems for student learning. 
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Deputy Superintendent, September 2018-July 2019 

New Haven Public Schools, New Haven, CT 

·         Assisted the Superintendent to develop, implement and monitor the district’s strategic plan. 

·         Supervised ten departments, including curriculum, special education, and bilingual/ESOL. 

  

Chief Academic Officer, August 2015-July 2018 

District Supervisor of Professional Development & Career Management, 2014-2015 

New London Public Schools, New London, CT 

·         Renegotiated the teacher’s contract to focus efforts on retention and capacity building. 

·         Secured an Office of Early Childhood $600,000 Smart Start. 

·         Manage district resources, including $3 million Alliance grant. 

  

Director of Reading and Social Sciences Curriculum, 2012-2014 

Windham Public Schools, Willimantic, CT 

·         Coordinated curriculum writing in the areas of literacy and social sciences. 

·         Design and lead professional learning sessions on reading intervention and data analysis. 

  

Dean of Students, 2011-2012 

Parkville Community School, Hartford Public Schools, Hartford, CT 

·         Managed staff and conducted professional evaluations. 

·         Maintained strong partnerships with parents and community members. 

·         Implemented the Positive Behavioral and Intervention Supports framework. 

  

Consultant & Workforce Development Coordinator, 2006-2011 

State Education Resource Center, Middletown, CT 

·         Developed the priorities for SERC’s Literacy Initiative to enhance the skills of teachers. 

·         Managed the federal State Personnel Development Grant for professional learning in literacy. 

  

First-Grade Teacher, 2003-2006 

Webster Hill Elementary School, West Hartford, CT 

First-Grade Teacher, 2002-2003 

Wildwood Elementary School, Amherst, MA 

Multi-age Classroom Teacher, Grades 1-3, 2002 

Leyden Elementary School, Leyden, MA 

Reading Recovery Teacher, 2001 

Winship Elementary School, Boston, MA 

District Literacy Committee Trainer-of-Trainers & Reading Recovery Teacher, 1997-2000 

Kindergarten–Second-Grade Teacher, 1995-2000 

Berkeley Arts Magnet School, Berkeley, CA 
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Coordinator, Initiative for Conservation Education, 1991-1994 

Policy & Budget Researcher/Writer, Federal Agency Needs Assessment Reports, 1988-1991 

National Fish and Wildlife Foundation, Washington, DC 

·         Researched, wrote, and disseminated a report on federal agency conservation programs. 

·         Managed the $1.5 million Initiative on Conservation Education. 
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