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Abstract

An Exploratory Case Study of Principal Anti-Racist Leadership Development and Practice

By Tyeisha H. Chavis

Despite evidence highlighting the crucial role of principals in driving school change and
creating equitable learning environments, there remains a need for more robust research and
operational guidance concerning principal anti-racist leadership development and practice. Recent
studies have indicated Principals were not only unprepared to lead in schools with predominantly
minoritized students and unable to articulate meaningful discourse around racial equity and
implement policy that would respond to racial issues, but they also had not received anti-racist
leadership preparation and support. (Gooden & O’Doherty, 2015; Khalifa et al., 2016; Miller,
2021; Young et al., 2010). Therefore, the purpose of this exploratory study is to partly address
this issue and contribute to the existing body of research on principal anti-racist leadership
development and practice. [ posed the following questions to guide my research:

1. How do urban secondary school principals say they have been prepared and supported to
be anti-racist leaders?

2. How, if at all, do these principals say they implemented anti-racist practices in their
schools?

3. How, if at all, do these principals say it is having impact on reducing racial disparities in
their schools?

This study examines principal perceptions and experiences receiving preparation and
support to be anti-racist leaders, and the extent to which it may be used to inform practice and

pedagogy for reducing racial disparities in schools. Specifically, as six principals attempt to



enact anti-racist leadership in low-income urban secondary school settings serving a majority of
students of color, this study utilizes insights from Welton et al. (2018) and draws upon a
significant body of literature to examine their journey, reflecting on their anti-racist leadership
development, practice, and impact.

This study draws on the essential nature of anti-racist leadership, which involves
recognizing the significance of race within educational settings, elevating racial awareness, and
actively working towards dismantling racial disparities (Aveling, 2007; Brooks & Watson, 2019;
Diem & Welton, 2020; Lewis et al., 2023). It examines racial identity development and self-
reflection as integral components of anti-racist leadership preparation and development, and
classifies participants’ interview data according to Cross’ (1995) The Psychology of Becoming
Black" (Tatum, 1997) racial identity model and Helm’s (1995) White racial identity model. The
study further explores the extent to which participants engage in anti-racist leadership practices
and how they say it is having impact on reducing racial disparities in schools, by referencing
Welton et al.'s (2018) anti-racist leadership conceptual framework. This framework,
encompassing both individual and systemic levels - attitudes, beliefs, policies, and practices -
guided my investigation into informing anti-racist principal practice for reducing racial
disparities in schools. The study concludes by theorizing how its findings can be used to better
understand the intersection between principals’ anti-racist leadership development, practice, and
impact.

This study is significant because it contributes towards operationalizing Welton et al.’s
(2018) anti-racist leadership conceptual framework, elucidating principal anti-racist preparation,
development, and practice, and methods to accomplish it. By investigating the extent to which

participants engage in anti-racist leadership practices and their impact on reducing racial



disparities within schools, this research offers practical insights for advancing racial equity in
predominantly Black and Brown secondary schools. Such contributions not only provide valuable
guidance for current principal anti-racist leadership practices, but may also spark new thinking and
approaches for further research and ongoing efforts towards systemic improvement in anti-racist

educational leadership.
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Preface

My construction of race was profoundly shaped during my formative years. I was raised
by racially conscious parents who instilled in me a deep awareness of the intricate history of
institutional racism, racial violence, and anti-blackness in America. Our household was filled
with ongoing conversations that delved into the complexities of these issues. Watching
documentaries like 'Eyes on the Prize' and learning about pivotal moments in history such as
slavery, Jim Crow, Harlem Renaissance, and the innovation, brilliance, and beauty of Early
African Civilizations, laid the foundation for my understanding of racial and cultural pride. This
early exposure not only shaped my own racial identity but also fueled my passion for racial
justice.

In response to institutional racism, systemic poverty, mass incarceration, and monolithic
views of success, ['ve dedicated over fifteen years to addressing educational disparities. As a
career educator, organizational leader, anti-racist advocate, and adult developer, I've created
learning experiences for children and adults that promote educational equity in schools and
youth-based organizations. I am committed to fostering anti-racist learning environments to
mitigate racial predictability, bias, harm, and disparate outcomes, particularly for black and
brown students. My experiences as a black woman have significantly shaped how I taught in
classrooms, and how I led as a former principal. Central to my work has been curating adult
learning experiences to support educators in examining individual and organizational beliefs,
policies, and practices that perpetuate racial and demographic inequities.

I have had the honor of holding various roles across school organizations and contexts. I
have been uniquely positioned as a teacher, principal, leadership coach, and racial equity

consultant across public, charter, and international schools. In these roles, I developed system-



wide strategic equity plans, conducted implicit bias and anti-racist training for district and school
staff, and fostered cohesive organizational culture centered on racial justice. I also founded New
Heights Consulting, LLC as a professional development and organizational strategy firm
dedicated to advancing racial equity and inclusion in schools, serving historically marginalized
youth. Through my work I’ve achieved tangible results, from reducing racial disparities among
diverse student populations, to providing cultural competency and anti-racist leadership training
for organization and district leaders.

This journey has led me to deeply prioritize the well-being and professional support of
educators, especially principals, who are central to driving school change. As a former principal,
I keenly felt the lack of support in engaging my school communities around anti-racism. I
understand firsthand the pivotal role that principals play in shaping school culture and policies,
and the need for effective strategies to support them in fostering inclusive and equitable
environments. I strongly believe that ensuring principals receive comprehensive pre-service
preparation and ongoing support is crucial for them to effectively engage in the demanding and
challenging work of anti-racist leadership. This realization further fueled my commitment to
researching and advocating for anti-racist leadership preparation and practices, which empower
and support principals to drive meaningful change and advance racial justice within their

schools. My hope for this study is to unveil the need for transformation such as this.



CHAPTER 1

INTRODUCTION

In the U.S., education is widely regarded as the great equalizer, representing the belief
that a quality education is the cornerstone for success and equal opportunities. Unfortunately, our
common school system was created amid a context of political and economic oppression, where
racial minorities, especially Blacks, were politically and economically “subordinate” (Anderson,
1984, 1988; Massey & Denton, 1998) Moreover, legal repression, economic exploitation, and
residential discriminations fashioned an inequitable socio-political context that would be
recreated in our foundational institutions, especially in the education system (Anderson & Span,
2016; Aptheker, 1992; Massey & Denton, 1998).

Despite the implementation of numerous school reforms, the United States continues to
struggle with chronic opportunity gaps and persistent underperformance across various school
districts (Carter & Welner, 2013; Chambers, 2009; Diamond, 2006; LaCour et al., 2017; Ladson-
Billings, 2006). Although there is widespread acknowledgement of the opportunity gaps in the
United States, comparatively few educators are aware of the impact of institutional racism on
these gaps, let alone their own unconscious contribution to racial opportunity gaps (Flores, 2018;
Fusarelli, 2004; Hanselman et al., 2014; Orfield & Yun, 1999). In the midst of these opportunity
gaps and persistent race-based disparities in K—12 public education, educational leadership
constitutes a critical lever of change in creating equitable learning environments (Furman, 2012;
Gooden & O’Doherty, 2015; Ishimaru & Galloway, 2014; Liou & Hermanns, 2017; Miller &
Martin, 2015; Theoharis, 2007). It has been suggested that school leaders, particularly principals,
have the most substantive impact on systemic reform movements, either positively or negatively

(Blair, 2002; Blankstein et al., 2015; Darling-Hammond, 2010; Liou & Hermanns, 2017; Rigby



etal., 2019).

The principal's role in school reform and creating an equitable learning environment is
crucial in facilitating teachers' efforts to improve student outcomes — academically, socially, and
emotionally (Hallinger & Heck, 1998; Mulford et al., 2009; Supovitz, Sirinides, & May, 2009).
Serving as change agents, principals create a school culture that inspires and motivates educators
to collaboratively improve organizational performance ( Gliimiis & Bellibas, 2020; Leithwood et
al., 2019; Leithwood, 1992). It is therefore incumbent upon districts to provide principals with
sustained and effective support and training to develop and engage in anti-racist leadership
practices, addressing racial disparities as a school improvement imperative (Miller, 2021;
Pollock, 2008; Suarez, 2018; Theoharis & Brooks, 2012; Welton & Diem, 2021).

Background

It is well established in education leadership research that in order to positively address
racial achievement, educators must adopt a critical consciousness and engage in the complex
work of anti-racism to disrupt racism and systems of oppression within education (Bell, 1992;
Diem & Welton, 2020; Kailin, 1994; Khalifa et al., 2016; Pollock, 2008; Theoharis, 2007). Anti-
racism, defined by scholars (Capper, 2015; DeCuir-Gunby, 2009; Gooden & Dantley, 2012;
Khalifa et al., 2016; Ladson-Billings, 2005; Noguera, 2008; Radd et al., 2021; Singleton, 2015),
involves intentional and collective actions that challenge the influence and perpetuation of White
racial power, position, and privilege in schools. While research predominantly adopts an
ideological and theoretical perspective on anti-racist leadership, existing studies emphasize the
positive impact of principal professional development programs, incorporating elements such as
workshops, peer learning, critical self-reflection, mentorship, and individualized coaching

(Carter Andrews & Richmond, 2019; Darling-Hammond & McLaughlin, 1995; Donaldson,



2008; Drago-Severson, 2012) . These components, proven to be successful in supporting
principals with implementing changes in schools, can form a robust foundation for effective anti-
racist leadership learning and development for principals (Blankstein et al., 2015; Carter
Andrews & Richmond, 2019; Darling-Hammond & McLaughlin, 1995; Gumus & Bellibas,
2016; Hitt & Tucker, 2016).

Given the persistent challenges related to racism and inequity in education, there is a
growing imperative for research and educators to focus explicitly on anti-racist leadership
development and practice in order to disrupt systemic injustices. The current educational
leadership literature, however, reveals an emphasis on transformative leadership, social justice
leadership, and culturally responsive leadership (Furman, 2012; Green, 2017; Khalifa, 2018;
Marshall & Khalifa, 2018; Scheurich et al., 2011; Skrla et al., 2001; Theoharis, 2007; Tillman &
Scheurich, 2013). Although these paradigms place equity at the forefront of educational
leadership practice, advocating for inclusivity and addressing the unique needs of historically
marginalized students and their families, what seems to be missing from this research is an
explicit focus on practical implementation of principal anti-racist leadership development and
practice. According to education leadership scholars, anti-racist leaders focus on achieving
equitable outcomes by recognizing the significance of race within educational settings, elevate
racial awareness, and actively work towards dismantling racial disparities (Aveling, 2007;
Brooks & Watson, 2019; Diem & Welton, 2020; Lewis et al., 2023). In the context of this study,
racial disparities are characterized by disproportionate outcomes in academic achievement,
discipline and attendance practices, access to advance placement courses and post-secondary
options, and beliefs and attitudes about the inherent capabilities between Black and Brown

students and their White and Asian counterparts (Anderson, 1984, 2007; Aptheker, 1992;



Ladson-Billings, 2018; Woodson, 1933) Anti-racist leadership development centers how

principals understand, develop, and are supported in implementing anti-racist practices (Ishimaru

& Galloway, 2014; Khalifa et al., 2016; Theoharis, 2007). This study sought to add to this body

of research by elevating Principal voices, perceptions, and experiences to gain further insight

around how they are being prepared and supported to be anti-racist leaders, and the extent to

which it may be used to inform practice and pedagogy to reduce racial disparities in schools.
Problem Statement

Despite evidence highlighting the crucial role of principals in driving school change and
creating equitable learning environments, more research and guidance is needed regarding (i)
how principals are understanding anti-racist leadership learning and development experiences,
(i1) how (if at all) these principals say they are implementing anti-racist practices, (iii) and how
(if at all) these principals say it is having impact on reducing racial disparities in their schools to
address the persistent opportunity gaps that result in disparate outcomes for black children and
children of color (Khalifa et al., 2016; Theoharis, 2007).

Professional learning and development for principals grounded in social justice and
equity, have often reproduced the dominant educational narratives and status quo - that is, failing
to disrupt systems of racism that continue to lead to inequitable outcomes for students of color
(Blankstein et al., 2015; Gumus & Bellibas, 2016). Recent studies have indicated Principals were
not only unprepared to lead in schools with predominantly minoritized students and unable to
articulate meaningful discourse around racial equity and implement policy that would respond to
racial issues, but they also had not received anti-racist leadership preparation and support
(Gooden & O’Doherty, 2015; Khalifa et al., 2016; Miller, 2021; Young et al., 2010). As a result,

there has been little evidence of principal anti-racist development or school level impact on anti-



racist belief systems, instructional practice, or discipline and school culture practices (Blair,
2002; Fraenkel & Wallen, 2006; Khalifa et al., 2016). The absence of robust research and
guidance around a comprehensive practical framework for anti-racist leadership learning and
development poses a significant challenge, as principals lack substantial support to foster racial
identity awareness, elevate cultural responsiveness, and build the capacity to effectively confront
and dismantle institutional racism. This principal learning and developmental gap impede
progress toward reducing enduring racial disparities, which ultimately hinders school
improvement efforts (Bryk, 2010; Gooden et al., 2018; Hitt & Tucker, 2016; Honig et al., 2017;
Love, 2019).
Purpose of the Study

The purpose of this study is to examine principal perceptions and experiences receiving
preparation and support to be anti-racist leaders, and the extent to which it may be used to inform
practice and pedagogy for reducing racial disparities in schools. Specifically, this study elevates
Principal voices, perceptions, and experiences to gain further insight around how they describe
and understand anti-racist leadership development experiences, how (if at all) these principals
say they implemented anti-racist practices, and how (if at all) these principals say it is having
impact on reducing racial disparities in their schools. In this study, there is an explicit focus on
race, racism, and anti-racism, positioning them at the center of data collection and analysis,
discussing them at all levels of a school organization, and using them to understand principal
anti-racist leadership learning and development experiences (Donaldson, 2008; Drago-Severson,
2012; Gooden et al., 2018; Miller, 2021). This approach aimed to thoroughly investigate the
intersections of anti-racism, policy, practices, and principal perception and leadership, and how,

if at all, principals say these connect to the provision of equitable learning opportunities for all



students. This qualitative case study partially addresses the need for radical anti-racist
professional learning experiences for principals that can inform practice and pedagogy for
reducing racial disparities and ultimately close the racial opportunity gap.
Research Questions
This study centers principal perceptions and experiences engaging in anti-racist leadership
development, in order to inform practice and pedagogy for reducing racial disparities in schools
that are essential for systemic change. I posed the following research questions to guide my
study:
1. How do urban secondary school principals say they have been prepared and
supported to be anti-racist leaders?
2. How, if at all, do these principals say they implemented anti-racist practices in their
schools?
3. How, if at all, do these principals say it is having impact on reducing racial disparities
in their schools?
Conceptual Framework
I used Critical Race Theory as a theoretical framework to explore the permanence of
racism in society, it’s endemic impact on the education system, and the imperative of developing
anti-racist identities, pedagogies and practices (Capper, 2015; Capper, 2018; Khalifa et al., 2013;
Ladson-Billings, 2005; Sleeter & Delgado, 2003). Critical Race Theory emphasizes the enormity
of institutional racism within a structural, political, economic, and historical context, and is used
in this study as a foundation for understanding racial disparities in education, and interrogating
anti-racist identity development and practices for principals (Bell, 1992; Capper, 2018; Gooden,

2012; Ladson-Billings, 1998; Lopez, 2003). CRT also offers a critique of neo-liberal color



blindness rhetoric and ways liberal equity policies and practices perpetuate racial oppression
(Delgado et al., 2001; Horsford et al., 2013; Khalifa et al., 2013; Lopez, 2003). Sometimes
explicit and often implied, Critical Race Theory (CRT) is at the core of most anti-racism models
and the backdrop for any understanding of racial identity development (Ladson-Billings, 1998).

Additionally, I referenced an anti-racist leadership conceptual framework to explore
principal perceptions of anti-racist leadership and acts of anti-racism within school organizations,
and its implications for racial identity development and anti-racist leadership development
(Gooden & Dantley, 2012; Guerra & Pazey, 2016; Utt & Tochluk, 2020). It is important to note
that the research predominantly adopts an ideological and conceptual perspective on anti-racist
leadership (Aveling, 2007; Brooks & Witherspoon-Arnold, 2013; Lewis et al., 2023; Welton &
Diem, 2021). It does not inherently provide explicit operational guidelines for anti-racist actions
due to the context-specific nature of such undertakings, however, I have chosen to reference an
anti-racist leadership conceptual framework from Welton et al. (2018) for its practical
implications in guiding school leaders toward anti-racist work, focusing on the individual level —
attitudes and beliefs, and the system level - policies and practices. These categories guided my
investigation as I examined the extent to which it may be used to inform anti-racist principal
practice for reducing racial disparities in schools (Brooks & Witherspoon-Arnold, 2013; Denis,
2007; Kailin, 1994; Miller, 2021). Despite the extensive scholarship and school-based practices
centered on equity-driven leadership, such as transformational, social justice, and culturally
responsive approaches, the term 'anti-racist leadership' has not been universally adopted in
schools and districts.

Consequently, this anti-racist leadership conceptual framework provided a shared

language and understanding as I selected and interviewed principals to explore their varied



perceptions and experiences of engaging in characteristics of anti-racist leadership within their
school organizations. Furthermore, it served as the foundation for my inquiry, guiding the
collection and analysis of data as I examined participants' perspectives on anti-racist leadership
practices at both the individual and school system levels.
Summary of Methodology

Based on the research questions that center the lived experiences and principal
perceptions of anti-racist leadership support and development, and the extent to which it may be
used to inform practice for reducing racial disparities in schools, a qualitative design was used.
Several scholars have used qualitative study as a methodological tool for gaining understanding
into a shared event and lived experiences of individuals (Creswell & Poth, 2016; Schreiber &
Asner-Self, 2011). The methodology employed in this study was a multiple exploratory case
study (Creswell, 2007) to understand “the processes created and used by individuals involved”
(Berg, 2009, p. 319), i.e., the learning and leadership experiences of principal participants. This
approach enabled me to explore how principals understand, perceive, and engage in anti-racist
leadership learning and development and implement anti-racist practices in their schools that
lead to positive school change for racial equity. A case study approach is most appropriate for
research when “a ‘how’ or ‘why’ question is being asked about a contemporary set of events,
over which the investigator has little or no control” (Yin, 2003, p. 9). For this study, six urban
secondary school principals were selected. With each participant, a combination of semi-
structured interviews and school-related materials such as student and staff handbooks, equity
goals and vision statements, and discipline data were collected.

Qualitative methodology was selected for this study to have a complex and detailed

understanding of principal perception and engagement in anti-racist leadership learning and
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development to empower principal participants to share their stories and experiences and
minimize the power dynamic that underlie the context in which participants address a problem.
Most scholars of qualitative studies in education agree on the major components of qualitative
research (Creswell & Poth, 2016; Schreiber & Asner-Self, 2011). This study included design
strategies, data collection, and analysis strategies as naturalistic inquiry - the study of real-world
situations as they unfold, with flexible and purposeful sampling that is information rich
(Creswell & Poth, 2016; Roberts & Hyatt, 2018). These design strategies were used to privilege
the voices of principal participants, surface information about their common or shared
experiences centering anti-racist leadership learning and development, and principal perception
of engaging in anti-racist practices to reduce racial disparities in their schools.
Limitations and Delimitations

Bias is a human function that all researchers must acknowledge. As a researcher, [ am
aware of my assumptions and biases that may have influenced my data collection, data analysis
and the writing of my dissertation. As a former school and district leader, my background is also
in supporting principals with developing as anti-racist leaders. I led district level equity teams
using Singleton & Linton’s (2006) field guide to isolate race and anchor conversations, problems
of practice, action plans, and review of disproportionality data around racial equity. My
experience as a district-level trainer and developer, coupled with my past role as a principal, has
heightened my awareness of the specific developmental needs of principals working towards
racial equity. Throughout my career as an educator, advocate, and self-identified anti-racist
leader, my past experiences have significantly shaped how I created and led professional
development, mentored, and provided guidance to other principals and school leaders. With

nearly two decades of experience in various educational settings, including public schools,
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alternative schools, and an international school, I am steadfast in my belief in deliberately
fostering anti-racist learning environments to reduce racial predictability, bias, harm, and
disparate outcomes for all children, especially black and children of color. Despite my
commitment to impartiality, I acknowledge the possibility of carrying some biases into
participant interviews.
Significance of the Study

Often developed as uniform “one-size-fits-all” solutions to complex social and
educational issues, equity focused professional development shortcomings can be alleviated
through more robust research and practice on anti-racist leadership, identifying effective district
level principal support models for advancing racial equity, and examining school based anti-
racist initiatives as a foundation for deinstitutionalizing racism and improving student outcomes.
Likewise, making contributions towards operationalizing an anti-racist leadership framework for
understanding anti-racist preparation, development, and practice, and how to achieve it, will
spark new thinking and approaches to systemic improvement in underperforming schools.

Moreover, while the concept of race, has been at the forefront of United States school
policy for more than fifty years, explicit racial scholarship, frameworks, and programs that
address inequities have been on the periphery of educational work. No Child Left Behind
(NCLB) legislation exposed a considerable body of multicultural education literature that was
available, but few studies exist that address institutionalized racism in education, and even fewer
examine the work specifically at the secondary school district level (Corcoran et al., 2001;
Honig, 2012; Leithwood et al., 2019; Rigby et al., 2019). The research in this study critically
examines Principal in-service anti-racist leadership learning and development, and the

perceptions of principals who have participated in anti-racist workshops that attempt to train
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educators at all levels of an organization to become active, anti-racist educators working to
eliminate any institutional barriers that are contributing to the racial opportunity gap.
Organization of the Study

Chapter I states the problem, the background of the problem, the purpose of the study, the
significance of the study, the research problems that drive the study, and definition of terms.
Chapter II reviews the relevant literature related to the deep roots of educational inequality and
institutional racism in education, the racial achievement and opportunity gaps, the role of district
teams and principals in advancing school reform, racial equity, and principal practice, followed
by an analysis of scholarship on racial identity development, and critical race theory as a
framework for this study. Chapter III delineates the design and methodology of the study
followed by an exploration of participant selection, data collection and analysis methods, and
concludes with a discussion of validity and study limitations. Chapter IV provides an analysis of
key findings and a discussion of emergent themes from the research, and addresses the research
questions through the lens of critical race theory and Welton et al. (2018) anti-racist leadership
conceptual framework. Lastly, Chapter V provides implications and recommendations for further
research based on the findings of this study.

Definition of Terms

Race— Notion of a distinct biological type of human being, usually based on skin color or other
physical characteristics such as skin and eye color, hair texture, bone structure of people in the
United States and elsewhere (Delgado et al., 2001; Singleton, 2015) Race is also defined by
Radd et al.. (2021) as a “pervasive and faulty categorizing system that is variable over time and

loosely based on a combination of features that includes skins color and phenotypic features.”
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Racism—Any program, practice or “beliefs and an enactment of beliefs that one set of
characteristics are superior to another” (Singleton, 2015). “It is the systematic mistreatment of
certain groups of people (often referred to as people of color) on the basis of skin color or other
physical characteristics” (Singleton, 2015 p51). Radd et al.., (2021) assert “in the United States,
White is the privileged category. This system operates regardless of whether its beneficiaries
have good or bad intentions.”

Racial Equity—raising the achievement of all students while narrowing the gaps between the
highest and lowest achieving students and eliminating the racial predictability (Khalifa et al.,
2013; Ladson-Billings, 1995, 2018) and disproportional nature of which students are in the
highest and lowest achievement groups.

Anti-Racism—is conscious and deliberate action—both individual and collective—that
challenges the impact and perpetuation of White racial power, position, and privilege in
institutional, cultural, and individual settings (Capper, 2015; DeCuir-Gunby, 2009; Gooden &
Dantley, 2012; Khalifa et al., 2016; Ladson-Billings, 2005; Noguera, 2008; Radd et al., 2021;
Singleton, 2015).

Leadership—For the purpose of this study, the term leadership and leaders may be used
interchangeably with the terms Principals, school leaders, anti-racist leaders, racial equity
leaders, or social justice leaders.

Anti-Racist Leadership— Education leadership researchers suggest that anti-racist leaders

recognize the significance of race within educational settings, elevate racial awareness, and
actively work towards dismantling racial disparities (Aveling, 2007; Brooks & Watson, 2019;

Diem & Welton, 2020; Lewis et al., 2023).
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Racial Disparities— In the context of this study, racial disparities are characterized by

disproportionate outcomes in academic achievement, discipline and attendance practices, access
to rigorous coursework including honors, advanced placement and IB programs, and beliefs and
attitudes about the inherent capabilities between Black and Brown students and their White and
Asian counterparts (Anderson, 1984, 2007; Aptheker, 1992; Ladson-Billings, 2018; Woodson,

1933).

Anti-Racist Leadership Development— The preparation, development, and support that school
leaders receive to understand the significance of race within educational settings, elevate
personal and collective racial awareness, and actively work towards dismantling systematic
racism and oppression in schools (Allio, 2005; Brooks & Witherspoon-Arnold, 2013; Diem &

Welton, 2020; Diem et al., 2019; Kailin, 1994; Welton & Diem, 2021).

Racial Identity Development—will be defined as the process that White people and People of
Color go through that defines who they are racially. This process is a key point of understanding
for many educators as they reflect upon their own racial experience and the perceptions and
racial experiences of their own students (Gooden & Dantley, 2012; M. A. Khalifa et al., 2016;

Theoharis & Haddix, 2011).

Opportunity gap— the ways in which race, ethnicity, socioeconomic status, English proficiency,
community wealth, familial situations, or other factors contribute to or perpetuate lower
educational aspirations, achievement, and attainment for specific groups (Flores, 2018;

Hanselman, Bruch, Gamoran, & Borman, 2014; LaCour et al., 2017).
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Culturally responsive leadership —Promotes an inclusive school climate representative of the

racial and cultural identities of the student population, and addresses the cultural needs of the
students, parents, and teachers (Gooden, 2005; Khalifa et al., 2016; Marshall & Khalifa, 2018).

Social Justice Leadership —Principals make issues of race, class, gender, disability, sexual

orientation, and other historically and currently marginalized conditions in the United

States central to their advocacy, leadership practice, and vision (Theoharis, 2007, p. 223).
District—In this study, the term district will be used to represent a collective consisting of and
used interchangeably to mean the superintendent, central office staff, district team, or district

leadership. (Honig, 2012; Rorrer et al, 2008; Leithwood et. al, 2019)
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CHAPTER 2

LITERATURE REVIEW
Introduction

The literature review begins with a review of the permanence of institutional racism in
the US school system, which create, shape, and perpetuate school opportunity gaps (Anderson &
Span, 2016; Horsford, 2019; Irons, 2002; Jencks & Phillips, 1998). The existence of the
opportunity gap challenges the notion that public education is structured for all children to
achieve at high levels, underscoring the consistent disadvantages faced by Black and Brown
students (Chambers, 2009; LaCour et al., 2017; Ladson-Billings, 2006; Milner, 2010; Noguera,
2006). The failure to address systemic disparities, which result in unequal opportunities for both
students and staff within educational institutions, has been posited as a primary contributor to the
persistent gaps in US schools (Boykin & Noguera, 2011; Carter & Welner, 2013; Chambers,
2009; Ladson-Billings, 2006). Amidst these persistent disparities in K—12 public education,
educational leadership emerges as a critical catalyst for fostering equitable learning
environments (Ishimaru & Galloway, 2014; Theoharis, 2007). Notably, principals, have long
been recognized as crucial for driving school reform (Bryk, 2010; Honig et al., 2017; Leithwood,
1992).

As the review unfolds, it highlights the imperative for anti-racist principal learning and
development, which is essential for closing the opportunity gap and dismantling structural racism
embedded in school organizations. An overarching theme in the literature was the positive
impact of Superintendents, district teams, and principals in school reform, which underscore the
importance of leveraging anti-racist leadership development to further advance racial equity and

school improvement (Diem & Welton, 2020; Greene, 2007; Gunzenhauser et al., 2023; Rigby et
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al., 2019). Anti-racist leadership development goes beyond addressing racial disparities within a
school; it encompasses challenging the personal and societal beliefs embedded in the mental
frameworks, policies, and practices of educators and school leaders to bring about systemic
change (Gooden & Dantley, 2012; Helms, 1990; Utt & Tochluk, 2020). Consequently, this
review also investigates the relationship between racial identity development and leadership
approaches, highlighting what anti-racist principals should know and be able to do. The
conceptual framework to follow adopts critical race theory as a lens for the examination of race
and racism.

This literature review includes four sections that demonstrate research and scholarship on
anti-racism for racial equity as a school improvement imperative. The first section will begin
with an exploration of racial inequality in US schools that (a) contextualizes the historical
underpinning of institutional racism and oppression, (b) a brief historical account of anti-racism
in schools (c) the legacy of “separate but equal,” and Brown v Board of Education, and (d) a
review of scholarly debate surrounding the achievement gap, necessitating a paradigm shift to an
opportunity gap and its implication for anti-racist education. The second section is a
comprehensive review of research on anti-racist leadership, including (a) defining anti-racism
and anti-racist leadership (b) an anti-racist leadership conceptual framework and (c) leveraging
anti-racist leadership as a catalyst for advancing racial equity and school improvement. Section
three delves into the literature to examine various aspects of anti-racist learning and
development. This includes an examination of (a) the role of the district team in advancing racial
equity and principal practice (b) the components of anti-racist leadership development (c) the
components of anti-racist professional development and (d) the components of effective

professional development. Within the context of this study, these elements are explored to offer
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additional insights and contextualize principal perceptions and experiences of anti-racist support
and development, and the extent to which it may be used to inform practice and pedagogy for
reducing racial disparities in schools. Subsequently, the discourse on anti-racist support and
preparation for principals continues with an examination of (e) racism and racial identity
awareness as an anti-racist leadership development imperative (f) racial identity development for
White leaders, (g) whiteness and privilege in leadership (h) racial identity development for Black
leaders and leaders of Color and (i) racial identity development and marginalization and its
impact on leadership approaches. This review concludes with Section four establishing critical
race theory (CRT) as a framework for anti-racist reform in education by examining (a) the
origins and tenets of critical race theory, and (b) the position of critical race theory within the
education and education leadership domains as an integral part of advancing racial equity in
education.

The Impact of Institutional Racism in the United States

The Intersection of Democracy and Oppression in US Schools

The history of American education is deeply intertwined with the complex and troubling
legacy of institutional racism. From the very foundations of the United States, racial disparities
and discrimination have played a pivotal role in shaping the educational landscape (Anderson,
1984, 1988; Anderson & Span, 2016; Denis, 2007). According to education historian James D.
Anderson (1988), the traditions of American mainstream education are rooted in the paradoxical
relationship between democratic society and the politics of oppression. Schooling for democratic
citizenship and schooling for second-class citizenship were both upheld as fundamental
American principles of society and progress (Anderson, 1988; Anderson & Span, 2016).

Between 1740 and 1867, anti-literacy laws in the United States prohibited enslaved, and
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sometimes free, Black Americans from learning to read or write (Anderson, 1984, 1988;
Aptheker, 1992; Smith, 2010; Wells, 1895). White elites viewed Black literacy as a threat to the
institution of slavery - it facilitated escape, uprisings, and the sharing of information and ideas,
that undermined the anti-black racist foundation of slavery (Jordan, 1993; Omi & Winant, 2014;
Wells, 1895). Most states not only passed legislation declaring it illegal for enslaved Africans to
read and write, they also simultaneously endorsed mass campaigns to adopt systems of public
education for free white children (Anderson, 1988; Anderson & Span, 2016; Bell, 1992). The
dichotomy between education for whiteness and literacy repression of Blackness was a defining
feature of early American education.
Racial Inequality in US Schools

This pattern of racial inequity affected other groups as well. As an illustration, In 1864
the U.S. Congress made it illegal for Native Americans to be taught in their native languages,
and established Native American boarding schools under the perspective advocated by General
George Pratt, to “kill the Indian to save the man (Ladson-Billings, 2018).” This deliberate
assimilation and cultural erasure of Indigenous Americans resulted in persistent exclusion from
segregated mainstream culture and access to equitable education (Denis, 2007; Khalifa et al.,
2019; Ladson-Billings, 2006). Some education leadership researchers found that the literature on
the origins of schools and its implications on school leadership revealed a critique of the way in
which westernized Eurocentric schooling serves as a tool of imperialism, colonization, and
control in the education of Indigenous and black and brown peoples (Capper, 2018; Denis, 2007,

Khalifa et al., 2019).
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A Brief Historical Account of Anti-Racist Education Leadership

According to education history researchers, following the Civil War, emancipated Black
Americans who were denied educational access for centuries made learning and literacy a
priority (Anderson, 1988; Litwack, 1998). At great risk, a small percentage of enslaved Africans
became literate by attending clandestine informal schools taught by freed Blacks or covertly
learning from white enslavers’ children (Anderson, 1988; Anderson & Span, 2016; Douglass,
1857), while those who were caught were often violently punished, sold, or killed (Anderson,
2007; Zirkel & Johnson, 2016). Education was embraced as a safeguard of Black liberation, self-
determination, and rights as citizens (Denton, 1996; Dubois, 1903). A significant body of
African American intellectual contributions emerged during the late 19th and early 20th
centuries, as evident in the writings of figures like W.E.B. DuBois (1903), Ida B. Wells (1895),
and Carter G. Woodson (1933), among others. These scholars actively sought to challenge
stereotypes and confront prevailing assumptions regarding race and education (Dubois, 1903;
Wells-Barnett, 1895; Woodson, 1933) .

By the 1960s, the Civil Rights era witnessed significant developments in anti-racist
education. Anti-racist activists and educators focused on various aspects of educational
inequality, including curriculum relevance, biases in standardized testing, and the attitudes and
conduct of White teachers towards students of color (Delpit, 1988; Kaktz, 2003; Roediger,
1999). This era played a pivotal role in raising political consciousness about issues related to
race, racism and acted as a catalyst for diversity training initiatives that emerged in the 1970s,
marking the inception of multicultural education, a concept characterized by its focus on
celebrating diversity, gained significant traction in the early 1980s (Banks, 1992; Nieto, 1995;

Sleeter, 1990). It's worth noting, however, that due to their perceived shortcomings in addressing
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the power dynamics related to racism and avoiding racist practices, some anti-racist scholars
(Brooks & Watson, 2019; Elliot & Nieto, 1996 ; Khalifa et al., 2016; Singleton, 2015; Theoharis
& Haddix, 2011) argue that many multicultural programs employ a "color-blind" approach
(Mclntyre, 1997; Nieto, 1995), which promotes a gradualist ideology often criticized as
ineffectual (Greene, 2007; Khalifa et al., 2013; Sleeter & Delgado, 2003). The movement to
focus on challenging institutional inequities, particularly institutional racism, emerged as a
response to civil rights and the limitations of multicultural education, and has garnered support
from several scholars and practitioners (Capper, 2015; DeCuir-Gunby, 2009; Gooden & Dantley,
2012; Khalifa et al., 2016; Ladson-Billings, 2005; Noguera, 2008; Radd et al., 2021; Singleton,
2015). This movement would endure well throughout the Brown desegregation and subsequent
resegregation era, as discussed in the upcoming section.
The Legacy of Brown: Desegregation & Resegregation

Within the historical backdrop of racial oppression in the United States and following
emancipation, reconstruction, and anti-racism movements, educational disparities persisted. State
governments across the country perpetuated school segregation and channeled funding into
predominantly white areas, leaving Black students with dilapidated schools, fewer teachers,
limited curricula, and reduced resources (Cecelski & Tyson, 1999; Douglass, 1857; Jordan,
1993; Litwack, 1998). These conditions were further exacerbated with the 1896 Plessy v.
Ferguson Supreme court ruling validating segregation throughout the nation maintaining
“separate but equal,” a concept and practice that justified laws segregating schools and other
institutions ("Plessy v. Ferguson ", 1896). It was not until the groundbreaking 1954 Supreme

Court decision in Brown v. Topeka Board of Education that separate educational facilities were
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ruled inherently unequal. This historic departure from the previous "separate but equal" doctrine
set the stage for a new era of desegregation (Brown v. Board of Education, 1954)

Over the course of six decades, the United States witnessed profound changes in its
educational landscape as desegregation efforts evolved. The 1950s and 1960s saw significant
growth in the resistance of white communities, alongside the displacement of Black teachers and
leaders. The depth of white fear and resentment towards the Brown decision led to an era of
massive resistance. Education researchers Tate, Grant, and Ladson-Billings (1993) point out that
the court failed to fully account for the extent to which white supremacy and racism were deeply
entrenched in the cultural fabric of the United States (Lawrence, 1980; Tate et.al, 1993).
Education leadership researcher Sonya Douglass Horsford expands upon this analysis in her
work "Learning in a Burning House," and emphasizes the corrosive influence of racism on
school desegregation efforts and contends that policies should instead address racism and racial
injustice as foundational issues (Horsford, 2011). To further the scholarly discourse, researchers
Orfield and Lee (2007) argue that America's public schools are experiencing a “resegregation,”
with almost three-quarters of Black and Latinx students attending predominantly non-White
schools. In fact, over 2 million Black and Latinx students, constituting a quarter of Black
students in the Northeast and Midwest, attend what these researchers refer to as "apartheid
schools," and the most segregated states for Black students are New York, Michigan, Illinois,
and California (Orfield & Lee, 2007).

Another challenge presented by the Brown court ordered desegregation plans was the
resulting loss of black leadership in schools. Post-Brown, “not only meant the loss of African
Americans in leadership roles but also contributed to the perception that Black leadership,

education, and schools were second class (Karpinski, 2006, p. 268).” According to the National

23



Center for Education Statistics (NCES), the latest demographic data on public school principals
collected by the National Teacher and Principal Survey (NTPS), the principalship position
remains more readily accessible to whites (both males and females). The data presented in Table
2.1 illustrates the racial/ethnic enrollment of students in public schools as recent as 2021, sourced
from the National Center for Education Statistics (NCES). It reveals a notable trend: public
schools are increasingly populated by students of color.

Table 2.1

Racial/Ethnic Enrollment in Public Schools

Academic Year  White Black Latinx Asian
2009 54% 17% 22% 5%
2018 47% 15% 27% 5%
2021 45% 15% 28% 5%

National Center for Educational Statistics (NCES, 2021).

However, Table 2.2 below, which outlines the racial/ethnic demographic
characteristics of public-school principals, paints a strikingly different picture. Despite
the growing diversity among students, the majority of public-school principals remain
predominantly White. Moreover, of the 11% principals who are black, Tillman argues only

approximately 4% of the Black principals in this country are Black female (Horsford & Tillman,

2012).

Table 2.2

Characteristics of Public-School Principals

Academic Year  White Black Latinx Asian
1999-2000 82% 11% 5% 1%
2017-2018 78% 11% 9% 1%

National Center for Educational Statistics (NCES, 2021).
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In Summary, the aftermath of Brown and the desegregation era heightened anti-blackness
and racial inequalities in schools, leading to white resistance and the loss of black leadership
which further exacerbated racial disparities and opportunities for black children (Arnold &
Brown, 2015; Bell, 1980; Chapman, 2005; Denton, 1996; Diamond, 2006; Horsford, 2011;
Horsford et al., 2013). Consequently, most Black children continue to attend racially isolated
and often underperforming public schools (Horsford & McKenzie, 2008; Ladson-Billings, 2004;
Orfield & Eaton, 1996; Orfield & Lee, 2007; Tillman, 2004). The legacy of Brown v. Board of
Education continues to raise complex questions about the ongoing challenges of desegregation
and the need for a comprehensive and anti-racist approach to addressing racial disparities in
education. Researchers within the education and education leadership domains have underscored
the negative impact of Brown on African American communities in particular, citing persistent
achievement and opportunity gaps, and the corrosive influence of racism on school
desegregation efforts. Next, this review will explore scholarly debate surrounding the
achievement and opportunity gaps, and its implication for anti-racist leadership.

A Shift in Paradigm: From Achievement Gap to Opportunity Gap

The persistent discourse on the racial achievement gaps in educational landscapes
demonstrates the challenge in the United States of providing adequate learning opportunities for
all students (Chambers, 2009; Flores, 2018; Milner, 2010). The National Center for Education
Statistics (2015) defines the achievement gap as occurring “when one group of students (students
grouped by race/ethnicity, gender) outperforms another group and the difference in average
scores for the two groups is statistically significant” (Flores, 2018; NCES, 2015). As discussions
regarding the importance of addressing the achievement gap have gained momentum, so have

voices questioning the term's origins (Coleman et al., 1966; Jencks & Phillips, 1998; Ladson-
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Billings, 2006). Some scholars have opted to refrain from using the term and argue that
discussions often focus on standardized test performance differences between White and Black
students, neglecting similar gaps between White and Asian students, where White students may
be the lower-performing group (Carter & Welner, 2013; Diamond, 2006; Flores, 2018; Horsford,
2019; LaCour et al., 2017; Milner, 2010). Several researchers have argued that the extended
focus and prominence on the achievement gap have promulgated deficit-based narratives
(Boykin & Noguera, 2011; Chambers, 2009; Flores, 2018; Milner, 2010). Instead, education
researchers have embraced "opportunity gap" to draw attention to unequal access to essential
resources, such as high-quality teachers (Carter & Welner, 2013; Diamond, 2006; Flores, 2018;
Horsford, 2019; LaCour et al., 2017; Milner, 2010). Consequently, a new shift has been to
reframe the language of achievement gaps toward alternative consideration based on
“educational debt” (Ladson-Billings, 2006) “receivement gap” (Chambers, 2009) and/or
“opportunity gaps” (Boykin & Noguera, 2011; Carter & Welner, 2013; Milner, 2010).
Opportunity and achievement, while inextricably connected, are very different goals
(Carter & Welner, 2013; Chambers, 2009; Flores, 2018; Ladson-Billings, 2006). Ladson-Billings
suggests that the term “achievement gap” fails to take into account the larger, historical,
economic, and socio-political factors influencing issues of racial disparities in educational
attainment (Ladson-Billings, 2006). According to Ladson Billings (2006), the education debt
represents the missed opportunity to invest in schooling resources, particularly for low-income
students, which, when neglected, leads to various social issues such as crime, reduced
productivity, lower wages, and decreased labor force participation. The conclusion being, the
educational debt needs to be reduced in order to close the “achievement gap.” Additionally,

Chambers (2009) furthers the discussion by offering up the term "receivement gap" as an
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alternative that shifts the focus from students to structural elements. Chambers (2009) research
lends support to the adoption of the term "receivement gap," aiming to stimulate a more nuanced
discourse on the factors influencing student achievement and the discrepancies experienced by
African American students (Chambers, 2009). Finally, Boykin and Noguera (2011) contend that
opportunity gaps arise from two forms of inequities: “inequities that are directly related to
children’s backgrounds and school practices that reinforce and often exacerbate inequity”
(Boykin & Noguera, 2011, p. 186). Carter (2009) agrees and suggests that the opportunity gap
will continue to permeate schools “if teachers and principals are not proactive about mitigating
racial exclusion in social networks, curriculum, pedagogy, course participation and
extracurricular activities” (Carter, 2009, p. 292).

Given the persistent challenges related to racism and inequity in education rooted in the
legacy of Brown’s desegregation and resegregation era and prevailing opportunity gaps, there is
a growing imperative for research and educators to focus explicitly on anti-racist leadership
development and practice in order to aptly identify, mitigate, and disrupt harmful policies and
practices that hold structural inequality and racism in place in education (Diamond, 2006;
Fusarelli, 2004; Lee, 2006). The following section is a review of the literature that centers anti-
racist leadership as an education imperative to reduce racial disparities and address the growing
opportunity gaps in schools. I also review research that examines anti-racist leadership as a
catalyst for advancing racial equity and school improvement.

An Anti-Racist Leadership Imperative
Educational leadership literature conceptualizes equity-oriented work, encompassing
transformative leadership (Burns, 1978; Hallinger, 1992; Leithwood, 2012; Murphy, 2006),

social justice leadership (Anderson, 2009; Ryan, 2006; Theoharis, 2007), and culturally
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responsive school leadership (Gooden, 2012; Khalifa, 2020; Khalifa, et al., 2016; Santamaria,
2013), advocating for inclusivity, and addressing the unique needs of historically marginalized
students and their families. While these developments are promising and necessary for advancing
equity and school improvement efforts, they also underscore the pressing need for further
research and exploration of anti-racist leadership (Brooks & Witherspoon, 2013; Gooden &
Dantley, 2012; Lewis et al., 2023; Welton et al., 2019) within educational contexts, given the
persistent challenges related to racism and inequity in education. There is a growing imperative
for research and initiatives that focus explicitly on anti-racist leadership and its potential to
disrupt systemic racist injustices to promote the equitable success of all students (Diem &
Welton, 2020; Gooden & O’Doherty, 2015; Kendi, 2019; Lewis et al., 2023; Pollock, 2008;
Welton et al., 2018). Despite the extensive scholarship and school-based practices centered on
equity-driven leadership, such as transformational, social justice, and culturally responsive
approaches, the term 'anti-racist leadership' has not been universally adopted in schools and
districts. In the following subsections, I will review literature defining anti-racism and anti-racist
leadership, laying the groundwork for a conceptual framework to guide my research on what
principals should know and be able to do as anti-racist leaders Moreover, this review of anti-
racist leadership literature will guide and contextualize aspects of the study, including participant
selection, data collection, and analysis. I close this section with a review of anti-racist leadership
as a catalyst for advancing racial equity and school improvement.
Defining Anti-Racist Leadership

Education leadership researchers have long advocated for the imperative to centralize race in
research, policy, and practice to promote sustainable change for racial equity (Capper, 2015;

Delgado et al., 2001; Gooden & Dantley, 2012; Ladson-Billings, 1998; Lopez, 2003). The
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emphasis on race and racism serves to prevent whitewashing and depoliticizing the critical work
needed to dismantle white racial power and supremacy in schools, which should directly align
with the responsibilities of educational leaders (Brooks & Watson, 2019; Gooden, 2012; Khalifa
et al., 2013; Lewis et al., 2023). Anti-racism, defined by scholars (Capper, 2015; DeCuir-Gunby,
2009; Gooden & Dantley, 2012; Khalifa et al., 2016; Ladson-Billings, 2005; Noguera, 2008;
Radd et al., 2021; Singleton, 2015), involves intentional and collective actions that challenge the
influence and perpetuation of White racial power, position, and privilege in schools. Education
leadership researchers suggest that anti-racist leaders recognize the significance of race within
educational settings, elevate racial awareness, and actively work towards dismantling racial
disparities (Aveling, 2007; Brooks & Watson, 2019; Diem & Welton, 2020; Lewis et al., 2023).
In the context of this study, racial disparities are characterized by disproportionate outcomes in
academic achievement, discipline and attendance practices, access to rigorous coursework
including honors, advanced placement and IB programs, and beliefs and attitudes about the
inherent capabilities between Black and Brown students and their White and Asian counterparts
(Anderson, 1984, 2007; Aptheker, 1992; Ladson-Billings, 2018; Woodson, 1933). Lewis (2023)
contributes to the discourse on anti-racist leadership by affirming the pivotal role of anti-racist
leaders in fostering open racial dialogue, identifying and addressing racial issues that promote an
anti-racist school culture, and diverging from ineffectual and harmful colorblind, avoidance
based, or non-racist ideologies and practices (Kendi, 2019; Lewis et al., 2023; Pollock, 2008).
Singleton (2015) extends the discourse on anti-racist leadership by positing that leaders
committed to anti-racism consistently examine curriculum, pedagogical approaches, and the
overall efficacy of teacher instruction. These leaders maintain a singular focus on achieving

equitable outcomes and are unwavering in their resolve to mitigate and reduce racial disparities
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surrounding academic achievement, disproportionate discipline practices, attendance policies,
access to rigorous coursework including honors, advanced placement and IB programs, and
beliefs and attitudes about the inherent success between Black and Brown students and their
White and Asian counterparts (Singleton, 2015). Welton et al. (2018) adds to the scholarship by
offering an anti-racist leadership conceptual framework connected to individual and system level
anti-racist leadership that encompasses attitudes and beliefs, policies and practices, and system-
level commitment. Within the context of this study, the anti-racist leadership conceptual
framework is explored to offer additional insights and contextualize principal perceptions and
experiences of anti-racist support and development, and the extent to which it may be used to
inform practice and pedagogy for reducing racial disparities in schools.
An Anti-Racist Leadership Conceptual Framework

In accordance with the conceptual framework outlined by Welton et al. (2018), I will explore
principal anti-racist leadership practices that align with the pursuit of eliminating personal racist
attitudes and actively addressing both individual racist beliefs and systemic racial injustice in
schools (Gooden & Dantely, 2012; Khalifa, 2018; Radd et al.., 2021; Welton et al., 2018). It is
important to note that the research predominantly adopts an ideological and conceptual
perspective on anti-racist leadership (Aveling, 2007; Brooks & Witherspoon-Arnold, 2013;
Lewis et al., 2023; Welton & Diem, 2021). It does not inherently provide explicit operational
guidelines for anti-racist actions due to the context-specific nature of such undertakings,
however, I have chosen to reference this anti-racist leadership conceptual framework from
Welton et al. (2018) for its practical implications in guiding school leaders toward anti-racist

work, focusing on the individual level — attitudes and beliefs, and the system level - policies and
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practices. These categories will guide my investigation as I examine the extent to which it may
be used to inform anti-racist principal practice for reducing racial disparities in schools.
Individual Level: Attitudes and Beliefs

Studies have shown that anti-racist leadership requires critical reflection about beliefs,
biases, assumptions, and actions to develop self-awareness around race and privilege (Aveling,
2007; Brooks & Watson, 2019; Darling-Hammond et al., 2007; Derman-Sparks & Phillips, 1997;
Diem et al., 2019; Gooden & O’Doherty, 2015; Sue, 2017). A Brooks & Watson (2019) study
revealed self-reflection and racial identity awareness as an important lever in beginning anti-
racism leadership. Each individual has a personal and lifelong relationship with race and racism
that should be taken into account as an evolving dynamic shaped by relationships and
environment (Brooks & Watson, 2019; Gooden et al., 2018; Kendi, 2019; Pollock, 2008; Welton
et al., 2018). Singleton (2015), and Radd et al (2021) contribute to the discourse on anti-racist
leadership by proposing the incorporation of a racial autobiography as a means of individual self-
reflection. The racial autobiography aids principals in unveiling unexamined meanings of race in
an individual context and its implications for school leadership (Diem & Welton, 2020; Gooden
& O’Doherty, 2015; Radd et al., 2021; Singleton, 2015). Writing this personal narrative enables
leaders to pinpoint key realizations across their lives, that fully capture their experiences
implicitly and explicitly with race and racism (Brooks & Watson, 2019; Gooden et al., 2018;
Radd et al., 2021; Solomon, 2002; Welton et al., 2018). In addition to employing the racial
autobiography as a crucial self-reflective exercise for engaging principals in anti-racist
leadership, Welton et al. (2018) propose within their conceptual framework the utilization of
instructional feedback and teacher evaluation tools. These tools aim to determine how teachers'

attitudes and practices contribute to academic or disciplinary decisions with negative
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implications for Black students (Welton et al., 2018). Furthermore, the framework underscores
the importance of anti-racist leadership in addressing attitudes and beliefs by urging principals to
host, facilitate, or arrange ongoing implicit bias and culturally responsive training for teachers
and staff (Derman-Sparks & Phillips, 1997; Gooden & O’Doherty, 2015; Solomon, 2002;
Voulgarides & Jean-Pierre, 2023; Welton & Diem, 2021; Welton et al., 2018). This is aimed at
cultivating positive relationships with students and disrupting harmful race-based beliefs and
assumptions.
System Level: Policies & Practices

The educational leadership literature stresses that anti-racism is not the work of one
individual; it requires an organizational commitment (Ishimaru & Galloway, 2014; Welton et al.,
2018). Moreover, this work should be done in collaboration with the community (Green, 2017;
Khalifa, 2012; Welton et al., 2018). According to Welton et al. (2018), while individual efforts in
anti-racist work are crucial, studies indicate that a commitment at the system level is necessary to
ensure the entire school community actively contributes to fostering an anti-racist environment
(Welton et al., 2018). At the heart of anti-racist efforts lies the imperative to identify institutional
bias and institute structural changes (Welton et al., 2018). This involves implementing policies
and practices that are accountable for promoting equitable outcomes. Initiatives aimed at
fostering system level change for racial equity should prioritize the examination of how
whiteness and Eurocentric norms and values are ingrained in school policies and practices. For
instance, research indicates that students of color, particularly those who are Black and brown,
experience disproportionate disciplinary actions compared to their white peers (Lewis et al.,
2023; Skiba et al., 2002; Welton et al., 2018). Diem and Welton (2020), in their analysis of

school discipline policies, highlight that addressing racial inequities in student discipline requires
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recognizing that conventional solutions, such as Positive Behavioral Intervention and Supports
(PBIS), may inadvertently perpetuate the problem within students of color, reinforce Eurocentric
norms, and divert attention from the systemic biases that underlie racial disparities (Diem &
Welton, 2020). Instead, Diem and Welton (2020) along with Welton et al. (2018) propose
conducting a school-wide equity audit within the lens of anti-racist leadership. This approach not
only adequately assesses areas of disproportionality but also allows for problem definition and
action planning with relevant stakeholders. In recent decades, certain scholars have developed
and advocated for the use of equity audits as a valuable analytical tool aimed at assisting school
leaders in identifying and addressing disparities in processes and outcomes (Brown, 2010; Green,
2017; Radd et al., 2021; Skrla et al., 2009; Skrla et al., 2004). Principals may conduct equity
audits as a system level anti-racist leadership practice to systematically collect and analyze data
to identify equity gaps in beliefs and assumptions and policies and practices.

Lastly, Welton et al. (2018) outlines five specific skills essential for educators to facilitate
systemic level anti-racist change: (1) creating an anti-racist environment (2) developing a school-
wide anti-racism curriculum, (3) fostering diverse faculty hiring practices, (4) encouraging the
inclusion of diverse perspectives, addressing controversy, and (5) strengthening relationships
with organizations that prioritize equity. Despite the predominant focus on individual level anti-
racist leadership, further research is needed to explore how these anti-racist skills can be
effectively implemented on a system level.

By embracing the individual and system level core tenets of anti-racist leadership,
principals have the potential to contribute significantly to reducing racial disparities and
ultimately closing the racial opportunity gap within their schools (Suarez, 2018; Theoharis &

Brooks, 2012; Theoharis & Haddix, 2013; Welton & Diem, 2021). This anti-racist leadership
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conceptual framework functions along a continuum, serving as a toolkit for principals to foster
and participate in more race-conscious dialogues and activities aimed at challenging and
mitigating racial disproportionality in schools (Gooden & Dantley, 2012; Gooden et al., 2018).
This conceptual framework will support my understanding of how principal participants say they
engage in anti-racist leadership practices on a broader scale. Furthermore, it will serve as the
foundation for my inquiry, guiding the collection and analysis of data as I examine participants'
perspectives on anti-racist leadership practices at both the individual and school organizational
levels. The following subsection explores scholarship around anti-racist leadership as a catalyst
for advancing racial equity and school improvement.
Anti-Racist Leadership and School Improvement

Anti-racist leadership is imperative for improving student outcomes (Diem & Welton,
2021; Holme et al., 2014; Skrla et al., 2004; Theoharis & Haddix, 2011), but also difficult to
institutionalize in meaningful ways across policies and through organizational practices and
processes (Gooden et al., 2018; Khalifa, 2018). Regardless, principals are a critical element of
change, and they can facilitate school transformation (Galloway & Ishimaru, 2017). According
to Education leadership researchers, (Brooks, 2012; Brooks & Jean-Marie, 2007; Gooden, 2012;
Henze et al., 2000; Miller, 2021; Theoharis & Brooks, 2012), there are several reasons
underpinning the importance of school leaders understanding of racism and developing a
language and practice of anti-racism. School leaders have the power to create and shape school
cultures, facilitate adult learning experiences among teaching staff to advance academic and
social emotional outcomes for students. As Miller (2021) highlights, leadership, specifically
school principals, play a pivotal role in shaping the culture, and conversely, the culture molds the

character of leadership. Principals also play a primary role in reframing issues, resolving
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conflicts, and formulating strategies (Theoharis & Brooks, 2012; Gooden, 2012). Matters related
to race often elicit a wide range of emotions and reactions. Leaders who possess a deep
understanding of racism and its implications are better positioned to mediate race-based issues,
whether directly or indirectly, and to mobilize resources, provide leadership, extend support, and
demand actionable responses (Brooks & Jean-Marie, 2007; Brooks & Witherspoon-Arnold,
2013; Greene, 2007; Theoharis & Brooks, 2012).

In the same way that school leaders must possess knowledge of curriculum and
instruction, they must also be well informed about racism and its impact on staff, students, and
the entire school community. Establishing a language that acknowledges racial awareness alone
is insufficient in fostering a culture of racial consciousness and inclusion within a school if the
school leader lacks the desire or feels unequipped to implement such a culture (Gooden, 2012;
Khalifa, 2016; Theoharis, 2013). Consequently, they should be equipped to collaborate with
staff, students, and external stakeholders to create an environment conducive to improvement.
School leaders establish the prevailing ethos of their schools, allowing them to shape, if not
define, its overarching character that shapes reform and improvement. After elucidating the
extent of the problem or issue, educational leaders can disseminate the knowledge of what is
required and how it can be approached to various stakeholders, including teachers, parents,
students, community members, and school boards (Khalifa 2018; Mayger et. al, 2020; Theoharis
& Brooks, 2012). This inclusive and collaborative approach to addressing the challenging issue
of institutional racism and race discrimination offers opportunities for these individuals to take
ownership of the problem and a collective solution for addressing it. Consequently, there is a

greater likelihood of successful and sustained interventions (Miller 2019b). It is therefore
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imperative to assist principals in anti-racist leadership development, which is a critical aspect of
influencing and driving change.

The Role of Superintendents and District Teams in Advancing School Reform, Racial

Equity, and Principal Practice
The role of educational leadership in advancing school reform and promoting racial
equity has garnered substantial attention in recent years. To address the purpose of this study,
which also involve investigating the preparation and support provided by school districts for
principals' engagement in anti-racist leadership practices, this section explores relevant literature
and discussion around the role of district-level support in preparing and developing principals to
serve as anti-racist leaders in schools. It encompasses a review of literature on the role of
Superintendents and District Teams in advancing racial equity and supporting principal practice.
Additionally, it explores the foundational components of anti-racist leadership development, and
effective professional development, aiming to inform and contextualize principal perceptions of
anti-racist support and preparation in this study. The section concludes with an examination of
what the literature says about racism and racial identity awareness as an anti-racist leadership
development imperative.
The Role of Districts in Advancing School Reform
Early school reform research has often overlooked and ignored the potential of districts

as substantial contributors to systemic reform (Rorrer et. al., 2008). In fact, a consistent theme
among many scholars has been the argument that responsibility for and control of reform efforts
should be located at the individual school level. Smith and O’Day (1990), for example, clearly
emphasized this point. Chester Finn (1991), a key proponent of the school as the center of reform

movement, stated emphatically that districts are inconsequential. Yet other researchers, such as
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Honig (2017) and Togneri & Anderson (2003) argue that districts are vital institutional actors in
systemic educational reform. Some studies examined districts posting gains on standardized test
scores (Togneri & Anderson, 2003) and improvement in chronically low performing schools
(Zavadsky, 2012) and associated certain central office actions with such results.

According to Rorrer et. al, (2008) there are four essential roles of districts in school
reform. These roles are (a) providing instructional leadership, (b) establishing policy coherence
(c) reorienting the organization, and (d) maintaining an equity focus. The concept of instructional
leadership was developed by Ronald Edmonds when researching effective schools of students
who reached curriculum mastery (Honig, 2012; Rorrer et al., 2008). Education leadership
researchers continue to reference Edmond’s work and instructional leadership as a key lever of
school reform (Desimone et al., 2002; Hitt & Tucker, 2016; Mayo & Mclntyre, 2003;
McLaughlin, 1992; McLaughlin & Talbert, 2003). Another role the district plays in school
reform is establishing policy coherence by mediating federal, state, and local policy and aligning
this to resources and district goals/priorities (Elmore, 1993; Honig & Hatch, 2004; Massell,
2000; Mayo & Mclntyre, 2003; Rorrer & Skrla, 2005; Spillane 1996). District leaders are
involved in various levels of the policy process and are responsible for aligning policy needs
with desired outcomes and district goals that lead to improvements across schools (Rorrer et. al,
2008; Rorrer & Skrla, 2005; Spillane 1996). Reorienting schools on the district level refer to
aligning organizational structures and processes (Cawelti, 2001; Corcoran, Fuhrman & Belcher,
2001; Desimone et. al, 2002; McLaughlin & Talbert, 2003), and changing the district culture
(Elmore & Burney, 1997; McLaughlin, 2003;). Desimone et al.’s (2002) research further
illustrated the necessity of attention to organizational structure and processes in reform. They

used a national probability sample of the Eisenhower Professional Development Program to
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examine the effects of district practice on professional development. They indicated that
districts’ alignment, coordination, continuous improvement efforts, and stakeholders (i.e.,
district, school, and teachers) involvement in planning and development determined the success
of professional development in influencing reform implementation. Numerous other studies
(Joftus et al., 2000; Shields & Knapp, 1997) also supported the importance of the district’s role
in developing and providing need-based support, including professional development for
principals and schools.

The Role of Districts in Advancing Equity to Drive School Reform

The final key role districts play in school reform, as described by Rorrer et al. (2008), is
centered around equity. It is only in the last two decades that prioritizing an equity centered
approach has gained prominence as an explicit value in both reform implementation and research
(Scheurich et. al, 2011; Tillman & Scheurich, 2013; Leithwood et. al, 2019). These attributes
encompass "owning past inequity," which involves acknowledging and addressing systemic and
cultural inequities (Skrla & Scheurich, 2001; Skrla, Togneri & Anderson, 2000), and
"foregrounding equity," which entails enhancing the availability and transparency of data
(Cawelti, 2001; Koschoreck, 2003; Rorrer, 2001, 2006).

Research on districts demonstrate progress in increasing achievement for all students and
in narrowing opportunity gaps in districts serving racially and economically diverse students. For
example, Skrla et al. (2000) studied districts that had demonstrated substantial and sustained
progress in closing opportunity gaps within a strong accountability policy environment. The
superintendents in this study both recognized past inequity in student performance and took
responsibility for it, rather than denying it or blaming external factors (Skrla et al., 2000). An

illustration of foregrounding equity can be discerned in the work of Rorrer (2001), who
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conducted a study featuring two educational districts, namely the Northside Independent School
District in Texas and the Wake County Public Schools in North Carolina. This investigation
demonstrated significant progress in raising performance for all students, particularly students
eligible for Free and Reduced Lunch and Students of Color. District leaders demonstrated their
agency by establishing a clear district vision, fostering a culture of equity and high expectations
for all students, and collaborating closely with principals to identify and address disproportionate
data to achieve equitable outcomes (Rorrer, 2001). Central to these districts’ improvement
outcomes was the role of the Superintendent and district leadership in providing professional
development to assist their principals in challenging inequity.
The Role of Districts in Advancing Principal Practice: Implications for Anti-Racist
Leadership Learning & Development

Extant education leadership research suggests that district support of principals leads to
school reform and improvement (Elmore, 1993; Hitt & Tucker, 2016; Leithwood et al., 2019;
McLaughlin & Talbert, 2003; Rigby et al., 2019; Skrla et al., 2000). Augustine and colleagues
(2009) revealed that certain kinds of intensive, job embedded professional development by
central office leaders had a statistically significant effect on principals’ time spent on
instructional leadership. Anderson, Mascall, Stiegelbauer, and Park’s (2012) research team
showed that some central office instructional staff differentiated and improved the instructional
support they provided to schools by using data from intensive, school-level inquiry cycles to
deploy support teams to schools for concentrated periods of time (Park, 2012). A growing line of
research on principal supervisors elaborates specific teaching moves that such central office staff
and district leadership use when researchers associated their practice with improved support for

principals’ growth as instructional leaders that would contribute to school improvement (Honig,
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2012; Honig & Rainey, 2014). I continue to explore these fundamental components of effective
professional development in a subsequent subsection of this review.

These attributes, namely a district's commitment to both enhancing educational outcomes
for all students and prioritizing equity, has become a central element of the reform process.
Consequently, this shift necessitates districts to reexamine their roles in offering instructional
leadership, revise their organizational structures and procedures, and establish consistent
policies, all with the aim of supporting their principals and ensuring educational equity.
Education leadership studies in the past two decades advocate for a similar approach for districts
to also foster anti-racist leadership development among principals and staff as a means of school
reform (Brooks & Witherspoon-Arnold, 2013; Greene, 2007; Gunzenhauser et al., 2023; Miller,
2021; Theoharis & Brooks, 2012).

Anti-Racist Leadership Development

Traditional school leadership preparation and development programs have primarily
focused on managerial skills (Darling-Hammond, 2010; Drago-Severson, 2012; Fullan, 1999),
neglecting the imperative for navigating the increasing diversity that characterizes many schools
(Henze 2000). There is considerably less literature on principal pre service and in service
professional development with an anti-racist lens (Brauckmann et.al, 2020; Andrews &
Richmond, 2019; Darling-Hammond & McLaughlin, 1995; Welton et al., 2018). Darling-
Hammond et al. (2007), and Soyei (2011) found that although pre-service programs catered to
the curriculum and instructional needs of school leaders, this did not include content on
understanding racism and/or how to tackle racism. Therefore, school leaders find themselves
unprepared to confront the challenges associated with the pursuit of racial equity and are

reluctant to confront racism (Aveling 2007, McMahon 2007, Ryan 2012). Recent studies have
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indicated principals were not only unprepared to lead in schools with predominantly minoritized
students and unable to articulate meaningful discourse around racial equity and implement policy
that would respond to racial issues, but they also had not received anti-racist leadership
preparation and support (Gooden & O’Doherty, 2015; Khalifa et al., 2016; Miller, 2021; Welton
& Diem, 2021; Young et al., 2010). As a result, there has been little evidence of principal anti-
racist development or school level impact on anti-racist belief systems, instructional practice, or
discipline and school culture practices (Blair, 2002; Fraenkel & Wallen, 2006; Khalifa et al.,
2016). The absence of a comprehensive framework for anti-racist leadership learning and
development poses a significant challenge, as principals lack substantial support to foster racial
identity awareness, elevate cultural responsiveness, and build the capacity to effectively confront
and dismantle institutional racism. This principal learning and developmental gap impede
progress toward reducing enduring racial disparities, which ultimately hinders school
improvement efforts (Bryk, 2010; Hitt & Tucker, 2016; Honig et al., 2017; Love, 2019).

In the subsections that follow, I review (b) the components of anti-racist leadership
development (c) the components of anti-racist professional development and (d) the components
of effective professional development. Within the context of this study, these elements are
explored to offer additional insights and contextualize principal perceptions and experiences of
anti-racist support and development, and the extent to which it may be used to inform practice
and pedagogy for reducing racial disparities in schools. Additionally, I offer further review of the
discourse on anti-racist support and preparation for principals by examining racism and racial

identity awareness as an anti-racist leadership development imperative.
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Components of Anti-Racist Leadership Development

Anti-racist leadership demands specific competencies and skills. Educational leaders
need readiness to challenge and dismantle racism inherent in educational policies and practices.
There is notably limited literature on professional development for principals, both pre-service
and in-service, through an anti-racist lens (Gooden & Dantley, 2012; Gooden et al., 2018; Miller,
2021; Young & Laible, 2000). To address the shortcomings in pre-service principal preparation
programs that hinder principals' ability to identify, confront, and prevent racial inequities,
Gooden et al. (2018) stand out as among few scholars introducing a theory of anti-racist
leadership development. Their study explores how a principal preparation program,
incorporating an anti-racist curriculum, enhances the racial consciousness of its aspiring
principal cohort (Gooden et al., 2018). Their study revealed that the anti-racist curriculum,
integrated into the pre-service principal preparation program, heightened their students'
awareness of race, influencing their development of anti-racist leadership practices in their
schools. This preservice anti-racist principal preparation program consists of four stages
illustrated in Figure 2.1 below that may be applied to what principals should be able to do in
their anti-racist practice: 1) gaining and integrating knowledge, 2) examining self, 3)
(re)envisioning the world, and 4) taking anti-racist action. Figure 2.1 below depicts the program

logic model introduced by Gooden et al (2018).
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Figure 2.1

Program Logic Model (Gooden et al., 2018)
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The initial stage, titled gaining and integrating new knowledge, involves exposing
aspiring principal participants to a variety of scholarship and films on race, anti-racism, and
racial identity development. According to Gooden et al. (2018), the objective of this stage is to
acquaint students with the history and impact of race on society and the implications for their
role as anti-racist school leaders. The second stage, titled examining self, involves participants
exploring their individual and collective identities as leaders. During this stage, students
undertake various personality assessments to gain insights into their potential performance as
leaders when confronted with diverse people, tasks, and challenging racial conversations
(Gooden et al., 2018). Students are also asked to complete a racial autobiography as a crucial
self-reflective exercise for engaging principals in anti-racist leadership (Brooks & Watson, 2019;
Gooden et al., 2018; Radd et al., 2021; Solomon, 2002; Welton et al., 2018). Next, the

(re)envisioning the world stage is designed to support participants with changing how they see
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others, particularly minoritized student populations (Gooden et al., 2018). At this stage, program
professors engage participants in sharing and investigating problems of practice and action-
oriented reflective questions as an anti-racist skill development exercise (Gooden et al., 2018).
The final stage calls on participants to take anti-racist actions which involve students identifying
and effectively communicating an action plan they may adopt to address equity issues in schools.
According to Gooden et al. (2018) This final stage is the link between anti-racist principles and
actions.

According to the Gooden et al. (2018) study, these stages have proven to be successful in
supporting principals with implementing changes in schools, and can form a robust foundation
for effective anti-racist leadership learning and development for principal preparation programs
(Blankstein et al., 2015; Carter Andrews & Richmond, 2019; Darling-Hammond & McLaughlin,
1995; Gumus & Bellibas, 2016; Hitt & Tucker, 2016). While Gooden et al. (2018) exemplify
clear advances in anti-racist leadership preparation for pre-service principal programs, notable
gaps persist in the research literature concerning job embedded support and development of
principals becoming anti-racist leaders. Insufficient knowledge exists regarding the professional
development required to facilitate the necessary change for supporting and preparing principals
to effectively shift leadership practices toward an anti-racist stance. Nevertheless, connecting
research on anti-racist ideology and professional development with well-established literature on
effective professional development can offer insights. The following is a review of what is
known about anti-racist professional development and the components of effective professional
development that will inform and contextualize principal perceptions and experiences of anti-

racist support and preparation in this study.
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Components of Anti-Racist Professional Development
Due to the limited body of anti-racist principal development research, there were no large-
scale reviews from which to draw. While not explicitly focused on job embedded principal anti-
racist leadership development, a relatively small body of research focuses specifically on teacher
preservice anti-racist professional development. The strategies identified for teacher anti-racist
professional development correspond to the knowledge and skills that principals need to acquire,
and the learning they should promote within themselves and others to implement effective anti-
racist leadership. The limited studies on anti-racist professional development identified the
following common components:
1. Understanding and investigating racism (Kailin, 1994; Kishimoto, 2018; McManimon &
Casey, 2018; Rorrer et al., 2008; Spikes, 2018).
2. Cognitive dissonance (Kailin, 2002; Kumashiro, 2002; McManimon & Casey, 2018;
Spikes, 2018).
3. Anti-racist pedagogy (Kailin, 2002; Kishimoto, 2018; McManimon & Casey, 2018;
Spikes, 2018).
4. Collaboration (McManimon & Casey, 2018; Singleton, 2015; Spikes, 2018).
5. Critical practice (Khalifa, 2018; Kishimoto, 2018; Kumashiro, 2002; Singleton, 2015).
Understanding and Investigating Racism
Developing knowledge of and investigating racism is a key component and foundation to anti-
racist professional development (Kailin, 1994; Kishimoto, 2018; McManimon & Casey, 2018;
Spikes, 2018). This involves recognizing both individual and systemic racism and inequities and
committing to taking responsibility for past injustices by addressing both systemic and cultural

inequities (Radd et al., 2021; Rorrer et al., 2008). Crowley (2016) contends that students are
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"willing learners who need opportunities to discuss and reflect on historical and contemporary
racism" (p. 1017). Studies have indicated that having a historical understanding of race and racism
supported educators' efforts to recognize and respond to racism and oppression within their school
contexts (Crowley, 2016; McManimon & Casey, 2018; Spikes, 2018).
Cognitive Dissonance

In scholarly discussions, cognitive dissonance is described as the tension arising from the
discord between discomfort and safety, thereby creating a conducive environment for nurturing
students' racial consciousness and anti-racist praxis. This concept is highlighted in Kailin's (2002)
examination of anti-racist professional development within school settings, as well as in
McManimon and Casey's (2018) research on critical whiteness and anti-racist/anti-oppressive
education. Both studies underscore the significance of cognitive dissonance as a critical component
in facilitating effective anti-racist learning experiences.
Anti-Racist Pedagogy

Scholars argue that anti-racist pedagogy integrates racial content throughout syllabi, course
materials, activities, and the curriculum, challenging Eurocentrism (Acosta et al., 2017; Kailin,
1994; Kishimoto, 2018; Spikes, 2018). It emphasizes avoiding tokenized discussions and
advocates for an integrated approach rather than confining discussions of race to specific periods
(Horsford et al., 2011; Kailin, 2002; Kishimoto, 2018; Tatum, 1997). This involves providing
political, historical, and economic context to address race, racism, power, and privilege within the
discipline, emphasizing sociopolitical action as praxis (Delpit, 1988; Horsford et al., 2011;

Kishimoto, 2018; Sleeter & Delgado, 2003).
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Collaboration

Collaboration and group accountability represent another critical component of anti-racist
professional development (McManimon & Casey, 2018; Singleton, 2015; Spikes, 2018). Studies
emphasize the importance of collaborative professional development and shared discourse in racial
literacy instruction, as well as context-specific practice (McManimon & Casey, 2018). Similarly,
teachers in McManimon and Casey’s study (2018) identified the importance of collaboration and
group accountability as a source of motivation and collective strength in sustaining anti-racist
practices.
Critical Practice

Exploring one’s racial identity and engaging in critical self-reflection is essential to anti-racist
professional learning and development (Gooden & Dantley, 2012; Khalifa, 2018; Kishimoto, 2018;
Kumashiro, 2002). Anti-racist critical practice demands self-reflection and a deep understanding
of racial identity development in oneself and others, alongside a vigilant commitment to
challenging structural racism and racial inequities (Kailin, 1994; Radd et al., 2021; Singleton, 2015,
2015; Spikes, 2018). As the literature suggests, investing in the development of racial identity self-
awareness is crucial. This investment fosters the necessary introspection, empowers individuals to
address disparities, and contributes to working towards a more equitable educational system
(Brooks & Witherspoon-Arnold, 2013; Greene, 2007; Kishimoto, 2018; Spikes, 2018).

There is a paucity of literature on professional development for principals, both pre-service
and in-service, through an anti-racist lens (Gooden & Dantley, 2012; Gooden et al., 2018; Miller,
2021; Young & Laible, 2000). However, drawing connections between research on anti-racist
professional development for teachers—encompassing foundational knowledge of racism,

cognitive dissonance, anti-racist pedagogy, critical practice, and collaboration—and well-
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established literature on effective professional development can offer valuable insights into the
structure and characteristics of support and development for principals in fostering anti-racist
practices. Next, I will review the components of effective professional development to further
inform and contextualize support and preparation for principal anti-racist leadership.
Components of Effective Professional Development

Practitioners, policymakers, and scholars emphasize the crucial role of professional
development in school improvement initiatives (Brown & Militello, 2016; Darling-Hammond et
al., 2009; Drago-Severson & Blum-DeStefano, 2014; Gumus & Bellibas, 2016; Spikes, 2018).
Despite this recognition, criticism of professional development exists for its perceived
inadequacy and ineffectiveness (Fullan, 2007; Spikes, 2018). It has been observed that there is
often inadequate follow-up and support for participants in professional development, along with
insufficient measurement efforts to assess its impact (Carter Andrews & Richmond, 2019;
Darling-Hammond et al., 2007; Drago-Severson & Blum-DeStefano, 2014; Spikes, 2018).
Effective professional development, as suggested by research, is characterized as having five
components: being job-embedded, having an instructional focus, being data-driven,
collaborative, and ongoing (Brown & Militello, 2016; Carter Andrews & Richmond, 2019;
Darling-Hammond et al., 2007; Drago-Severson, 2012, 2012; Drago-Severson & Blum-
DeStefano, 2014; Gumus & Bellibas, 2016; Spikes, 2018).
Job-Embedded

Effective professional development, as highlighted by scholars, necessitates relevant and
authentic job-embedded support (Brown & Militello, 2016; Darling-Hammond et al., 2009;
Drago-Severson & Blum-DeStefano, 2014; Spikes, 2018). This involves meeting participants'

needs directly tied to their job responsibilities and incorporating daily activities such as coaching,
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mentoring, study groups, action research, and other job-embedded sessions (Allio, 2005;
Darling-Hammond et al., 2007; Drago-Severson, 2012, 2012; Spikes, 2018).
Instructional Focus

A concentrated emphasis on instructional outcomes within professional development
further creates relevance and authenticity by directly aligning with school responsibilities
(Brown & Militello, 2016; Darling-Hammond et al., 2009; Horsford et al., 2011; Kishimoto,
2018). This approach underscores the significance of student outcomes and equips content
teachers with the necessary skills to effectively achieve their goals.
Data-Driven

Utilizing data to guide decision-making involves engaging pertinent stakeholders
connected to the data (Darling-Hammond et al., 2007; Darling-Hammond et al., 2009; E., 2007;
Gumus & Bellibas, 2016). This may entail using student data or teacher survey data to shape the
initial focus of professional development or to tailor specific professional learning for educators
with distinct needs.
Collaborative

The literature highlights that professional development is most effective when educators
are actively engaged physically, emotionally, and cognitively in collaborative experiences
(Hunzicker, 2010; Tate, 2009). Such active engagement can manifest through various activities
like role-playing, discussions, and reflections (Hunzicker, 2010). This involvement is crucial for
fostering a comprehensive learning environment (Brauckmann et al., 2020; Brown & Militello,

2016; Drago-Severson & Blum-DeStefano, 2014).
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Ongoing

Lastly, the literature emphasizes the importance of continuous, ongoing, and sustained
development for optimal effectiveness (Brown & Militello, 2016; Darling-Hammond et al.,
2009; Hunzicker, 2010;). Emphasizing intentional and sustained professional learning over time
promotes a continuous learning culture, leveraging multiple learning activities to reinforce and
deepen knowledge (Brauckmann et al., 2020; Brown & Militello, 2016; Carter Andrews &
Richmond, 2019; Darling-Hammond & McLaughlin, 1995; Drago-Severson & Blum-DeStefano,
2014; Gumus & Bellibas, 2016) Rather than moving swiftly from topic to topic, this method
ensures a thorough and enduring engagement with the learning process.

This list of what characterizes effective programs for professional development also
apply to principal learning and development (Carter Andrews & Richmond, 2019; Darling-
Hammond & McLaughlin, 1995; Donaldson, 2008; Drago-Severson, 2012). Research indicates
that these professional development activities significantly contribute to principals' development
of more effective leadership practices associated with teaching and learning and culture building
(Gumus , and Bellibas, 2016; Hoffman and Johnston, 2005; Nelson and Sassi, 2005). Scholar
Linda Darling Hammond conducted a study of 4 separate school districts, Hartford Connecticut,
Jefferson County, Kentucky, New York City Region 1 and San Diego, California, and found
where districts were focused on leadership and principal development both pre and in-service
support, there was overall improvement in district reform and improvement (Darling-Hammond,
2010). According to Darling-Hammond, these in service supports provided by the district teams
centered standards-based instruction, change management, organizational development, and on
the ground support such as mentoring and coaching. Other researchers, such as Fink and Resnick

(2001), support Darling-Hammond and Davis’ approach to principal development. They further
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contribute to the discussion on how a principal professional development (PD) program with
distinctive features, can play a crucial role in cultivating strong instructional and equity leaders
that ultimately lead to school improvement. Similarly, Rieckhoff and Larsen (2012) found that
principals who participated in a PD network improved their leadership skills, shared decision-
making practices and ability to implement changes in their schools. Gumus and Bellibas (2016)
also reported a significant relationship between school principals’ participation in the
aforementioned principal PD features, and school improvement.

These findings suggest the importance of principal support and development to advance
school improvement efforts. These components, proven to be successful in supporting principals
with implementing changes in schools, can form a robust foundation for effective anti-racist
leadership learning and development for principals (Blankstein et al., 2015; Carter Andrews &
Richmond, 2019; Darling-Hammond & McLaughlin, 1995; Gumus & Bellibas, 2016; Hitt &
Tucker, 2016). The preparation and development of school leaders should not follow a one-size-
fits-all approach, especially when developing anti-racist principal leaders. Drawing on the range
of aforementioned professional development approaches, it becomes evident that anti-racist
professional learning, coupled with district-level support, is imperative for principals to foster
both a language and practice of race consciousness to improve both teacher and student
outcomes. Moreover, the leadership development of principals should operate along a continuum
extending from pre-service through induction, and on-going support throughout their practice
(Darling-Hammond & Davis, 2012; Mitgang & Gill, 2012; Zepeda, 2019). While acknowledging
the significance of university educational leadership preparation programs, it is equally important
to underscore the training and support that school leaders receive upon hiring (Mitgang & Gill

2012). In the context of this study, which aims to explore principals' perceptions of district-level
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support and development utilizing anti-racist leadership to advance racial equity and school
improvement, the following subsections of this literature review expands on anti-racist
leadership development by exploring racial identity development as an imperative.

Racial Identity Awareness: An Anti-Racist Leadership Imperative

To address the purpose of this study, which also involves evaluating principal capacity to
use anti-racist leadership as a means of advancing racial equity and school improvement, this
section centers existing literature that suggests anti-racism cannot effectively be led without
one’s capacity to engage in introspection and to comprehend the racial identity development of
self and others (Khalifa, 2016; Gooden, 2012; Singleton, 2015; Tatum, 1997). In the context of
this study, the concept of racial identity will play a significant role in exploring school leaders'
perceptions and experiences with race, racism, and anti-racism. To explore racial identity within
the scope of this study, the following topics will be included in this section (a) racism and racial
identity awareness as an anti-racist leadership development imperative (b) racial identity
development for White leaders, (c) whiteness and privilege in leadership (d) racial identity
development for Black leaders and leaders of Color (e) racial identity development and
marginalization.

Within scholarly discourse, it is worth noting, there is no biological basis for race (Omi &
Winant, 2014; Radd et. al., 2021; Singleton, 2015; Theoharis, 2011). It is a socio-political
construct and socio-historical category that began to form “with the rise of a world political
economy” (Winant, 2000 p. 172) and the rise of European colonialism with the purpose of
rationalizing the subjugation of non-white people (Radd et. al., 2021). With the conquest of the
Americas and the rise of the Atlantic slave trade, the development of race became a way to create

“other” and ingrain in every aspect of society a social hierarchy of superiority and inferiority
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(Ladson-Billings, 2018; Omi & Winant, 2014; Winant, 2000). According to Generett, Gooden,
Radd, and Theoharis (2021), racial categories presented by the 2020 US Census are obscure and
bemusing by design. The six categories for race remain: Asian, Black or African American,
American Indian, Alaskan, Native Hawaiian or Pacific Islander, White, and some other race. The
authors emphasize these racial categories to bring attention to the geographic origins that are
reflected, instead of its intended pursuit of delineating racial difference (Radd et. al, 2021).
Ultimately, having an understanding of race and how it affects schools and the broader society
will support leaders in disrupting harmful practices (Radd et al., 2021).
Levels of Racism

According to Radd et al. (2021) the levels of racism that permeate society and our
institutions are internalized, systemic, and cultural. Internalized racism is characterized as people
of color collude with their own oppression and maintain deficit-based views and low standards
for black and brown students. Systemic racism refers to the ways in which oppression and
discrimination work together across historical, structural, institutional and individual levels
(Radd et al., 2021). Lastly, cultural racism is expressed as aspects of dominant culture (white)
that is considered and upheld as default standards of superiority such as beauty, art, language,
food, and traditions. Fluehr-Lobban, (2006) furthers the discussion in relation to schools with an
examination of inequitable cultural systems that appear in the form of microagressions. Coined
by Derald Sue (2010), microagressions are subtle, indirect, intentional or unintentional
statements or actions directed towards marginalized groups intended to denigrate their way of
life if it does not align to the dominant culture (Sue, 2010). Fluehr-Lobban expands his argument
to include a second way culture is shaped around racism - overt aggressive racism - which is

when people use either discriminatory language or engage in violent practices ranging from
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actual physical violence to psychological, economic, social, or political violence (Brooks, 2012;
Brooks & Witherspoon-Arnold, 2013). Moreover, educational leadership scholars have
consistently found that these levels of racism can influence school leaders’ decisions, policies,
and practices (Brooks, et al., 2013; Brown, 2005; Gooden & Dantley, 2012; Rivera-McCutchen
& Watson, 2014; Tillman, 2002;).

Brooks and Jean-Marie (2007) further note that school leaders both influence and are
influenced by racism. In order to create and sustain an antiracist institution, school leaders first
need to understand the levels of racism in society and how this influences education; second,
they need to understand their own roles in perpetuating structural and interpersonal racism; and
third, they need to identify and commit resources to addressing these (Brooks & Jean-Marie,
2007). A Brooks & Watson (2019) study revealed self-reflection and racial identity awareness as
an important lever in beginning anti-racism leadership. Each individual has a personal and
lifelong relationship with race and racism that should be taken into account as an evolving
dynamic shaped by relationships and environment (Brooks &Watson, 2019; Banks & Banks,
2009). Brooks and Watson (2019) studied racial identity development with a focus on early life
relationships and encounters with racism through experiences, and the ways in which shapes
their leadership practice. Next, this review explores scholarship on racial identity development
for White leaders, and examines whiteness and privilege in education leadership.

Racial Identity Development for White Leaders

Upon review of the literature pertaining to White identity, two predominant themes surface. The
first theme captures a collection of attributes consistently linked with Whiteness - disavowal of
White privilege and the existence of racism, particularly within institutional contexts (Giroux,

1997; Kluegel & Smith, 1986). The second theme revolves around the development of White
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racial identity and the models constructed to analyze this development (Kaktz, 2003; Scheurich,
1993; Theoharis & Haddix, 2011). The Helms (1984) study, which investigated white racial
consciousness among friends and colleagues, introduced a comprehensive six-stage process
under the White Identity Formation Model aimed at fostering a positive White racial identity.

Helms (1990) outlines a two-phase process of White identity development, consisting of
Phase 1, which encompasses the initial abandonment of racism, and Phase 2, involving the
establishment of a positive White identity. The first three stages of White identity development
fall within Phase 1:

1. Contact stage: Begins with a White person's first encounter with a person of color,
where they may or may not engage in individual racism while unconsciously benefiting
from institutional and cultural racism.

2. Disintegration stage: Is characterized by the conscious acknowledgment of one's
Whiteness, marked by internal conflicts regarding racial beliefs.

3. Reintegration stage: Here, White people consciously acknowledge their White identity,
accompanied by feelings of guilt or denial that may manifest as anger directed towards
People of Color (Helms, 1984). Individuals in this stage may grapple with the shift from
viewing themselves solely as individuals to recognizing their membership in a racial
group.

4. Pseudo-independent stage: In this phase, individuals develop an intellectual
understanding of racism as a system of advantage but may not yet know how to actively
address it.

5. Immersion stage: Is where White people begin openly challenging their White peers’

mindsets.
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Helms' model has been integrated into various modern anti-racism frameworks
(Scheurich & Skrla, 2001; Skrla et al., 2004; Theoharis & Haddix, 2011; Tillman, 2008) as
evident in the work of scholars such as Johnson (2006) and Singleton (2015). Some scholars
argue that White individuals often fail to recognize their own Whiteness (Gooden & Dantley,
2012; Mclntosh, 1989; Roediger, 1999; Utt & Tochluk, 2020), and unaware of their racial
identity, develop a self-concept that absolves them from any accountability for institutional
racism, constituting the epitome of White privilege (Kaktz, 2003; Theoharis & Haddix, 2011; Utt
& Tochluk, 2020).

Whiteness and Privilege in School Leadership

Extant literature suggests that White people tend to view racism as nothing more than
isolated incidents of personal bias, detached from historical, political, or systemic contexts
(Roediger, 1994; Scheurich, 1993; Utt & Tochluk, 2020). Janet Helms (1984) has established a
specific link between White privilege and racism, contending that White people inherently
benefit from the existence of racism. These individuals are often indoctrinated to adopt a "color-
blind" perspective concerning their racial identity, overlooking the significance of race for others
and adhering to an individualistic ideology that disregards systemic racism (Helms, 1984).
Concurrently, the epitome of white privilege is that White people continue to enjoy the benefits
of ignoring the broader racial context. In education leadership, the literature suggests that White
males have predominantly held the position of school principal (Ortiz & Marshall, 1998; Hill,
Ottem, & DeRoche, 2016). Cook (1994) found that interactions among participants in her study
were reported to be more authentic during the process of anti-racist staff development and action
if White supervisors and subordinates of color discussed and acknowledged their own racial

identity.
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In summary, it is necessary for White educators and leaders to recognize their own racial
identity. This is undoubtedly a challenging endeavor, especially for those who remain unaware
of how their privilege empowers them within an institutional setting. Nonetheless, contemporary
White leaders must actively embrace the role of change agents by increasing their awareness of
their own power and privilege and employing these advantages to promote racial equity.
Subsequently, this review continues with an examination of racial identity development for
Black leaders and leaders of Color and the impact of discrimination and marginalization.

Racial Identity Development for Black Leaders and Leaders of Color

Several scholars have developed comprehensive theories pertaining to the racial identity
development of individuals of color, with a focus on different racial and ethnic groups. Cross
(1971, 1995) initially formulated a model primarily for Black Americans to understand their
experiences in the United States but later extended his studies to various ethnic groups. Cross's
model, often referred to "the psychology of becoming Black" (Tatum, 1997), delineates five
distinct stages of racial identity development for Black people. The first two stages are
particularly relevant during adolescence, while the last three are common in adulthood. The
stages in the “psychology of becoming Black™ are:

1. Pre-encounter: At this stage, the individual is unaware of the personal and social
significance of their racial group membership. However, subconsciously, they begin to
grasp that Whites are more highly valued in society.

2. Encounter: A significant event occurs that compels the young person to recognize the
personal impact of racism. They grapple with what it means to belong to a group targeted

by racism.
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3. Immersion: Typically occurring during adolescence or early adulthood, this stage finds
individuals of color energized by delving into their cultural history and spending time
primarily with peers of the same race. This is an attempt to redefine oneself based on an
affirmation of one's racial group identity.

4. Internalization: This stage is characterized by a sense of security about one's racial
identity. Individuals in this stage are typically willing to establish meaningful cross-group
relationships, including with Whites who respect the person of color's newly defined
identity.

5. Internalization-commitment: This stage involves individuals translating their personal
sense of racial identity into ongoing actions that express a commitment to the concerns of
their racial group (Cross, 1995).

While Cross's theory primarily addresses Black racial identity development, updates to this
model have recognized a Multiculturalist Racial identity, broadening its applicability (Worrell,
Cross, Vandiver, 2001). Parham (1989) offers a different perspective on the Black racial identity
experience by tying it directly to the influence of White people and White racism as factors in
determining Black identity. Parham asserts that a Black person's identity is not fully realized if
they are immersed exclusively within their racial group; it is the relationship with White culture
that contributes to their identity (Parham, 1989). Donelda Cook, as cited in Page (2003), found in
a study of public-school leaders that interaction between People of Color and White people may
be more genuine and authentic throughout the process of identity development if supervisors and
supervisees acknowledge and discuss their own racial identity. She suggested that such a
personal examination then allows school leaders to focus on how racial attitudes influence their

conceptualization of students (Page, 2003).
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Racial Identity Development and Marginalization

This acknowledgement of race and identity brings with it a discussion of privilege and
marginalization that some anti-racism advocates argue is the key to dismantling power and
institutional racism. This section on privilege and marginalization are incorporated to underscore
the critical factors highlighted in the literature that should be taken into account when examining
Black and White principals and Principals of Color. It is important to acknowledge that there is a
substantial body of literature on White educational leadership, while discussions on Black
leadership and leaders of color, particularly black women leaders and intersectionality, are
comparatively more limited, which, in itself, serves as an illustration of privilege and
marginalization within scholarly discourse.

In the context of racial identity development, the consciousness of power and privilege
among White individuals in the United States is intrinsically intertwined with their identity
progression. On the other hand, individuals of color construct their racial identity primarily
through an acute awareness of their marginalization, manifesting at individual, cultural, or
institutional levels (Radd et al., 2021). This marginalization is notably pronounced following
encounters with various forms of racism. Scholarly literature examining the racial identity
development of people of color often delves into the profound influence of racism on their
experiences of marginalization and, consequently, identity formation (Fordham, 1988; Tatum,
1997). It is not uncommon for people of color, particularly adolescents, to adopt an oppositional
identity that rejects aspects of the dominant culture while embracing elements considered
authentic within their own cultural context (Tatum, 1997). This oppositional identity frequently
leads to tension between people of color and others, regardless of their racial background, who

represent the values of the dominant culture (Fordham & Ogbu, 1986).
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Tatum (1997) proposed that the resistance to academic achievement among adolescents
of color is a phenomenon that emerged in the post-desegregation era. Previously, when students
were in schools with educators of the same racial background, there was limited connection
between schooling and oppositional identity (Tate et al., 1993; Tatum, 1997; Tillman, 2004).
However, the landscape changed after desegregation, as many principals and teachers of color
were displaced to make way for more White leaders in integrated school districts (Zinn, 1980).
This systematic exclusion of leaders of color in the United States has had profound and
detrimental consequences for endeavors aimed at achieving political and educational equity. It is
imperative to recognize that marginalization is not merely a historical issue (Tate et al., 1993;
Tatum, 1997; Tillman, 2004 This section of the literature review clearly demonstrates that anti-
racist leadership necessitates a comprehensive understanding of racial identity and self-reflection
for advancing anti-racist leadership (Khalifa, 2016; Gooden, 2012; Singleton, 2015; Tatum,
1997). Principals who aspire to lead in an anti-racist stance must possess the capacity for
introspection and a deep understanding of racial identity development, both in themselves and
others (Khalifa, 2016; Gooden, 2012; Singleton, 2015; Tatum, 1997). School leaders must also
be aware of their contribution to either perpetuating or challenging structural racism and racial
inequities. Therefore, as the literature suggests, it is imperative that school leaders invest in their
racial identity self-awareness development to foster the necessary introspection, empower
themselves to address disparities, and work towards a more equitable educational system
(Greene, 2007; Brooks, 2012; Brooks & Jean-Marie, 2007; Theoharis, 2009; Watson & Bogotch,

2015; Watson & Rivera-McCutchen, 2016; Miller, 2021).
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Theoretical Base: Critical Race Theory
Origins and Tenets of Critical Race Theory

The last section of this literature review explores several critical components central to
understanding racial identity development, anti-racism, and achieving racial equity in education.
This section will (a) delve into the origins and tenets of Critical Race Theory (CRT) and (b) the
position of critical race theory in the field of education and education leadership as an integral
part of promoting racial equity in education. It is worth noting that Critical Race Theory (CRT)
facilitates a connection between literature addressing racial identity and the broader body of
work focused on anti-racist reforms in public education. In fact, several studies centered on
organizational change and racial equity underscore the significant influence and reliance on the
core tenets of CRT.

Critical Race Theory (CRT) emerged as a legal response to the slow pace of racial reform
in the United States. CRT is a departure from conventional legal scholarship that challenges the
principles of liberalism and contends that civil rights legislation has primarily benefited White
individuals (Ladson-Billings, 1998). More specifically, CRT finds its origins in the work of
Kimberle Crenshaw, Derrick Bell, Richard Delgado, and Alan Freeman, legal scholars who
challenged traditional views of critical legal studies. The CRT framework was then adopted and
applied within the education field by educational scholars Ladson-Billings and Tate (1995) to
understand and address how societal structures are organized along racial lines and hierarchies,
and how this affects school systems and student performance (Delgado & Stefancic, 2012).
Ladson-Billings (1999) later focused on the emergence of CRT in education by examining

curriculum, instruction, assessment, and other school policy issues through a critical race

61



perspective. Ladson-Billings asserts that CRT is a lens through which radical change and anti-
racist reform in education may occur (Ladson-Billings, 1998; Ladson-Billings & Tate, 1995).
DeCuir and Dixson (2004) reference the five basic tenets of Critical Race Theory
outlined by legal scholars, and used examples of these tenets in a study of student perceptions of
racism in a Midwestern private high school. This section draws heavily upon the five tenets of
CRT that are most universally accepted throughout education literature. Numerous scholars
(Capper, 2015; DeCuir & Dixson, 2004; Delgado et al., 2001; Gooden & Dantley, 2012; Khalifa
et al., 2013; Ladson-Billings, 1998, 2005; Lopez, 2003; Sleeter & Delgado, 2003) have used
several tenets to illustrate the basic aspects of CRT. Racial Equity, as defined earlier within the
context of education, is the raising of achievement for all students while narrowing the gap
between the highest and lowest achieving students and eliminating the racial predictability and
disproportional nature of achievement. CRT attempts to remedy racial predictability and advance
racial equity for improved student outcomes. The tenets of CRT that are commonly seen
throughout education literature are as follows:
1. Counter-storytelling is the notion that each perception of reality can be
seen from a counter racial perspective. Counter-storytelling proposes that a CRT lens be
applied when promoting racial equity. Additionally, it is argued that counter-storytelling
helps anti-racist leaders analyze experiences of students of color and critically reflect on
alternate views of reality, rather than just allowing them to be a part of an “othering”
process that does not normalize different racial experiences (DeCuir & Dixson, 2004). All
of these notions are key factors in bringing about racial equity.
2. The Permanence of Racism. Bell (1992) argued that racism is a permanent component of

American life. According to some CRT scholarship on court cases (Bell, 1980) and school
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4.

practice (DeCuir & Dixson, 2004; Lawernce, 1995), this tenet requires one to recognize
the dominant role that racism played and continues to play in American society. Critical
race theorists argue that racism is permanent and deeply imbedded in our laws,
institutions, cultures, and psyche (Ladson- Billings, 1998; Ladson-Billings & Tate, 1995;
Tate, 1997). This scholarship also asserts that structures and institutions may promote
conscious and unconscious racism that perpetuates White privilege.

Whiteness as Property. Ladson-Billings and Tate (1995) suggested that tracking,
Advanced Placement, honors classes, and gifted/challenge programs are ways that schools
have been re-segregated. In Whiteness as property scholarship (DeCuir & Dixson, 2004;
Harris, 1993; Mclntyre, 1997; Roediger, 1994; Roediger, 1999; Theoharis & Haddix,
2011), researchers concluded that the history of racism in the United States has provided
Whiteness with more value than that of People of Color. For example, the history of
racism in our country has contributed to a disproportionate number of White leaders
compared to leaders of color (Carter & Goodwin, 1994; Childress et al., 2009). As
segregated schools closed it was rare for staff and students of color to be put in leadership
roles (Furman, 2012; Scanlan, 2013; Theoharis, 2007).

Interest Convergence. This tenet is concerned with the motivation behind anti-racist work.
It suggests that civil rights and anti-racist gains by People of Color often come only when
they converge with the self-interests of Whites (Bell, 1992). Interest convergence ensures
that racism stays intact and that equity advances are made only at the pace that White
people determine is reasonable (Bell, 1992; Bell, 1980; Khalifa et al., 2013).

The Critique of Liberalism. DeCuir and Dixson (2004) point out that Critical Race Theory

(CRT) scholars hold a critical stance toward fundamental concepts embraced by liberal
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legal ideology, such as the notions of colorblindness, the neutrality of the law, and
incremental change (p. 29). While these ideas may appear favorable to White liberals, they
overlook the historical context of racism in the United States. DeCuir and Dixson argue
that the concept of incremental change implies that progress for marginalized groups must
occur at a slow pace that is acceptable to those in positions of power (DeCuir & Dixson,
2004). This approach tends to aim for equality rather than equity. Equality presupposes
that all individuals have the same opportunities or experiences, irrespective of their race,
whereas equity takes into account the historical disadvantages created by racism by
providing marginalized groups what is needed for advancement.

Critical Race Theory in Education Leadership

The impact of CRT scholarship is at the core of race-based education leadership research.
While the application of critical race theory (CRT) has been introduced in the context of
education, its implications for educational leadership were not addressed until Lopez conducted a
CRT analysis in 2003, Khalifa et.al examined CRT and the evolution of education leadership
literature in 2013, and Capper explored how CRT can be used to inform education leadership to
eliminate racism in 2015.

In his critical race theory (CRT) analysis of leadership within the educational political
landscape, Lopez (2003) contends that educators of color have been silenced by White education
leaders’ adoption of "colorblindness" and promotion of “race neutral” school policies and
practices. Lopez suggests that the infrequent acknowledgment of racial issues within educational
politics has made it a rare and challenging endeavor, even for well-intentioned leaders, to engage
in meaningful discussions regarding race, racism, and their profound impact on power dynamics,

conflicts, governance, and educational policies. It is therefore essential for education leaders to

64



engage in race-based discussions and anti-racist development that encourages the sharing of
racial counter-stories and an exploration of racial identity (DeCuir & Dixson, 2004; Lopez,
2003).

Khalifa et. al (2013), and Capper’s (2015) work furthered the discourse of CRT in
education leadership for the purposes of recognizing Whiteness as property and finding value in
counter-storytelling to effectively espouse anti-racism leadership. Any systemic anti-racist
reform must take multiple racial perspectives into account and work to normalize social
constructions of race that have been developed through racial identity development (Capper,
2015; Delgado et al., 2001; Khalifa et al., 2013; Ladson-Billings, 2005; Radd et al., 2021; Sleeter
& Delgado, 2003). Support from district and site leadership is also a key to positive perceptions
of anti-racist leadership development. Lawrence (2005) and Singleton (2015) agree that even the
perception of support from Superintendents and district teams has a profound impact on anti-
racist principal and staff development. It has been proven that staff of color have much greater
feelings of safety and support when they get direct guidance and mentorship from those in
positions of power (Elliot & Nieto, 1996 ; Singleton, 2015). Notable scholars and practitioners
(Kailin, 1996; Ladson-Billings, 2001; Landsman, 2001; Lawrence & Bunche, 1996; Singleton,
2015) took it a step further and argued that anti-racist staff development is not received or
perceived well unless there is ongoing inter-racial dialogue and discovery to advance anti-
racism.

In summary, the application of critical race theory to education and education leadership
domains have ushered in new revelations for addressing colorblindness, race neutrality, and
racial issues. CRT is a foundation for leaders to engage in essential discussions about race,

racism, power and privilege. Lopez's analysis in 2003, alongside the contributions of scholars
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like Khalifa, Capper, Decuir & Dixson and others, underscore the importance of anti-racist
leadership that embraces the value of counter-storytelling and recognizes the impact of
Whiteness as property in schools. Moreover, the approach to anti-racist leadership that takes
multiple racial perspectives into account, and normalizing racial identity development as critical
self-reflection and the significance of support from district leadership are all pivotal aspects for

advancing anti-racist leadership and practices in education.
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CHAPTER 3

RESEARCH DESIGN & METHODOLOGY

The purpose of this study is to examine principal perceptions and experiences engaging
in anti-racist and racial equity leadership development, and the extent to which it may be used to
inform practice and pedagogy for reducing racial disparities in schools. Specifically, this study
elevates six urban secondary school principal voices, perceptions, and experiences to gain further
insight around how they say they have been prepared and supported to be anti-racist leaders, how
(if at all) these principals say they are implementing anti-racist practices, and how (if at all) these
principals say it is having impact on reducing racial disparities. In the context of this study, racial
disparities are characterized by disproportionate outcomes in academic achievement, discipline
and attendance policies and practices, access to access to rigorous coursework including honors,
advanced placement, and IB programs, and beliefs and attitudes about the inherent capabilities
between Black and Brown students (Anderson, 1984, 2007; Aptheker, 1992; Ladson-Billings,
2018; Woodson, 1933).

This chapter explains the qualitative methods used to examine the different ways that
principals understand, perceive, and engage in anti-racist leadership development in bringing
about organizational change related to racial equity and on their own leadership practice. This
chapter covers the research questions that drive this qualitative study, a rationale for selecting
qualitative methods, the conceptual and methodological framework, the criteria for selecting
participants for this study, and methods of data collection and analysis. This study seeks to
understand how principals perceive and engage in anti-racist leadership development to advance

racial equity in their schools. The specific questions guiding the research include:

67



1. How do urban secondary school principals say they have been prepared and supported to
be anti-racist leaders?
2. How, if at all, do these principals say they implemented anti-racist practices in their
schools?
3. How, if at all, do these principals say it is having impact on reducing racial disparities in
their schools?
A Qualitative Study
To understand the common lived experiences of principal perception of anti-racist
leadership preparation and support, and engagement in school-based anti-racist practices, a
multiple exploratory case study (Creswell et al., 2007; Creswell & Poth, 2016) design was used
to understand “the processes created and used by individuals involved” (Berg, 2009, p. 319).
This approach enabled me to explore how principals understand, perceive, and engage in anti-
racist leadership learning and development and implement anti-racist practices in their schools
that lead to positive school change for racial equity. A case study approach is most appropriate
for research when “a ‘how’ or ‘why’ question is being asked about a contemporary set of events,
over which the investigator has little or no control” (Yin, 2003, p. 9). A qualitative design
allowed me to learn about the rich inner dimensions of principal participant experiences,
something for which qualitative research methods are particularly useful (Maxwell, 2013;
Merriam & Tisdale, 2014; Schreiber & Asner-Self, 2011). Qualitative methods, specifically
semi-structured qualitative interviews, are well suited for this kind of study (Maxwell, 2013;
Merriam & Tisdale, 2014). For this study, six principals were selected. With each participant, a
combination of semi-structured interviews and school-related materials such as student and staff

handbooks, equity goals and vision statements, and discipline data were collected.
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Qualitative research is an established research tradition with roots in anthropology,
sociology, history, and geography (Creswell & Poth, 2016; Schreiber & Asner-Self, 2011).
Qualitative research in education has been an important method for most of the 20" Century
(Denzin & Lincoln, 1994). According to Creswell and Poth (2018) qualitative methodology
situates the researcher in real world experiences consisting of interpretive and material practices
that bring visibility to the human experience. Several scholars have used qualitative studies for
gaining understanding into a shared event and lived experiences of individuals and interpreting a
phenomenon based on the perceptions and meanings that people bring (Bolman & Deal, 2003;
Creswell & Poth, 2016; Schreiber & Asner-Self, 2011). Qualitative methodology was selected
for this study to have a complex and detailed understanding of principal perception and
engagement in anti-racist leadership development to empower principal participants to share
their stories and experiences and minimize the power dynamic that underlie the context in which
participants address a problem. Lastly, to advance an action agenda for reform in the ways anti-
racist leadership development are created, shaped, and implemented, and the ways in which
principals are supported to engage in anti-racist practices, this study was also situated in a
transformative and interpretivist framework (Creswell & Poth, 2019; Job et al.,2013).

Conceptual and Methodological Framework
Critical theory perspectives aim to empower individuals to transcend limitations imposed
by factors such as race, class, and gender. Researchers adopting a critical theory approach are
urged to acknowledge their own influence, participate in meaningful dialogues, and leverage
theory to instigate social change (Creswell & Poth, 2019). Critical Race Theory (CRT) furthers
the theoretical attention on transforming the relationship between race, racism, and power

(Delgado & Stefancic, 2012; Creswell & Poth, 2019). CRT methodology means that the
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researcher foregrounds race and racism in all aspect of the research process; challenges the
traditional research paradigms, texts, and theories used to explain the experiences of people of
color. According to Parker and Lynn (2002), the three main goals of critical race theory
methodology are to (1) present narratives and counternarratives about discrimination, (2)
recognizes race as a social construct and demands the eradication of racial subjugation, and (3)
addresses areas of difference and inequities.

In adopting a critical race theory methodology, I choose to place narratives and stories at
the center of my study as they are pivotal for understanding the intricacies of race and anti-
racism in the leadership development of principals and their practice. The infrequent
acknowledgment of racial issues in educational environments impedes meaningful discussions
about the profound impact race has on power dynamics, conflicts, governance, and educational
policies. To address and critically examine these issues, my study leverages the voices, stories,
perceptions, and experiences of a diverse set of principal participants. Khalifa et al. (2013) and
Capper (2015) contribute to the CRT discourse in educational leadership by recognizing
Whiteness as property and advocating for counter-storytelling to promote effective anti-racism
leadership. These CRT tenets will anchor this study in illuminating how systemic anti-racist
reform should consider multiple racial perspectives and normalize social constructions of race
developed through racial identity development.

Participants

This study involved six urban secondary school principals to gain insights into their

perspectives on anti-racist leadership development and efforts to implement anti-racist practices

for reducing racial disparities in their schools. Notably, this research distinguishes itself by
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incorporating an anti-racist leadership development conceptual framework by Welton et al.,

(2018) grounded in racial identity development for school improvement.

Participant Selection

I employed a combination of purposive and snowball sampling methodologies to identify
a carefully chosen cohort of six principal participants meeting specific criteria (Roberts & Hyatt,
2018; Terrell, 2016). Within my professional network, recommendations for principals aligning
with the fundamental principles of racial identity development and self-identifying expressed
commitment to implementing anti-racist practices, thus aiming to reduce racial disparities in
their schools, were sought from various anti-racist workshop facilitators and trainers. These
facilitators encompass both individual consultants, exemplified by esteemed academics such as
Dr. Bettina Love and Dr. Yolanda Sealy-Ruiz, currently serving as professors at Teachers
College, and organizational entities like the Pacific Educational Group directed by Glenn
Singleton. Additionally, I made outreach to my committee member and director of the Endeavor
Antiracist & Restorative Leadership Initiative (EARLI), Dr. Mark A. Gooden, and engaged in
collaborative efforts with contracted workshop developers for specific schools and districts. An
invitation letter articulating the study's purpose and participant selection criteria was
disseminated to these anti-racist developers, seeking their support in the process of principal
selection (to be included in the appendix). Lastly, my principal professional network, fostered
during my tenure as a former school and district leader in the Northeast region of the United
States, and during my time in the Teachers College Summer Principals Academy and the Urban
Education Leadership Program, was leveraged to broaden the search for principal participants
meeting the requisite criteria. A total of 15 principals were referred to me for the study. I reached

out to each of these referrals, but only six of them responded and participated in the study.
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The following criteria was used for selecting principal candidates:

1.

A minimum of three years of experience as an urban school principal with predominantly
minoritized student populations.

Principals within a secondary school context

Inclusion of principal participants with diverse racial and gender identities (Black,
Indigenous, People of Color (BIPOC), White, male, female, non-binary etc.).
Considering the study centers racial identity development and self-reflection as integral
components of anti-racist leadership, I made an effort to ensure a balanced representation
in terms of both race and gender, although racial and gender identity of participants did
not serve as a primary prerequisite for their selection.

Principals were required to have participated in a minimum of one anti-racist
development workshop, training, or coaching session conducted by the district or an
equity consultant within the preceding year.

Meticulous vetting through Teachers College Summer Principals Academy, Urban
Education Leadership Program, anti-racist consultants in my network, and my
professional principal network, invitations were sent to potential participants who self-
identify as anti-racist leaders and engage in anti-racist leadership development (as
described below). I shared this conceptual framework with my network of referees to
solicit their expertise to discern principals actively engaged in individual level and system
level anti-racist practices described below.

Participants were chosen based on their self-identification as anti-racist leaders and their

commitment to anti-racist leadership praxis, which involves recognizing the significance of race

in educational settings, promoting racial awareness, and actively working to dismantle racial
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disparities (Aveling, 2007; Brooks & Watson, 2019; Diem & Welton, 2020; Lewis et al., 2023).
It is important to note that the research predominantly adopts an ideological and conceptual
perspective on anti-racist leadership (Aveling, 2007; Brooks & Witherspoon-Arnold, 2013;
Lewis et al., 2023; Welton & Diem, 2021). It does not inherently provide explicit operational
guidelines for anti-racist actions due to the context-specific nature of such undertakings,
however, I have chosen to reference an anti-racist leadership conceptual framework from Welton
et al. (2018) for its practical implications in guiding school leaders toward anti-racist work,
focusing on individual level anti-racist leadership — attitudes and beliefs, and system level anti-
racist leadership - policies and practices. Despite the extensive scholarship and school-based
practices centered on equity-driven leadership, such as transformational, social justice, and
culturally responsive approaches, the term 'anti-racist leadership' has not been universally
adopted in schools and districts. Consequently, the anti-racist leadership conceptual framework
provided a shared language and understanding as I interviewed principals to explore their varied
perceptions and experiences of engaging in anti-racist leadership within their school
organizations.

These categories guided my investigation as I examined the extent to which it may be
referenced to inform anti-racist principal practice (Brooks & Witherspoon-Arnold, 2013; Denis,
2007; Kailin, 1994; Miller, 2021) by actively addressing and eliminating both individual racist
attitudes and beliefs and systemic racial injustice in schools (Gooden & Dantley, 2012; Khalifa,
2018; Radd et al.., 2021, Welton et al., 2018). This study also explored its implications for racial
identity development and anti-racist leadership development (Gooden & Dantley, 2012; Guerra
& Pazey, 2016; Utt & Tochluk, 2020). The anti-racist conceptual framework proposed by

Welton et al (2018) is as follows:
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Individual level anti-racist leadership— attitudes and beliefs:

1.

2.

4.

Engaging in critical self-reflection (Gooden & Dantley, 2012; Khalifa, 2018;
Singleton, 2015, Welton, 2018). Studies have shown that anti-racist leadership
requires critical reflection about beliefs, biases, assumptions, and actions to
develop self-awareness around race and privilege (Aveling, 2007; Brooks &
Watson, 2019; Darling-Hammond et al., 2007; Derman-Sparks & Phillips, 1997;
Diem et al., 2019; Gooden & O’Doherty, 2015; Sue, 2017).

Exploring one’s racial identity- Singleton (2015), Radd et al. (2021) contribute to
the discourse on anti-racist leadership by proposing the incorporation of a racial
autobiography as a means of individual self-reflection. A Brooks & Watson
(2019) study revealed self-reflection and racial identity awareness as an important
lever in beginning anti-racism leadership.

Self-assessment and instructional teacher evaluation tools: These tools aim to
determine how teachers' attitudes and practices contribute to academic or
disciplinary decisions with negative implications for Black students (Welton et
al., 2018).

Implicit Bias Training: To disrupt harmful deficit-based and race-based beliefs
about black students and students of color, anti-racist principals host, facilitate, or
arrange ongoing implicit bias and culturally responsive training for teachers and

staff (Derman-Sparks & Phillips, 1997; Gooden & O’Doherty, 2015; Solomon,
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2002; Voulgarides & Jean-Pierre, 2023; Welton & Diem, 2021; Welton et al.,

2018).

System level anti-racist leadership: policies & practices
5. Conducting a school equity audit: The use of equity audits is a valuable analytical
tool aimed at assisting school leaders in identifying and addressing policies and
practices that may contribute to disciplinary or academic inequities (Khalifa,
2018; Radd et al.., 2021, Welton et al., 2018). For instance, research indicates that
students of color, particularly those who are Black and brown, experience
disproportionate disciplinary actions compared to their white peers (Lewis et al.,
2023; Skiba et al., 2002; Welton et al., 2018). This approach not only adequately
assesses areas of disproportionality but also allows for problem definition and
action planning with relevant stakeholders.
6. creating an anti-racist environment
7. developing a school-wide anti-racism curriculum
8. fostering diverse faculty hiring practices
9. encouraging the inclusion of diverse perspectives and addressing controversy
10. strengthening relationships with organizations that prioritize equity
It is important to note that further research is needed to explore how anti-racist skills (#6-10) can
be effectively implemented on a system level. As a result, it loosely informed participant
selection in this study. Ultimately, participant selection for this study was guided by the
aforementioned conceptual framework, emphasizing the imperative for Principals to embody

both individual and system level anti-racist leadership. The categories within this conceptual
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framework were shared in the recruitment letter with anti-racist and equity trainers and
facilitators listed above. They were asked to recommend principals they have trained or
collaborated with, who self-identify as anti-racist leaders and meet at least two out of the five
categories for individual and systemic anti-racist leadership. A commitment to advancing all
categories is essential, with the first category, engaging in critical self-reflection, being a
foundational and necessary participant selection criterion. Principals selected for this study are
self-identifying advocates for anti-racism, prioritizing issues of race, and other historically
marginalizing factors at the core of their advocacy, leadership practices, and overarching vision.
Data Collection

Most scholars of qualitative studies in education agree on the major components of
qualitative research that focuses on the human perspective and privileges voices of those who
would otherwise be overlooked (Brooks & Normore, 2015; Creswell & Poth, 2016; Honig et al.,
2017; Miles et al., 2018; Morgan, 1997; Terrell, 2016). I used design strategies to privilege the
voices of principal participants, to understand how principals say they have been prepared and
supported to be anti-racist leaders, how principals say they implemented these practices in their
schools, and how principal participants are saying it is having impact on reducing racial
disparities and improving student outcomes. The methodology of this study is important because
it involves the kind of in- depth, ongoing dialogue, and self-reflection that allowed me to
understand the patterns and routines of principal participants (Miles et al., 2018; Ortner, 2003;
Roberts & Hyatt, 2018). This study includes design strategies, data collection, and analysis
strategies (Creswell & Poth, 2016; Lincoln & Guba, 2003; Roberts & Hyatt, 2018) as

naturalistic inquiry, which, according to Roberts & Hyatt (2018) involve real world issues and
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circumstances, where researchers are interested in the “meanings people attach to the activities
9

and events in their world and are open to what emerges” (143).

Qualitative Interviews 1 & 2

Patton (2002) divides qualitative methods of inquiry into three categories: design
strategies, data-collection, and analysis strategies. Data-collection include observations that
“yield detailed, thick description: in-depth self-inquiry, interviews that capture direct quotations
about people’s personal perspectives and experiences; case studies; and careful document
review” (Patton, p. 40). This study employed an exploratory qualitative interview method based
on naturalistic inquiry. Two rounds of over three hours of interview data were collected for each
participant, and a proposed timeline, along with the interview protocol and questions, are
included in the appendix. Principal participant description of their experiences and the content of
those experiences in terms of supports and challenges described by the participants are the main
unit of analysis of this study. The interview questions were spread out over two different
interview sessions and focused on principal overall descriptions of their experiences being
prepared and supported as anti-racist leaders, implementing anti-racist practices in their schools,
and principal perception of impact on reducing racial disparities.

In order to ensure exact data was captured, this study followed one of the most common
interview protocols, a semi-structured approach. The semi-structured interviews were scheduled
in advance and organized around a set of predetermined open-ended questions, with other
questions emerging from the dialogue between interviewer and interviewee (DiCicco-Bloom &
Crabtree, 2006). The interview questions were intended to be open-ended to evoke deep and rich
descriptions of individual experiences and surface institutional issues across schools in the

district. Both interviews one and two were conducted with each participant to last approximately
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ninety minutes. General topics were provided from the interview protocol to principals in
advance of the interviews so that they felt prepared to talk about questions that may require more
advanced thought. The proposed timeline of conducting interviews was January 2024 and
February 2024. Each candidate was interviewed via Zoom to capture an audio recording of the
conversation. After each ninety-minute interview, analytic memos were created to capture the
researcher’s initial thinking and analysis of each participant’s responses (Maxwell, 2013). The
analytical memos, participant biographies, and demographic tables were shared with participants
for member checking, ensuring the validity of the study. Some participants provided feedback
and revised sentences via email before the second interview, while others offered suggestions or
additions during the second interview.

During the second interview, participants were provided with an oral summary of their
first interview and asked for any corrections or clarifications they have to offer. I pointed out any
issues and/or questions that needed further clarity or help with understanding for the purposes of
member-checking (Maxwell, 2008; Strauss & Corbin, 1998). Principal participants were also
invited to ask any follow-up questions and comment on emergent themes (interpretation) that I
identified in the analysis of all the interviews. Some critical scholars often place more value on
how the interviewer responds to the interviewee than on the wording of the questions (Creswell
& Poth, 2016; DiCicco-Bloom & Crabtree, 2006; Miles et al., 2018). Therefore, as the
researcher, I was cognizant of the need for follow-up questions as part of the dialogue between
researcher and participant. I probed with additional appropriate questions as the interviews
developed. Depending on the kinds of answers participants offered, I asked different follow-up
questions. According to some anthropologists such as Ortner, “attitudes that are (accessed

through interviews) result in the production of highly individualized, socially decontextualized
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talk ”(Ortner, 2003, p. 16) or in other words, attitudinal fallacy, which is the idea that what
people say is often a poor predictor of what they’ll do (Jerolmack & Khan, 2014). To avoid these
trappings, I intentionally based my claims and findings on what participants said they think they
do, and included an analysis of participant document data in addition to what interviewers said.
This process allowed me to dig deeper into the perceptions each participant shared and more
robustly understand the within-case and cross-case themes, commonalities and differences in an
effort to develop common understandings across different ways of knowing.
Data Analysis

This section describes the methods that were employed to analyze collected data. The
methodology is informed by the research questions, conceptual framework, and data collection:
the semi-structured interviews and document review. The primary goal of my data analysis was
to gain a better understanding of principal participants’ overall descriptions of their experiences
engaging in anti-racist leadership development, implementing anti-racist practices in their
schools, and their perception of impact on reducing racial disparities. My data analysis involved
a number of key steps, which I approached as a systematic, iterative process (Creswell & Poth,
2016; J. A. Maxwell, 2013; Miles et al., 2014). These steps included:

e Step 1: Writing analytic notes and memos after interviews to capture my initial
connections, reflections, and reactions (Maxwell, 2013).

e Step 2: Transcribing interviews via a third-party and then reading back each transcript
against the audio recording to check the accuracy of the transcript and to attend to
descriptive validity (Maxwell, 2013).

e Step 3: Using open, or descriptive, coding (Maxwell, 2013; Miles & Huberman, 1994) to

highlight the participants’ voice and potentially bring forth ideas or explanations that are
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contrary to my assumptions or the current literature (interpretative validity, Maxwell,
2013).
o Step 4: Categorizing data by codes and then larger themes (Creswell et al., 2007;
Saldafia, 2021) as well as connecting data.
e Step 5: Building and analyzing within-case and cross-case matrices (M. B. Miles, & &

A. M. Huberman, 1994) so I may develop an understanding of principal perception and

meaning making of anti-racist leadership development.
Analysis Step 1: Analytic Notes

According to Coffey and Atkinson (1996), Maxwell (2013) suggests that “We should
never collect data without substantial analysis going on simultaneously.” (p. 95) After each
interview, [ wrote an analytic memo to collect my initial reflections and emergent themes from
the interview (Coffey & Atkinson, 1996; Maxwell, 2013). According to Maxwell, constructing
memos from field notes is an essential step to maintaining this continuous analysis.
Analysis Step 2: Transcribing Interviews and Reviewing Transcriptions

All interviews were conducted over Zoom and recorded using the audio recording
feature. Each interview was then transcribed verbatim by a professional software transcription
service. After receiving the transcripts, I checked each transcript against the original recording,
to make sure that there were no transcription errors. Listening to the recordings as I reviewed the
transcripts was important for several reasons. First, it enhanced the accuracy of transcripts by
making sure pauses were noted and transcripts were accurate. Second, this process supported me
in better engaging data and beginning to develop ideas about how data might eventually be
categorized (Miles, Huberman & Saldafia, 2014). Lastly, this ensured the accuracy of data as an

essential part of maintaining descriptive validity (Maxwell, 2013), as discussed below.
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Analysis Step 3: Developing Preliminary Codes

In addition to the codes, I used from my review of the literature and Welton et al.’s
(2018) anti-racist conceptual framework (i.e., theoretical or etic codes) (Maxwell, 2013), I also
created a list of emic or in vivo codes (Strauss & Corbin, 1998). Following the first set of
interviews, I analyzed transcripts using open coding (Maxwell, 2013; Saldana, 2015) to enhance
analysis and include new emic codes (to capture nuances) in addition to etic codes extracted
from the conceptual framework. As the interviews progress and I coded early data, emic
concepts were used to build a more substantive listing (Creswell, 2013), which supported further
analysis.
Analysis Step 4: Categorizing by Coding

After coding first interviews and conducting second interviews, I engaged in a more
substantive analyses by building a code list and systematically analyzed all data (Miles et al.,
2018; Terrell, 2016). When coding and analyzing the content of the interviews, I used codes that
covered several areas. First, codes that qualified the nature of the anti-racist leadership
development and practice experience itself, then etic codes based on literature on anti-racist
conceptual framework. The types of experiences and patterns that emerged guided my coding.

Throughout this analytic process, my ongoing memoing examined the codes for
connections and patterns, and relied on the emic and etic codes and categories to build comparisons

(J. A. Maxwell, 2013).

Analysis Step 5: Within Case and Cross Case Matrices
Regarding organizing the data in cross-case matrices, I looked for patterns among

principal participants within their self-racialized identities and anti-racist development
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experiences for similarities and differences. I also identified patterns in their responses to anti-
racist developmental supports they received versus supports they wish they had received.
Ethical Considerations

This dissertation proposal, associated letters of invitation, and interview protocols
(included in Appendix) was submitted for review by the Teachers College Institutional Review
Board for any ethical issues that may come up in the research process. Principal participants
were made aware that their privacy is protected; no results, individual or aggregate, was tracked
back to a single person (Fraenkel & Wallen, 2006; Roberts & Hyatt, 2018; Schreiber & Asner-
Self, 2011). All Participants selected pseudonyms to protect their identity and maintain the
integrity of the confidential subject matter shared between myself and the participants.

Furthermore, this is a minimal risk study. Participants may have felt uncomfortable
responding to questions around their racial identity, critical consciousness, and anti-racism work
in their schools. All participants are adults competent of consent and may have chosen to skip
any question or stop at any time. During the interviews and document review conversations,
participants were asked to self-reflect on their racial identity formation, critical consciousness,
and level of anti-racism work implemented in their schools. This required a level of vulnerability
and occasional discomfort. To minimize the risk of discomfort, I created a safe space where
participants were able to engage in courageous conversations around race, power, and privilege,
by using protocols to support with language use, emotional dispositions, and deep personal
reflections anchored in Courageous Conversations about Race: A Field Guide (Singleton, 2015).
Each participant, having been referred to the study by a mutual acquaintance, already had a
degree of familiarity, which was beneficial. However, to further cultivate a safe space for open

and authentic engagement, I took proactive steps. I began by sharing my own experiences,
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including how I identified racially and the challenges and misconceptions I had encountered
regarding anti-racist leadership. By being transparent about my own journey, I set a tone of
vulnerability and trust, signaling to participants that I was a supportive partner in their
exploration. This approach reassured them that there was no judgment and that I viewed myself
as a collaborator and advocate in their efforts. Importantly, I emphasized that there is no singular
correct approach to racial identity development and anti-racism, fostering an environment where
diverse perspectives and experiences were valued and respected.

Lastly, all participants were presented with an informed consent form (Appendix C)
online before participating in the study. Participants were given my contact information if they
had questions about the study. They were asked to read the consent form and if they agreed to
participate, they were asked to provide their electronic signature and submit it to me directly.

Validity

This study aims to explore principals' accounts of their involvement in anti-racist
leadership development, the implementation of anti-racist practices in their schools, and their
perceptions of the impact on student outcomes. As I analyzed data from two interviews, along
with transcripts, and school documents, various concepts and themes surfaced. Recognizing the
multiple interpretations possible, I acknowledge that my personal interest in the topic may
influence how I derive meaning from the data (Maxwell, 2013). I am aware that my perspective
is shaped by my own understanding, influenced by personal perspectives, histories, and
environments shared with the participants. Consequently, each participant can provide only
partial knowledge of the researched issues. I utilized their contributions to build a more

comprehensive understanding beyond my own perspective and experiences.
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In the methodology outlined in this chapter, I systematically addressed various layers of
meaning to enhance validity and minimize bias, aiming for methodological validity.
Recognizing the impact of subjectivity on both the selection of my study focus and my
interpretation, this section elaborates on strategies I used to address and mitigate validity threats,
with particular attention to descriptive, interpretive, and theoretical validity, as well as address
reactivity and researcher bias.

Descriptive Validity

As mentioned previously, in order to attend to descriptive validity, I digitally recorded all
of my interviews and had all interviews transcribed verbatim (Maxwell, 2013). Additionally, I
implemented a rigorous verification process, involving a careful comparison of the transcribed
text with the corresponding audio recording of each interview. This thorough examination aims
to guarantee the precision of the transcriptions and maintain the integrity of the data, reinforcing
the overall reliability of the study.

Interpretive Validity

I also prioritized interpretive validity in this study, acknowledging the potential impact of
my own biases on the data. To address this concern, I conducted member checks with
participants, particularly during the second interview phase. After transcribing the interviews and
beginning open coding, I sent sections of the transcript containing my initial interpretations to
each participant. During the member-checking process at the outset of Interview 2, I invested
time in reviewing different portions of the transcript with each principal participant to inquire
about their perspectives on my interpretations and how they make sense of those text segments.

Participants were invited to share their own interpretations, allowing them the opportunity to
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clarify or modify their responses and respond to my initial insights, thus facilitating a more
nuanced understanding of the emerging themes in the data (Maxwell, 2013).

Furthermore, in addressing interpretive validity, a subset of interview transcripts was
shared with a doctoral consultant, a Teachers College graduate trained in qualitative methods by
one of my committee members. This consultant, now a dissertation and research executive coach
with a doctorate from Teachers College, Columbia University, supported me in qualitative
research by cross-checking codes and interpretations once the coding process began. Serving as a
third source for cross-checking codes and emerging interpretations, the consultant's feedback,
along with participants' input and cross-checks by a peer doctoral student, collectively
contributed to challenging developing ideas, ensuring a thorough cross-check of codes and
interpretations, and guided the research toward greater interpretive validity (Maxwell, 2013;
Miles & Huberman, 1994).

Theoretical Validity

My data collection strategies were directly influenced by my conceptual framework,
guided by insights from my literature review and research questions (Maxwell, 2013). In order to
ensure theoretical validity and validate emerging theories derived from the data, I shared the
collected data with a doctoral student colleague and a hired doctoral consultant, inviting them to
cross-check codes and interpretations. This collaborative effort involved a thorough examination
of transcripts to identify confirmatory and contradictory evidence related to the emerging claims
(Miles, Huberman & Saldana, 2014). The questions and feedback from these critical scholars
assisted in challenging evolving ideas and pushed towards greater theoretical validity.
Additionally, with the assistance of peer reviewers, I conducted negative case checking and

systematically search for confirming and disconfirming evidence (Miles & Huberman, 1994).
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In summary, through the utilization of member checks, cross-checking, triangulation,
memoing, transcript review, interview protocols, and collaboration with other doctoral students
trained in qualitative research, among various other strategies, I was able to maximize the
validity of this study (Maxwell, 2013).

Limitations

In this section, I address natural limitations of my study design, that of researcher bias,
reactivity, sample size, demographics of the participants, and the differences in geography and
district related to my national sampling strategy. I discuss each of these in turn.

Researcher Bias

As aresearcher, I am aware of my assumptions and biases that may influence my data
collection, data analysis and the writing of my dissertation. As a former school and district
leader, my background is also in supporting principals with developing as anti-racist leaders. I
led district level equity teams using Singleton & Linton’s (2006) field guide to isolate race and
anchor conversations, problems of practice, action plans, and review of disproportionality data
around racial equity. My experience as a district-level trainer and developer, coupled with my
past role as a principal, has heightened my awareness of the specific developmental needs of
principals working towards racial equity. Throughout my career as an educator, advocate, and
self-identified anti-racist leader, my past experiences have significantly shaped how I created and
led professional development, mentored, and provided guidance to other principals and school
leaders. With nearly two decades of experience in various educational settings, including public
schools, alternative schools, and an international school, I am steadfast in my belief in
deliberately fostering anti-racist learning environments to reduce racial predictability, bias, harm,

and disparate outcomes for all children, especially black and children of color. Despite my
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commitment to impartiality, I acknowledge the possibility of carrying some biases into
participant interviews.

To minimize potential bias, I presented my interview requests as sincere invitations to
understand the experiences of participants, emphasizing a goal of learning rather than judgment
or evaluation. As a researcher I underscored my genuine interest in participants as adult learners
and contributed to easing any potential anxiety they might feel. When developing my initial
interview protocol, I was guided by these principles. Specifically, I took care to avoid leading
questions and assumptions about participants' knowledge and experiences of anti-racist
development, implementation, and impact. I actively sought input from my cohort of doctoral
colleagues as well as my committee chair, professors, and doctoral consultant to remain mindful
of these considerations and prevent them from influencing my coding and analysis.

Reactivity

To mitigate potential research reactivity, I provided participants with a comprehensive
description of the study's purpose and how I intend to utilize the research. Recognizing the
significance of transparency, I also explicitly shared my background as a former school and
district leader in the invitation letter (Appendix B). By articulating my role, research objectives,
and commitment to maintaining participant anonymity, and by soliciting their input on these
aspects, [ proactively addressed potential reactivity issues during the interviews. Moreover, |
shared the interview questions beforehand, enabling participants to prepare and become familiar
with the topics to be discussed, helping me to establish transparency and trust with participants.
This preemptive measure not only enhanced participants' comfort during the interviews but also
encouraged transparency and vulnerability in their responses, ultimately minimizing reactivity. I

also articulated the confidentiality measures in place, in both the invitation letters and at the
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onset of the interviews, emphasizing my commitment to altering or omitting any identifiable
information, including participant and school names. Subsequent to the interviews, I composed
analytic memos (Maxwell, 2013) to reflect on potential influences I may have had during the
interview process.
Sample Size

First, due to the qualitative research methodology, the findings lack generalizability,
representing instead low-level theories elucidating the experiences and perspectives of the six
principal participants (Maxwell, 2013) as they engaged in anti-racist leadership learning and
practice. Due to the small sample size, I refrained from drawing definitive conclusions regarding
potential patterns related to gender, race, or age. Furthermore, each participant's responses may
be influenced by various factors, and the small sample size prohibits a detailed examination of
the individual impact of these factors. I address these limitations to underscore my commitment
to attentively addressing biases during data collection, analysis, and findings development. While
complete elimination of biases is impossible, my awareness and vigilance aim to enhance the
quality of data collection and improve the overall validity of the study (Maxwell, 2013).
Demographics of Participants

My qualitative study sought to privilege the voices of principal participants, surface
information about their common or shared experiences centering anti-racist leadership learning
and development, and principal perception of engaging in anti-racist practices to reduce racial
disparities in their schools. While there was some diversity among the six participants in some
ways, such as gender (three identify as women and three identify as men) age (with a mix of 30s,

40s and 50s), and race/ethnicity (three identify as White and three identify as Black), a study of
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this size inevitably excludes dimensions of diversity not represented among the participants in
my study.

The selection of participants for this study was conducted through snowball sampling and
referrals from racial equity trainers, facilitators, and other principals within my professional
network. Despite efforts to diversify the participant pool, outreach to Latinx and Asian principals
yielded no responses. Consequently, while the study achieved gender balance, the racial
composition was limited to the Black-White binary, with no representation from Latinx
principals or other principals of color. My study is limited to the description and analysis of the
experiences and perceptions of anti-racist leadership preparation and practice according to 3
White and 3 Black principal participants.

Another demographic limitation of the study was the inability to thoroughly examine the
intersectionality of race and gender among the participants, with a specific focus on those who
identified as Black women. This limitation stemmed from the scope of the research, which was
designed to address how principals say they have been supported and prepared to implement
anti-racist practices in their schools to reduce racial disparities. While the term 'intersectionality,'
coined by Kimberlé¢ Crenshaw, highlights the overlapping systems of oppression individuals may
face based on aspects of their identity (Crenshaw, 1989), this study did not delve deeply into this
intersectional dynamic. With a small sample size, I do not feel I can make any conclusions about
patterns that might exist in relation to the ways in which participants hold intersectional
identities. A larger and more targeted research study could allow for a further exploration. These
demographic differences likely influenced participants' anti-racist leadership experiences
(learning, development, and practice) and may account for some variances in their responses.

However, due to the limited scope of my study, I was unable to control for these factors.
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Differences in Geography and District

I originally designed my study so that I would be sampling from one large district so the
study participants would have several factors in common such as the geographic location, size of
the district, and level of schooling. I needed to shift my study after becoming an anti-racist and
racial equity officer and developer within the district for several reasons, including researcher
bias, reactivity, power dynamics, and other potential validity threats. This led me to a national
snowball sampling strategy that resulted in a diversity in geographic location, size of the district,
student demographic, level of schooling (middle and high school), for the participants in my
study. This variety of contexts for the participants in my study represents a potential limitation of

my study, which I address in recommendations for future research.
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CHAPTER 4

FINDINGS
Introduction

This study elevates principal voices, perceptions, and experiences to gain further insight
around how they are receiving preparation and support to be anti-racist leaders, and the extent to
which it may be used to inform practice and pedagogy for reducing racial disparities in schools.
In this study, there is an explicit focus on race, racism, and anti-racism, positioning them at the
center of data collection and analysis, and using them to understand principal anti-racist
leadership learning and development experiences (Donaldson, 2008; Drago-Severson, 2012;
Gooden et al., 2018; Miller, 2021). In this chapter, I review the central themes that emerged from
participant interviews and documents, presenting the findings of the study, which directly align
to its purpose. This chapter is organized to effectively convey these findings, starting with a
description of participant profiles inclusive of demographic and counternarrative data. Next, |
accentuate excerpts directly from interview transcripts, categorized through NVivo coding for
analytical clarity, emphasizing the centrality of participant voices. Following this, I delve into the
central themes that emerged through the participant interviews and documents, contextualized
within critical race theory and Welton et al.'s (2018) anti-racist leadership conceptual framework.
Here, I offer a synthesis of interview findings and documents that address each research
question. Lastly, this chapter concludes with a summary of the findings, capturing salient
insights gleaned from the data.

Description of Participants
A total of six principals participated in this study, engaging in interviews and presenting

relevant documents to illustrate their practices. Participants of this study were secondary school
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principals employed in public schools across the Northeast, Western, and Mid-Atlantic regions
of the United States. Their national identity is included, as the racial experiences expressed by
participants are within a unique American context. The racial and gender composition of the
principals included two Black women, one White woman, one Black man, and two White men.
All of the participants identified their own pseudonyms to protect their anonymity. The age range
of participants spanned from their 30s to their 50s. They were asked to choose a name they felt
represented them; no additional stipulations were imposed. Additionally, participants who have
earned their doctorate degrees are identified accordingly, with 'EdD' following their pseudonym.
The selection of participants for this study followed clear and specific criteria.

Participant selection was guided by the Welton et al. (2018) anti-racist leadership
conceptual framework, emphasizing the imperative for principals to embody both individual and
system level anti-racist leadership. Considering the study centers racial identity development and
self-reflection as integral components of anti-racist leadership, participants were selected based
on their self-identification as anti-racist leaders and their commitment to anti-racist leadership
praxis, which involves recognizing the significance of race in educational settings, promoting
racial awareness, and actively working to dismantle racial disparities (Brooks & Watson, 2019;
Diem & Welton, 2020; Lewis et al., 2023). Additionally, each principal had participated in a
minimum of at least one anti-racist development workshop, training, or coaching session
conducted by their district, an equity consultant, or independent course. Selection criteria also
stipulated that principals must have a minimum of three years of experience as principal in urban
secondary schools primarily serving black and brown student populations.

Participants varied in their experiences and tenure, ranging from three years to eleven

years as school building principals. The duration of their tenure directly influenced participants'
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approaches to anti-racist leadership and their ability to address racial disparities within their
schools. Notably, participants with fewer years of experience as principals in their current school
articulated challenges in translating anti-racist leadership beliefs into tangible actions. Their
accounts revealed a gradual and constrained process in implementing anti-racist practices.
Conversely, participants with longer tenures demonstrated a deeper understanding of how to
effectively engage in anti-racist leadership, resulting in more substantial progress towards
reducing racial disparities.

While participants were selected based on being secondary public-school principals with
predominantly Black and Latinx student populations, there are demographic differences among
the principal participants worth noting that influence and inform their approach to anti-racist
leadership. Table 4.1 displays participant demographics, presenting information regarding their
self-identified race/ethnicity, gender, years served as a principal, and years of experience in
education.

Table 4.1

Participant Demographics

Participant Race/Ethnicity Gender Sexual Years as Years as
Pseudonym Orientation  Principal Educator
Janet, EdAD Black American  Female Hetero 11 30
Elizabeth White American  Female Hetero 4 24
Jesse White American  Male Gay 10 22
BJ, EdD Black American  Male Hetero 3 16
Peter, EAD White American  Male Hetero 6 23
Angela Black American  Female Hetero 5 23

These demographic markers profoundly shape participants understanding of race, racism,
and their racial identity, influencing their approaches to anti-racist leadership in their school

communities. Next, [ offer a description of participant profiles encompassing demographic and
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counternarrative data detailing formative years, educational background, motivations for entering
the field of education and educational leadership, concluding with an overview of their
respective school demographic data.

Table 4.2 below are the school demographics for each study participant, including the
geographic region where the school is situated, the enrollment size, the grade levels served, and
the percentage of students eligible for free and reduced lunch. These characteristics delineate the
unique context of each school and provide contextual insights into the environment in which
each participant operates as an anti-racist leader. The school geographic context and
demographic data serve as foundational elements informing participants' decision-making
processes and their engagement in anti-racist leadership practices.

Participants work across urban secondary school districts located in predominantly 'blue’
states, where engaging in conversations around anti-racism is politically acceptable. However,
it's noteworthy that while this holds true for some participants, others worked within districts that
preferred to frame their work within the equity paradigm rather than explicitly using the
language of anti-racism. Regional influences, such as whether a state leans 'blue' or 'red', also
shape the language used. For example, in Florida, educators face constraints in openly discussing
anti-racism. Notably, none of the participants were situated in geographic regions where book
bans, anti-critical race theory legislation, or anti-woke political agendas were prevalent. The
regional dynamic and political climate were also factors in understanding how the participants of

this study were able to engage their anti-racist leadership.
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Table 4.2

Participant School Demographics

Participant Region Student Grade Free/Reduced
Pseudonym Enrollment Levels Lunch

Janet, EdAD Northeast 598 6-12 49.5%
Elizabeth Northeast 274 9-12 78.8%

Jesse Northeast 313 9-12 84.6%

BJ, EdD West 715 6-8 55.6%

Peter, EAD Northeast 1485 9-12 35%

Angela Mid-Atlantic 1706 9-12 38%

Principal Janet, EAD

Principal Janet, EdD, spent the majority of her childhood in a vibrant urban landscape in
the Northeast and also lived in the suburbs. Janet is a proud graduate of a Historically Black
College and University (HBCU). To this day, she is a strong advocate and supporter of HBCUs
and remains active as an alumna. She pursued her master's degree at a local college and earned
her six-year administration degree. Additionally, she completed her doctorate and continues her
pursuit of lifelong learning through ongoing educational endeavors outside formal academia.

Reflecting on her journey into education, Janet recalled her upbringing, where her mother
worked as a secretary in the same school district where she now serves as an educator. Her
pivotal realization came during her time at her undergraduate HBCU, where she recognized the
stark differences in educational opportunities between herself and her husband, who attended a
prestigious testing school in the Northeast. Inspired by her experiences and the transformative
impact of her undergraduate junior year study abroad in Kenya and Zimbabwe, where she
developed a stronger sense of pride in her racial identity and answered a call to social activism,
she embarked on a career path aimed at promoting social justice through education. Prior to

entering the field of education, Janet gained experience in book publishing at Beacon Press,
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working with esteemed authors such as Cornell West, Marian Wright Edelman, and Octavia
Butler. Despite her success in publishing, she felt compelled to transition into education to fulfill
her passion for literature, social justice, and equitable access to quality education. She explained,
“I came into education because I wanted to work with books, teach literature, and advance social
justice. I wanted kids to have what I felt I should have had.” Driven by her desire to provide
public school children with the same opportunities afforded to their private school counterparts,
she dedicated herself to advancing equity and racial justice.

Currently, Janet, EAD serves as the principal of a public school in the Northeast, which
she inherited in its early stages when it encompassed grades 6-8 and has since expanded to
include grades 9-12. The school's student body comprises 598 students, with more than 60%
students of color.

Principal Elizabeth

Principal Elizabeth spent her formative years in a medium-sized town where the
population comprised 20% people of color and 80% White. Later, she relocated to a
predominantly affluent White area in the Northeast. Reflecting on her upbringing, Elizabeth
acknowledged the prevalence of stereotypical perceptions rooted in a White supremacist lens,
and stressed the importance of deconstructing coded phrases such as "good schools."

Her educational journey led her to a large public university and then a predominantly
White liberal arts college for her graduate studies, where she found the academic environment
conducive to her learning, due to supportive professors and the structured college setting.
Graduating with a degree in education, Elizabeth discovered her passion for teaching during her
first classroom experience, which affirmed her career choice. Early in her teaching career,

Elizabeth was drawn to rural settings, avoiding urban schools due to perceived challenges.
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However, her perspective shifted upon moving to an urban community and later joining the
faculty of a small, public, magnet school in that same city that had an emphasis on equity.
Elizabeth assumed the role of principal for an urban public school unexpectedly during the
pandemic, demonstrating her commitment to the school community. Her journey towards
recognizing her own biases and the importance of anti-racist leadership began under the
guidance of her predecessor, who introduced racial equity training and anti-racist professional
learning opportunities to the staff. Currently serving as principal of a Title 1 school with a total
student population of 274 with over 85% students of color, Elizabeth's school is characterized by
a significant percentage of special education and economically disadvantaged students, with
21.6% special education, 82.4% economic disadvantage, and 11.7% multilingual learners
compared to their district of 16.6% special education, 70% economic disadvantaged and 23.7%
multi-lingual learners.
Principal Jesse

Principal Jesse's formative years were rooted in the Southeast, where he attended public
school from K-12. Growing up in the South, he was exposed to a larger Black population in his
neighborhood, which resulted in him experiencing more integrated environments compared to
typical urban settings. Reflecting on his upbringing, Jesse noted, "I understood racial difference
early on and had a little bit of a head start seeing the value of integrated education." Reflecting
on this period, he shared, "I was also the only child and closeted queer person, and understood
what it was to be othered."

This experience provided him with early insights into the complexities of identity and
marginalization, and his time in High School is where he recognized societal injustices.

"Honestly, a lot of White people are afraid of Black spaces," he observed, highlighting his
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comfort navigating diverse environments. After attending a private research University for his
undergraduate studies, Jesse pursued a teaching fellowship and earned his Master's degree and
administrative certification. Motivated by a passion for education and literacy, he embarked on a
teaching career in the Northeast, feeling it was a morally uncompromising path where he could
make a difference. Eventually, his entrepreneurial spirit led him to found the school where he
currently serves as the principal.

Currently serving as the principal of a Title 1 secondary public school in the Northeast,
Jesse has demonstrated his commitment to the school community. Over the years, he has
expanded the school by adding a grade level each year, provided wrap-around services to the
community, and increased graduation rates. The school now serves a student population of 313
in good standing according to the State, with over 89% students of color spanning grades 9-12.
Principal BJ, EdD

Principal BJ’s journey began in the West where he was born and raised. After completing
his undergraduate studies at an Ivy League institution in the Northeast, he joined Teach for
America and started his teaching career in the Northeast.

Reflecting on his motivation for entering education, BJ articulated a profound
commitment to serving underserved communities. He remarked, "I've always wanted to use my
gifts to support the little guy, to support the underdog, to support those that can't advocate for
themselves." This passion stemmed from his desire to uplift marginalized Black and Brown
communities, influenced by his own racial identity and proximity to societal injustices. “I
identify as Black as opposed to African American. I made a conscious effort to start saying
Black, and the reason why is because African American doesn’t encompass the entire Black

experience” BJ emphasized. BJ’s upbringing in the Black church and his experiences during the
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Rodney King riots underscored his awareness of racial identity and societal disparities. These
formative experiences instilled in him a deep sense of social justice and a dedication to creating
equitable opportunities for all students.

His career trajectory evolved from teaching middle school math and science to assuming
various administrative roles, including dean and assistant principal. His transition into education
leadership was a natural progression fueled by his belief that leadership exists in every role.
Currently serving as principal of a secondary public school in the West, BJ, EdD oversees a
diverse student body of 715 students with over 70% students of color spanning grades six
through eight. The school's unique characteristic lies in its commitment in “diversity by design,"
where the school was founded with an explicit focus on racial justice, inclusive admissions
policies, and an emphasis on culturally responsive teaching and learning, reflecting an ethos of
belonging.

Principal Peter, EdD

Principal Peter, EdD was raised in a working-class community in the Northeast, where he
developed a deep appreciation for education. Transitioning to an urban environment as his
family's circumstances improved, he continued to uphold the value of learning. Reflecting on his
upbringing, Principal Peter shared, "Learning was revered, and that's where pride and dignity
derived from." Influenced by his grandparents, who were Holocaust survivors, education held a
sacred place in his household, with the belief that it was something no one could take away.

After graduating from a private research university, despite his parents' initial
reservations about teaching as a career choice, he chose to teach in underserved communities.

His experiences teaching in urban underserved communities with minoritized youth highlighted
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the systemic inequalities in education and fueled his desire to enter leadership, leading him to
pursue a doctorate in education leadership.

Currently serving as principal of a school with a total student population of 1485, Peter
navigates the complexities of shifting demographics and socioeconomic challenges. With 35% of
students identifying as low income and a significant proportion being English language learners,
the school faces unique demands. The community's demographic changes are characterized by
an influx of Jewish families and Hispanic immigrants. Principal Peter is acutely aware of the
disparities inherent in his current school, noting, "there is a system of advantages here that
privileges White families." Despite the community's historical demographic composition being
90% predominantly White, the influx of Hispanic immigrants to the city is reshaping the school's
racial population to predominantly 58% students of color spanning grades nine through twelve.
Of the participants, Peter’s school population is the most racially diverse. It is also worth noting
that while Peter self identifies as an anti-racist leader, he joined his current school community a
year prior to this study. Before that, Peter served as a principal for over six years in
predominantly urban school districts with majority populations of students of color.

Principal Angela

Angela spent her formative years in a suburb of the Mid-Atlantic region, cultivating her
passion for education from an early age. Raised in an African Methodist Episcopal Church,
Angela was immersed in faith, Black pride, and surrounded by a family that valued learning. Her
mother, a high school graduate, and her father, though not formally educated, fostered an
environment rich in literacy and intellectual curiosity by curating designated reading time as a
family, engaging in racialized discourse around institutional racism, Black pride and

empowerment.
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Despite discouragement from peers and family to enter a profession they believed would
not be lucrative, Angela pursued her calling. After earning her undergraduate degree from an
HBCU, Angela pursued further graduate studies in education leadership

She decided to become a school principal in 2016 via New Leaders for New Schools
program, an alternative pathway to school leadership. Prior to this role, Angela served as a
leadership director and a facilitator for leadership development programs. Currently serving as
the principal of a school with 1706 students with over 76% students of color, Angela is dedicated
to creating an equitable educational environment. With a student of color population of over 76%
and 38% of her students eligible for free and reduced lunch, Angela is committed to ensuring
every student receives a quality education. Under her leadership, the school boasts an 87%
graduation rate, marking a significant increase from 72% over the past four consecutive years,
where she has focused on reducing racial disparities in suspension rates and supporting teachers
with targeted interventions for struggling learners.

In the subsequent section, I review the central themes that emerged from participant
interviews and documents, presenting the findings of the study.

Central Themes

I found several commonalities that emerged as principals shared with me their
experiences of anti-racist preparation and support, shaping their approaches to leadership within
their respective school communities. I used themes, as opposed to individual cases, to make
connections between the lived experiences of the anti-racist principals in this study. These shared
commonalities highlight the Critical Race Theory tenet of counter-storytelling to elevate
participants’ counter racial perspectives. Counter-storytelling played a crucial role for anti-racist

participants in this study to analyze their own experiences, along with those of their staff,
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students, and parent and families. By engaging in counter-storytelling, participants were able to
critically reflect on diverse perspectives, moving beyond the tendency to "other" racial
experiences that do not conform to dominant narratives (DeCuir & Dixson, 2004). The data
within these themes reveals a Black/White dichotomy of racial consciousness for participants in
this study, as well as the complexities they navigated while working as anti-racist leaders.

I have elected to categorize the themes in accordance with their relationship to the
research questions. These core themes help to serve as a baseline for answers to the research
questions as it was the essence of the principal interviews. Each theme was derived from the
interview questions, (See appendix F) then categorized to fit in the area of the research question
that specifically addresses that question (See appendix H). My findings are also connected to the
anti-racist conceptual framework outlined by Welton et al. (2018), that align with the pursuit of
eliminating personal racist attitudes and actively addressing both individual racist beliefs and
systemic racial injustice in schools (Gooden & Dantely, 2012; Khalifa, 2018; Radd et al., 2021;
Welton et al., 2018).

Research Question 1: How do urban secondary school principals say they have been

prepared and supported to be anti-racist leaders?

Early Encounters with Race, Racism and Anti-Racism: Motivations for Entering
Education

According to researchers, each individual has a personal and lifelong relationship with
race and racism that should be taken into account as an evolving dynamic shaped by
relationships and environment (Brooks & Watson, 2019; Gooden et al., 2018; Kendi, 2019;
Pollock, 2008; Welton et al., 2018). One of the several shared experiences among participants

included early exposure to conversations and events centering race and racism within both
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family and school settings. I discuss this finding by first presenting data from BJ, Angela, and
Janet, whose anecdotes most clearly represented what I found for Black participants in relation to
Cross’ “The Psychology of Becoming Black" (Tatum, 1997) racial identity model, followed by
data from White participants, Peter, Jesse, and Elizabeth, whose experiences are placed within
Helm’s White Racial Identity Model. I close this section with data that showed disconfirming
cases between Black and White participant motivations for entering education. Specifically, five
out of six participants shared an early childhood memory of a conversation or event that brought
their awareness to racial difference. BJ, EdD, A Black male principal participant recalled his
earliest racial memory with a sense of caution:
I remember driving with my dad, and we saw a couple of Black guys walking along the
sidewalk. They were sagging their pants, and my dad was really big on ‘don't sag your
pants!” You know the man. The White man. Police officers are gonna’ treat you
differently because you're Black. He explicitly said that to me, and it always stuck with
me. Again, if nothing else, just noticing that there's a difference. I'm not the same as
everybody else, so I have to move differently. I have to protect myself, because people
have these perceptions that I have no control over.
Conversely, Principals Janet, EdD and Angela, two Black women participants recalled moments
of Black pride and being affirmed in their racial identity. Angela shared her memory of being
kept home from school before MLK Day became a holiday, saying, "We sat, we watched PBS,
and we learned about the Civil Rights Movement.' Similarly, Janet, EdD., who intentionally
attended a Historically Black College and University, affirmed:
Howard instills in you a sense of pride. There’s this motto of entering to learn and
exiting to serve. And so very many of us live our lives like that, especially the people
that I stay in touch with...if it's not our direct work, it's always a part of our work.”
These moments of racial reckoning for the Black participants align to the pre-encounter

and immersion stages of Cross’ (1971, 1995) racial identity development model for Black

Americans, also referred to as "The Psychology of Becoming Black" (Tatum, 1997). These
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stages reveal that subconsciously, Blacks begin to grasp that Whites are more highly valued in
society, and finds individuals of color energized by delving into their cultural history. All three
White participants also shared their early exposure to race. One, citing his fondest memories of
observing his parents engage in healthy racial dialogue and another being removed from an all-
Black school. Principal Peter, EdD recalled:
My home was a place of rich discussions about race, which was very unusual for a
family, and, fairly White community. I still remember my mom coming back from a
conference and telling my dad: ‘African American people in this country cannot be
racist!” And my dad being like, ‘what are you talking about?’ And they had this really
rich debate that my sister and I got to see, and they didn't try to hide it.
The other White male principal involved in the study, Principal Jesse, recounted his integrated
learning experiences at a predominantly Black primary school:
Racial identity starts really early for me because I grew up in an integrated community.
My elementary school was formally the Black school in the county and then they
integrated it. My principal was a Black man and the school was named after him.
This experience for him was nuanced as he was also aware that his parents made the conscious
decision to remove him from the school because there were “too many Blacks in that one
school.” These racialized experiences expressed by both White male principals in their childhood
fall within the disintegration stage of Helms’ White racial identity model, which is characterized
by the conscious acknowledgment of one's Whiteness, marked by new exposures and/or internal
conflicts regarding racial beliefs. Elizabeth, a White female principal participant in the study
mentioned:
I definitely was surrounded by stereotypical understanding through a White lens. Being
told I went to ‘good schools.” To come to understand later what that means and how
coded that phrase is...without realizing people were engaging in racial dialogue.

This memory aligns with Helm's contact stage, wherein individuals may or may not exhibit

individual racism while unconsciously benefiting from institutional and cultural racism. During
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this stage, White privilege takes center stage, as individuals are often unaware of their racial
identity and develop a self-concept that absolves them from any accountability for institutional
racism, epitomizing White privilege (Kaktz, 2003; Theoharis & Haddix, 2011; Utt & Tochluk,
2020).

Another commonality I found was shared among four out of six participants, specifically
Jesse, Peter, Janet and BJ, was how their early encounters with race influenced their decision to
enter education. They expressed wanting to address injustices through education, serve Black
and Brown communities, and advance racial justice. Principal Jesse expressed “recognizing the
injustices in the world” and this prepared him for his career. Similarly, Principal Peter, EdD
remarked “T had an awakening to the caste system in our country — the best thing I thought to do
was to teach.” While White participants expressed entering education due to revelations about
inequalities, Black participants further emphasized their deep connection to Black and Brown
communities. It's crucial to note that all Black participants expressed a sense of responsibility to
their communities and saw themselves as reflections of the children they support in schools.
Black participants spoke passionately about their commitment to social justice, community
engagement and upliftment. Principal Janet, EdD stated: “I came into education because I
wanted to work with books, teach literature, and promote a sense of social justice. I wanted kids
to have what I felt I should have had.” Likewise, Principal BJ, EdD emphasized:

I went into education because it was the most direct way to support marginalized

communities, and people of color. My goal was to support marginalized students. Using

my platform in a classroom, using my work there to support, not just my students, but

also, families and the surrounding neighborhoods and community as well.

These experiences served as early preparation and heightened racial awareness for most

participants, ultimately shaping their trajectory towards becoming anti-racist leaders.
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Racial Identity Development & Ongoing Critical Self Reflection
The Welton et al. (2018) anti-racist leadership conceptual framework identifies critical

self-reflection and racial identity development as cornerstones of anti-racist leadership

preparation. These elements have practical implications in guiding school leaders toward anti-
racist work, addressing Welton et al. (2018) individual-level attitudes and beliefs. A shared racial
development exercise that all participants completed was the racial autobiography. The racial
autobiography involves participants exploring their individual and collective identities as leaders.

Also drawing from Gooden and O'Doherty's (2015) research, utilizing an autobiographical

prompt to reflect on race enables participants to gain new perspectives. I discuss this finding by

first presenting data from Janet and BJ, whose anecdotes most clearly represented what I found
for Black participants, followed by data from White participants, Elizabeth, Jesse, and Peter,
whose rich experiences best illuminated the contrast. I close this section with data that showed
the ongoing self-reflection common to all three White participants.

Principal Janet, EdD recalled writing her racial autobiography and her time spent at an HBCU:
Blackness to me is not just the microaggressions and the things that I have to deal with. I
talked about this when I did my racial autobiography and going to Howard was huge for
me. Blackness is about joy. Blackness is about surviving racism. It's about standing tall
against racism. It's about knowing your history.

According to Cross’ (1995) The Psychology of Becoming Black racial identity model, Black

participants in this study fall within the Internalization and Internalization-commitment stages.

These stages are characterized by a sense of security about one's racial identity and individuals

translating their personal sense of racial identity into ongoing actions that express a commitment

to the concerns of their racial group (Cross, 1995). When reflecting on their racial

autobiographies, all Black participants expressed documenting the meaning of being Black,

associated with pride, power, and responsibility to their school community. They emphasized
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supporting the children, whom they believe to be an extension of themselves, with a strong sense
of self and racial identity.

On the other hand, the racial identity development expressed in the racial autobiographies
among White participants in this study varied across Helms (1995) White Identity Formation
Model. Elizabeth, a White female participant, reflected on an impactful realization that deepened
her understanding of her racial identity, expressing, "this is all still relatively new to me." She
recounted an example wherein, as a White woman, she realized that if the store alarm went off
upon her exit, it would not draw suspicion, whereas if the same happened to a person of color,
they would likely face racial profiling. This realization aligns with Helms’ Reintegration stage,
characterized by a conscious acknowledgment of one's White identity, often accompanied by
feelings of guilt or denial. Principal Jesse expressed “When I grew up, I was the only child and
closeted future queer person, and understood what it was to be othered,” which is evident of
Helms’ pseudo-independent stage where a White person begins to redefine their identity in a
positive manner and acknowledges the significant toll that both interpersonal and systemic
racism have on people of color. Jesse observed that despite his understanding of being different
and encountering instances of discrimination, completing his racial autobiography elevated his
understanding of how his whiteness granted him access to certain privileges and benefits, that
have been historically denied to marginalized groups. Lastly, Peter, EdD one of the White male
principal participants shared his views on self-reflection and the benefits of having written
multiple racial autobiographies on his racial identity development, awareness, and leadership:

There's your own critical consciousness and reflection, which I, as a White male, have to

do every single day... I’ve written several racial autobiographies and it’s changed over

time... I felt more comfortable writing about my racist tendencies as opposed to covering
it up over time.
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This vulnerability and realization proved pivotal in Peter's racial identity development as a White
male principal working in predominantly Black and Brown schools. He advocated for the
practice of writing racial autobiographies multiple times, particularly for White educators, as a
means to become more comfortable with acknowledging and addressing racist beliefs and
behaviors in order to minimize harm. This shift represents a move to Helms' (1995) immersion
stage, wherein White individuals begin openly challenging their own and their White peers'
mindsets. Peter also shared:

I'd be lying to you if I said I don't commit microagressions. I'm a White male who's been

conditioned not to think about race, and so I have to work very hard every single day to

remind myself of that. Or we'll just kind of sink back into complacency and blind spots
and microaggressions.

Interestingly, despite their different backgrounds and experiences, all White principal
participants shared a common fervent desire to continue their growth in critical self-reflection
and racial identity development. They expressed gaining deeper insights into how their racial
identities intersect with their roles as anti-racist leaders, as well as how they can effectively
address racial disparities Elizabeth, like her counterparts, expressed a shared reflection on the
importance of this ongoing journey:

Prior to explicit training, if you were to ask me, I would have said 'yes, of course I'm anti

racist. I'm against racism.' I would not have understood that as a construct of thinking and

action... I still have so much learning to do.
Their willingness to continue this growth reflects a commitment to ongoing learning and
improvement, as they recognize that addressing racial issues requires ongoing critical self-
reflection. Having completed this reflective racial autobiography and engaging in ongoing
critical self-reflection, participants shared that they gained further insights into their performance

as leaders when confronted with diverse people, tasks, and challenging racial conversations

(Gooden et al., 2018). Exploring one’s racial identity and engaging in critical self-reflection is
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essential to anti-racist professional learning and development (Gooden & Dantley, 2012; Khalifa,
2018; Kishimoto, 2018; Kumashiro, 2002).

Workshops & Book Talks & Equity Teams, Oh My!

Courageous Conversations

While there is considerably less literature on principal pre-service and in-service
professional development with an anti-racist lens (Brauckmann et al., 2020; Andrews &
Richmond, 2019; Welton et al., 2018), it is important to note that all participants in this study
experienced racial equity training. The conditions of participant selection and participation
required that they would have received explicit anti-racist training and preparation to lead in
schools with predominantly minoritized students, enabling them to articulate meaningful
discourse around racial equity and implement policies that respond to racial issues (Gooden &
O’Doherty, 2015; Khalifa et al., 2016; Miller, 2021; Young et al., 2010). I discuss this finding by
first presenting data from participants who reported attending Courageous Conversations,
engaging in book talks and affinity groups, and receiving anti-racist learning in pre-service
principal preparation programs.

Participant responses and reactions to their anti-racist learning and its relevance and
connection to school implementation were varied. Overall, all six participants expressed the
value in engaging with explicit race dialogue cross-culturally or with educators within their
districts of different racial identities. One participant shared, "I’ve been in sessions where there
was valuable opportunity for dialogue and understanding.” One of the three White participants
actually began her anti-racist leadership journey through a district led training. Five out of six
participants reported having engaged in the Courageous Conversations workshop series.

"Courageous Conversations" is the title of the workshop series developed by the Pacific
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Educational Group, founded by Glen Singleton. This national program supports schools and
districts across the country in implementing anti-racist educational practices through open
dialogues about race and racism. Singleton contends that without engaging in discussions about
race, it is impossible to address the racial issues that contribute to the marginalization and
disengagement of many students and staff of color (Singleton, 2015). Participants in this study
who shared their experiences participating in Courageous Conversations workshops recalled
various activities like privilege walks and book recommendations they could bring back to their
schools. Privilege walks involve participants stepping forward or backward as the facilitator
reads statements or questions, based on whether they apply to participants. The intended purpose
is to raise awareness of various forms of privilege, understand the intersectionality of race,
socioeconomic class, gender, and other demographic variables that shape individuals, and
appreciate the diversity of individual backgrounds (Singleton, 2015) Janet, EdD., recalled, "I
recall doing the privilege walk and bringing this back to my staff and forming an anti-racist
group.” Additionally, of the privilege walk exercise, Peter emphasized:

The privilege walk was very powerful and disturbing. One side was all White people this

is a visual to represent the systemic racism in the country. It really helped me to

understand the world my colleagues live in.
Elizabeth discussed attending district sponsored Courageous Conversations workshops and
continued workshop webinar that her district leader shared with her, informing her anti-racist
practice and providing her with language and confidence to engage in difficult conversations
with her staff. She stated:

Some of the courageous conversations came from the district....The webinar was shared

with me by the PD Coordinator of my district. It fulfilled a need I had. sometimes people

say things, and I don't know what to say back.
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Book Talks
In their book talks, all six participants shared their experiences of being exposed to and
engaging in courageous conversations, critical self-reflection, and interacting with texts from
various anti-racist authors. These experiences not only increased their racial literacy, elevating
their understanding and appreciation for diversity of thought and background, but also provided
valuable materials that they could bring back to their schools for their staff. This aligns with a
core principle in Gooden et al. (2018) program logic model proposed for anti-racist pre-service
preparation. The initial stage, titled "gaining and integrating new knowledge," involves exposing
aspiring principal participants to a variety of scholarship and films on race, anti-racism, and
racial identity development. For example, Janet stated, "I've read 'How to Be an Anti-Racist' and
a lot of literature on anti-racism." Similarly, Peter expressed, "It was really uncomfortable to talk
about White culture, then I read these books by White anti-racists. It is worth noting that the
White participants reported receiving robust training around their racial identity development
and anti-racist leadership from their respective districts, both past and present. Principal Jesse
affirmed:
There are three examples I can point to where I received anti-racist training in my work.
The first was a workshop with Eddie Ferguson on disproportionality, and the way the
data shows up. Just the idea of disproportionality which you know I was familiar with
before, but not the idea that you can track it, and you can set a goal around it, and you can
think about it as a reality in your school. The second was a series of workshops,
Courageous Conversations. The third was an equity team that was formed with like-
minded Principals. We had some readings, and we did some curriculum revision around
culturally responsive practices.
Three out of six participants even mentioned forming independent affinity groups with other
principals and leaders in their districts and within their schools to continue their racial identity

development in a space with others who share the same racial identity. One of the participants

recalled the value of affinity groups within the district “having that professional exchange with a
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cohort of administrators was inspiring” and another commented, “the White affinity group was
very powerful.”

While all six participants reported having valuable anecdotes and experiences engaging
in anti-racist leadership trainings by participating in Courageous Conversations, book talks, and
affinity groups, there were two disconfirming cases where two Black participants shared their
reservations around their overall learning. Two out of the three Black participants expressed
feeling disconnected from the content, seeing it as redundant since they felt they already
possessed the knowledge presented. Black male participant, BJ shared: It’s felt like it’s been
centered for the White experience, not for me. I feel like it hasn’t been curated for someone like
me.” Similarly, Janet expressed “Racism isn’t a Black person’s thing to fix, but a White person.
It’s for White people to do the work.” The responses from two of the Black participants,
underscore the importance of ensuring that anti-racist training is differentiated and tailored to
address the diverse needs and experiences of all participants.

District Equity Teams

Five out of six participants shared that their districts had equity teams with a
corresponding equity plan, and they all sat on these district teams. Reflecting on her participation
Janet stated:

At the district level, they created a District Equity Leadership Team (DELT) and I was

asked to be a part of that team. We worked with the people from Courageous

Conversations and did autobiographies to develop shared language. I was able to

continue the training. We can’t look for the district to do all the training for us.
Similarly, Angela mentioned, "We had a District Equity Office, and out of that office came a
committee that I sit on and work with, which includes students, parents, teachers, and leaders.”

Lastly, a key finding from participant data around principal pre-service learning and

development revealed that only two out of the six principals received pre-service anti-racist
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development in a principal preparation program. This preparation was part of an initiative for
leaders interested in designing, founding, and leading their own schools. Principals Jesse and
Angela experienced this. Of this experience, Angela noted:

New Leaders for new schools built into our eighteen-month training conversations

around race and diversity. We worked with the organization called Understanding

History, Understanding Ourselves. It looked closely at the genocide of Native Americans.

It looked closely at the holocaust, the civil rights movement, and slavery in America.
Some participants, on the contrary, boldly recalled instances of racial discrimination by their
professors and felt under supported. “This concept of anti-racism was nowhere in my education
training,” expressed one participant. The other four participants did not engage in anything
remotely similar to what Gooden et al. (2018) lay out in their pre-service anti-racist principal
preparation program logic model.

The individual category for anti-racist leadership under Welton’s et al. framework
underscores the importance of addressing attitudes and beliefs by engaging in and arranging
ongoing implicit bias and anti-racist training. Overall, participant interview data revealed that all
principals agreed that their explicit anti-racist training increased their awareness and response of
racial issues and how to engage their staff in this learning as well. The next section focuses on
central themes that emerged in addressing the study’s second research question.

Research Question 2: How, if at all, do these principals say they implemented anti-racist
practices in their schools?
Anti-Racist Professional Learning: Training & Support for Staff

The Welton et al. (2018) framework underscores the importance of anti-racist leadership

in addressing attitudes and beliefs by urging principals to host, facilitate, or arrange ongoing

implicit bias and culturally responsive training for teachers and staff (Derman-Sparks & Phillips,

1997; Gooden & O’Doherty, 2015; Solomon, 2002; Voulgarides & Jean-Pierre, 2023; Welton &

113



Diem, 2021; Welton et al., 2018). This is aimed at cultivating positive relationships with students
and disrupting harmful race-based beliefs and assumptions. Research shows Developing
knowledge of and investigating racism is a key component and foundational to anti-racist
professional development (Kailin, 1994; Kishimoto, 2018; McManimon & Casey, 2018; Spikes,
2018) A common theme among all participants in this study is their commitment to anti-racism
in their schools, leading efforts in anti-racist learning, and facilitating teacher professional
development in anti-racist practices. I discuss this finding by first presenting data from
participants Janet, Angela, BJ and Elizabeth who reported engaging their staff in difficult
conversations, calling out White supremacy, and using resources from the anti-racist leadership
trainings they received. Then I present participant, Peter, who reports a disconfirming case
around avoiding anti-racist or equity specific language with his staff. Lastly, I conclude this
finding by reviewing participant data around leading school-based equity teams as a vehicle of
learning and action planning. Principal Janet, EdD., emphasized the significance of facilitating
anti-racist learning for her teaching staff:

We live in a country that feeds us negativity when it comes to BIPOC people. The anti-

racist teacher works against those things and recognizes that we all will come to

situations, so we have to put that at the forefront of our decision-making to actively work

against the racial constructs that sometimes cripple us.
Similarly, Angela emphasized her commitment to leading anti-racist staff development stating
“we definitely set conversations around race. We talk about being anti racist leaders on purpose.
I use my role to intercept racist practices, and name it.” BJ, EdD., further elaborated on the open
dialogue around White supremacist culture in his school and engaging in explicit anti-racist
learning topics with his staff:

We discuss White supremacist culture without people shuttering. It’s not taboo. We’re in

a liberal state where we can explicitly talk about anti-Blackness. The first part is naming
it and acknowledging it. We’re all operating from White supremacist culture. If you don’t
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believe or acknowledge it, it’s harder to have that conversation afterwards because you’re
starting from different places of understanding.

Participants also highlighted various initiatives and practices aimed at promoting racial equity
within their schools. Elizabeth, for instance, shared her engagement with a racial equity coach
and the utilization of the Courageous Conversations Compass, a tool developed by Singleton &
Linton (2006) that she was introduced to in a district anti-racist training to facilitate open
discussions about racial issues among staff members.
Last year I had our racial equity coach alternate months with the grade level bans,
because my perspective on that is it is really dangerous for a bunch of White people to
get together and look at data for a diverse student body without checking themselves
regularly. I’ve embedded him (racial equity coach) in that work. The data isn’t about our
kids, it’s about our instructional practice. This information is about what we do with the
children, not about who the children are. The data doesn’t define them, it defines us!
That’s what we’re working on.
However, some participants, such as Peter, EdD., noted the challenges associated with
introducing anti-racist terminology in their schools due to potential resistance from a
predominantly white staff, compromising 97%:
Anti-racism is too much of an explosive term for my staff right now. Anti-racism or even
culturally responsive would create a divide on my staff. To create trust, I use the term
equity, and our district goals are around equity
It is important to note that while Peter self-identified as an anti-racist principal for six
years, he notes joining his school community just a year prior to this study. This explains why
the translation of his anti-racist beliefs into tangible actions have been gradual and constrained.
Despite this challenge, Peter, EAD demonstrated a commitment to engage in other conversations
around equity using subtle messaging, administrative language, and serving on his school-based

equity team. Equity teams played a vital role in identifying and addressing disproportionality

data for five out of the six participants, allowing them to collectively create action plans, many of
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which were offered as documents and will be included in a discussion of impact. Principal BJ,
EdD reflected on the impact of his involvement in the DEIB Team:

DEIB team -that’s the team I meet with along with my AP where we map out the PD

they’re going to give to my staff, and that’s informed by meeting with the grade level

teams and understanding what their challenges are. The most recent topic was on

microagressions. A lot of scenarios, role playing, and opportunities for empathy and

those are the most powerful ones where teachers will say I didn’t know this was a thing.
Professional development materials gathered from four out of six participants showcased a
variety of anti-racist topics, including implicit bias, microaggressions, White fragility, culturally
responsive teaching, and restorative justice practices. These participants provided presentation
slide decks, professional development plans, and teacher feedback surveys, which served as
valuable tools for teacher self-assessment and learning. According to scholars, collaboration and
group accountability represent another critical component of anti-racist professional
development (McManimon & Casey, 2018; Singleton, 2015; Spikes, 2018) Studies emphasize
the importance of collaborative professional development and shared discourse in racial literacy
instruction, as well as context-specific practice (McManimon & Casey, 2018; Singleton, 2015).
Five out of the six principal participants acknowledged and actively engaged their staff
collaboratively around their anti-racist learning and development. Overall, the findings highlight
the multifaceted approaches employed by principals to promote anti-racism and equity within
their schools, underscoring the importance of anti-racist teacher professional learning and
collaboration (Crowley, 2016; McManimon & Casey, 2018; Spikes, 2018).
Developing a School-wide Anti-Racism Curriculum & Restorative Practices

Scholars argue that anti-racist pedagogy integrates racial content throughout syllabi,

course materials, activities, and the curriculum, challenging Eurocentrism (Acosta et al., 2017;

Kailin, 1994; Kishimoto, 2018; Spikes, 2018). I discuss this finding by first presenting data from
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participants Janet, Elizabeth, and BJ who reported evaluating their school curriculum, offering
teachers explicit anti-racist curriculum coaching, and building explicit anti-racist content for
students. I then present participants Janet, Jesse, and Angela who shared their approach to
reducing behavioral referrals and suspensions as a form of anti-racist practice.

Anti-racist curriculum emphasizes avoiding tokenized discussions and advocates for an
integrated approach rather than confining discussions of race to specific periods (Horsford et al.,
2011; Kailin, 2002; Kishimoto, 2018; Tatum, 1997). Principal Janet, EdD, exemplified this
through her observation, instructional coaching, and curriculum revamp initiatives. She
recounted an incident where she supported a teacher in enhancing their instructional approach to
better align with the historical and social context of the literature being taught. "In a recent
experience," she began, "I found it necessary to support one of our teachers in enhancing their
instructional approach to better align with the historical and social context of the literature they
were teaching." She described how the teacher had attempted to teach a poetry unit that included
Gwendolyn Brooks' "We Real Cool" poem, but lacked a deep understanding of the poems'
historical and social contexts. "The students didn't fully grasp the significance of the literature,
and the assignments lacked depth and meaning," Janet, EdD explained. Janet, EdD provided
instructional coaching for all members of her staff, providing ongoing support and guidance to
ensure the effective integration of culturally responsive teaching practices. Additionally, she
incorporated anti-racist teaching standards directly into the teacher evaluation tool ensuring these
principles were systematically integrated in teacher effectiveness evaluations.

Janet, EdD also highlighted initiatives such as the math equity plan, shifting the paradigm
and starting students on their advanced math trajectory introducing pre-algebra as early as sixth

grade and offering flexible pathways for algebra in seventh and eighth grades. "We aimed not
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only to increase enrollment in AP Calculus and AP Statistics but to ensure higher pass rates and
create more equitable structures," she explained. Central to their strategy was the dismantling of
traditional tracking systems in favor of a more inclusive model. "We wanted to move away from
a race to the finish line mentality and create equitable structures that afford every student the
opportunity to excel," Janet emphasized. Principal Elizabeth has also taken a proactive approach
by training her teachers on Cultivating Genius by Dr. Gholdy Muhammad, and engaging in
targeted curriculum development where teachers incorporate students' rich histories, cultural, and
racial identities into the curriculum. She emphasized:
Students can demonstrate they're learning in ways that make sense to them and that allow
them to draw upon their own paradigms and histories. Respecting that, our students come
to us very educated, no matter what level of formal education they've been involved in,
life is an education, and our students have experiences, and they have things to teach us.
Principal BJ, EdD, is another participant who has implemented an explicit anti-racism
curriculum for his school’s advisory classes, entitled ROOTS. BJ’s actions connect to Crowley
(2016) who contends that students are "willing learners who need opportunities to discuss and
reflect on historical and contemporary racism" (p. 1017). Through the ROOTSs program, students
receive explicit anti-racist education BJ, EdD shared:
We’ve identified opportunities to support our students, teachers, and parents within anti-
racist work. The first class my students attend every morning is called ROOTs students
are getting explicit education related to DEIB — we’re talking about anti-racism, support
LGQBT+ community, learning concepts and vocabulary, we’re talking about income
inequality.
The anti-racist curriculum is viewed as a leadership imperative, providing political,
historical, and economic context to address race, racism, power, and privilege within the

discipline (Welton et al., 2018). Overall, the examples provided by the principal participants

demonstrate a commitment to developing anti-racist curricula in their schools.
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Restorative Practices

An anti-racist curriculum also includes discipline and behavior management (Diem et al.,
2019; Welton & Diem, 2021; Welton et al., 2018). Restorative justice emerged as a favored
method among three out of six participants in the study to address harm, reduce suspensions, and
mitigate disproportionality among student groups. I discuss this finding by presenting
participants Janet, Jesse, and Angela who shared their views and approach to reducing behavioral
referrals and suspensions as a form of anti-racist practice. Diem and Welton (2020), in their
analysis of school discipline policies, highlight that addressing racial inequities in student
discipline requires recognizing that conventional solutions, such as Positive Behavioral
Intervention and Supports (PBIS), may inadvertently perpetuate the problem within students of
color, reinforce Eurocentric norms, and divert attention from the systemic biases that underlie
racial disparities (Diem & Welton, 2020). By prioritizing and rewarding behaviors that align
with Eurocentric cultural standards, PBIS may unintentionally marginalize non-European
cultural practices and perspectives (Stewart & Ezell, 2022; Wadhwa, 2016). This can create a
disconnect between the students' cultural identities and the behavioral expectations imposed by
the PBIS framework, leading to feelings of alienation and disengagement among students of
color (Diem & Welton, 2020). While restorative practices mark a departure from harmful
disciplinary methods, it's essential for schools to remain vigilant. Even with these practices in
place, disparities may persist, such as the overrepresentation of black students in restorative
circles (Diem & Welton, 2020). Monitoring the frequency of student referrals, even within a
restorative justice framework, is crucial, as Principal Janet, EdD, emphasized in her approach.
She highlighted, "restorative practices foster accountability and healing. It's about

reconciliation.” Principal Jesse echoed this sentiment and was also adamant about having half of
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his teaching staff trained in restorative practices and receiving the learning himself. He
emphasized:

I had a lot of my teachers attend restorative practice training in the city. It was offered

and had half of a critical mass of teachers attended. If there’s an argument in a class,

instead of kicking them out, let’s have a quick conversation or we can hold a restorative

circle afterwards. We decided we are not going to be a highly punitive school, and I had

to get trained! We should do this as Principals!
Moreover, Principal Angela emphasized the importance of actively managing discipline
practices in her majority Black school, particularly in comparison to neighboring majority White
schools where the district held them to different standards of suspending students with the same
infractions. She expressed the belief that students in the predominantly White schools received
less severe consequences for the same offenses committed in her predominantly Black school.
They would receive harsher penalties, she highlighted:

making sure that I had alternatives to suspension... mostly I did a lot more reflection and

healing, and the sort of conversations between students who might have been opposed to

each other, and even between teachers and students.

Among these participants, three reported a notable decrease in suspensions for particular
student groups. For example, Principal BJ, EdD, praised the holistic impact of restorative justice
by reducing suspension rates for his school’s Latinx girls through engagement with their parents
and families. Conducting a school equity audit with his school equity team to assess areas of
disproportionality and initiate action planning not only demonstrates a proactive approach to
addressing systemic racial inequalities but also aligns with the recommendations of Diem and
Welton (2020). This comprehensive evaluation allows for the identification of specific areas where

racial disparities exist, enabling targeted interventions and strategic planning to advance equity

and inclusivity.
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Creating an Anti-Racist Environment: Belonging & Student Voice, Building Community
Partnerships, and Expressing Authenticity

According to Welton et al. (2018), while individual efforts in anti-racist work are crucial,
studies indicate that a commitment at the system level is necessary to ensure the entire school
community actively contributes to fostering an anti-racist environment (Welton et al., 2018). At
the core of their anti-racist leadership, participants in this study have also implemented structural
changes to cultivate a more inclusive and anti-racist environment within their schools. I discuss
this finding by examining the data provided by participants Elizabeth, BJ, and Peter, who
emphasized the importance of creating an anti-racist environment by prioritizing student voice
and fostering a sense of belonging. Following this, I present the insights shared by participants
Peter and Janet, who highlighted the significance of establishing relationships with the
surrounding community and building partnerships as key elements in fostering an anti-racist
environment. Finally, I explore the perspective of participant BJ, who expressed authenticity as a
central factor in creating an anti-racist environment.

Among the key areas highlighted by principal participants for creating an anti-racist
environment were amplifying student voice and belonging, establishing community partnerships,
and expressing authenticity. This commitment to fostering an anti-racist environment by
elevating student voice was particularly evident in the practices and initiatives led by Principals
Elizabeth, BJ, and Peter. Elizabeth expressed her efforts to elevate student voice by intentionally
creating an anti-racist environment where students feel safe to question teachers and engage in
what Welton et al. (2018) refer to as encouraging the inclusion of diverse perspectives and
addressing controversy, as part of the system-level anti-racist leadership conceptual framework.

Elizabeth fosters open and respectful communication channels within her educational community
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by holding office hours, forums, and discussions with both staff and students. In these settings,
students are encouraged to express their thoughts, concerns, and perspectives without fear of
retribution or judgment. Elizabeth stated:
A student said to the teacher, if you're here teaching as a White person, you're either here
because you pity the students, or because you have a White Savior complex. Is there
space for allyship? Is there room I’m glad we’re in a school where students can say those
things, and teachers not be defensive or push back. We had to amplify our student voices
in ways that didn't always make all of the faculty comfortable.
Similarly, Principal BJ, EdD emphasized:
Students feel like they belong. They're more likely to take academic risks in the
classroom. They're more likely to be motivated. I don’t want race to be the reason
students don’t feel like they don’t belong.
Principal Peter, EdD also intentionally creates an anti-racist environment by ensuring students
feel a sense of belonging when he greets students as they enter the building to start their day. By
greeting students at the start of the day, Principal Peter not only sets a welcoming tone for the
school environment but also gains valuable insights into the attitudes, moods, and experiences of
the students. This enables him to gauge the overall emotional climate of the school and identify
any students who may need additional support or intervention. This is an opportunity for him to
connect and establish positive rapport with students. Peter, EdD stated:
There's a sense of inclusion and belonging that we try to create, which I believe is part of
antiracism. When kids walk in our door every morning, I greet them every morning so
they feel welcomed. So, they feel they belong.
Establishing relationships and partnerships within the community also came up for
principal participants Peter, EdAD and Janet, EdD as important aspects of creating and anti-racist
environment. They both contributed to fostering an anti-racist culture by intentionally building

partnerships with the parent and family community, ensuring that parents feel welcomed and

included in the school community. Principal Peter actively engages with the broader community
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to foster positive relationships with parents and families. He recognizes the importance of
meeting parents and families where they are, both physically and emotionally. To achieve this,
Principal Peter undertakes community tours, personally introducing himself to residents and
making home visits. Principal Peter, EdD shared:

I was working with our community advocate here who works for a district and she and I

did a full travel tour of downtown, and we sought out spaces like local parks, community

centers, food pantries, etc. We would go around and meet families where they could just

talk to us. Many of them said, it’s the first time they've met the principal or someone

from the school.
Principal Janet, EdD, shared her approach to creating an anti-racist environment in her school by
actively fostering partnerships with entrepreneurs from diverse backgrounds. "I bring in a lot of
people that my students can really learn from," Janet explained. She recounted a recent visit from
a prominent advertising figure from Los Angeles who shared insights into his work, including
the redesign of the Gatorade logo and commercials featuring LeBron James. "Here's a Black man
who has had a significant impact in his field," she emphasized. Janet stressed the importance of
representation, not only for students of color but for all students, highlighting the need to
challenge stereotypes and broaden perspectives:

Exposure to BIPOC people like that is crucial, I think. Not only do our kids of color need

to see it, but all the kids need to see it. Exposure to different types of people doing

different types of things, showing up in different ways.

This idea of anti-racist practice benefitting students of color and White students was
another finding shared by Principal BJ, EdD who emphasized the importance of showing up as
his authentic self and being free from the need to engage in performative professionalism, which

is steeped in White supremacist culture. He highlighted the significance of his students seeing

him embrace his authenticity, including wearing his Air Force Ones, as a means to challenge
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stereotypes and provide diverse representations of professional Black men for his Latinx, Black,
and White students. He expressed:
One day I'll purposely wear my Jordans, and the next day, I'm wearing a three-piece suit.
Just so that my staff and my students can see me in different spaces, but also recognize
that it invites other people to authentically be who they are. At the end of the day, racism
and othering, stems from fear of something that’s different from what you are. I’'m going
to show people that I can be authentic and invite you to do the same.
The commitment demonstrated by four out of six participants, Principals Elizabeth, BJ, Peter,
and Janet, in fostering an anti-racist environment within their schools is evidence of structural
changes needed to advance equity. The next section focuses on central themes that emerged in
addressing the study’s third and final research question.
Research Question 3: How, if at all, do these principals say it is having impact on reducing
racial disparities?
Impact on Achievement & Discipline Data
Welton et al.’s (2018) anti-racist leadership conceptual framework functions along a
continuum, serving as a toolkit for principals to foster and participate in more race-conscious
dialogues and activities aimed at challenging and mitigating racial disproportionality in schools
(Gooden & Dantley, 2012; Gooden et al., 2018). By embracing the individual and system level
core tenets of anti-racist leadership, all principals in this study have reported contributing
significantly to reducing racial disparities within their schools (Suarez, 2018; Theoharis &
Brooks, 2012; Theoharis & Haddix, 2013; Welton & Diem, 2021). Four out of six participants
leveraged their school equity teams to identify disproportionality data among student groups,

enabling them to create targeted plans to address these disparities. All study participants reported

improvements and progress toward reducing racial disparities across academic, discipline, and
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hiring practices. I discuss this finding by first presenting achievement data reported from
Elizabeth, Janet, and Peter, followed by discipline data reported from Jesse, Angela, and BJ.
Elizabeth shared examples of academic performance improvement within her school,
highlighting the increased number of ninth graders eligible and selected to compete in a State
History Day Tournament. Elizabeth stated:
I’'m seeing our students produce higher quality products, and meet master standards. Our
portfolios are crucial to us for our students to become partners. 14 out of 75 ninth grade
students are going to regionals. Our kids are competing against kids from private schools
- schools that have that reputation and those built in advantages.
She attributed this achievement to the collaborative work of her ninth-grade team and their racial
equity coach in identifying struggling student groups and implementing interventions. Elizabeth
also highlighted the increase in her four-year graduation rate over the course of her principal
tenure. She emphasized:
We improved from an appalling 45.8% four-year graduation rate in 2015-16. That was
my first year as an assistant principal here with the previous leader, who's the one who
really brought racial equity work to the forefront. When I assumed the role (principal)
then we moved up to 68% then 75% and hit 88% in 2019.
Her focus on reducing harmful and deficit-based beliefs about students and actively engaging her
teacher teams in identifying student groups and building out interventions has contributed to the
steady incline in her student graduation rate. Figure 4.1 below, illustrates Elizabeth's school’s
four-year graduation rate from 2015-16 when she was assumed the principalship and the upward

trajectory of her school’s four-year graduation rate. Elizabeth attributes this positive trend to

targeted work with her racial equity consultant and interventions for 9™ grade student groups.
g quity g group
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Figure 4.1

Principal Participant Elizabeth’s School Graduation Data

School Data: 2015-16 2016-17 2017-18 2018-19 2019-2020

High School
Only: Four-
Year Cohort
Graduation
Rate 45.80% 68% 75.00% 88.5% 95.80%

Similarly, Janet offers additional perspectives on the efficacy of her anti-racist practices in
influencing academic data. Janet's Math Equity Plan, as she describes it, has addressed disparities
in advanced placement (AP) courses such as AP Calculus and AP Statistics. She has seen an
increase in pass rates in math due to her reimagined math curriculum and course sequencing,
allowing students to take Pre-Algebra as early as 6" grade. Janet emphasized:

We decided to look at our program for a number of reasons. We want our kids to pass AP

calculus and AP statistics, we wanted higher pass rates and create more equitable

structure. It’s important that more kids have different opportunities that come along with

taking those advance classes. We also wanted higher pass rates.
Janet's Math Equity Plan has been instrumental in addressing disparities in advanced placement
courses. In the same way, Peter, EdD's efforts to advocate for the admission of Black and Brown
students into AP courses also highlight his commitment to addressing racial disparities within his
school. He achieves this by convening meetings with his guidance counseling team to identify
students consistently scoring 90 or above in their classes but not enrolled in AP. Furthermore, he
actively engages with AP teachers to discuss student placements, emphasizing inclusivity and

access to advanced coursework. He acknowledged, however, the challenges posed by the

school's referral process, which often overlooks minoritized students. Peter stated:
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A 9% grade African American boy is getting 95% and above in all his classes, and I’'m
like, why aren't you in honors? He's like, well no one recommended me. Well, I
recommended him. The more systemic thing is to be like, how do we do core selection?
What is the process? How do we ensure that the percentage of our kids who identify as
African American are also the percentage of our kids in AP classes? That's a bigger
systemic fix that we need to do.
The disparity in AP course enrollments is clearly illustrated in Figure 4.2, presented by Dr. Peter,
EdD, based on data from the previous academic year. Despite students of color (Black, Latinx,
American Indian, Asian, and others) constituting half of the student body, a significant gap exists
in AP participation. For instance, while Hispanic students account for 40.72% of the overall
student population, only 18.80% of Hispanic students are enrolled in AP courses. In contrast,
White students represent a disproportionate 65.2% of AP course enrollments. This discrepancy
starkly highlights the disproportionate referral of White students compared to students of color in
accessing AP courses. Despite these challenges, Peter, EAD remains proactive, collaborating with
AP teachers to develop plans for more equitable structures and referral processes. Additionally, he
navigates the prevalence of White fragility and fear-based attitudes within his school by
strategically aligning his anti-racist initiatives with district goals and “softer” messaging. In the
context of Figure 4.2, it is important to note that the below racial categories are not mutually

exclusive and that students enrolled in AP courses may identify with multiple racial or ethnic

categories, resulting in percentages that do not add up to 100%.
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Figure 4.2

Principal Participant Peter’s Advanced Courses Demographics

A B C D E F G H
Advanced Classes AP
Total Count % of Student Body Count % of Student Body
Total Students 1493 824 55.19% 351 23.51%
Demoyraphic Count %OfBiglydem Count Dem'?g(r)afphicé Pr:fgfafm Count Dem'?g(r)efiphicé Pr‘fg‘r);m
"""""""""""""""" 20.96% 27.48% | 10.44% | 6.84%
14.25%
1410% | 627%
""""" Multiracial] 65 | 4.35% | 41 | 63.08% | 4.98% | 24 | 36.92% | 6.84%
Native Hawaiian/Other Pacific Islander| 4 | 027% | 2 | 50.00% 057%
S White|] 849 | 56.87% | 544 64.08% 26.97% | 65.24%
""""" Hispanic| 608 28.16% 10.86% | 18.80%
S LowIncome| 560 | 3751% | 21 | 30.46% | 2682% | 68 | 12.14% | 19.37%

While the three principals reported observing both qualitative and quantitative results
linked to their anti-racist leadership and impact on student achievement, they all shared the
sentiment of anticipating broader impact across other areas. Principal participants Jesse, Angela,
and BJ reported connecting their anti-racist leadership practices around restorative justice to
reduce behavioral referrals and suspension rates. In addition to the stated counternarratives,
principal participants shared documents such as restorative circle scripts, referral forms, parent
and family letters and call scripts, and one participant shared suspension data of their school
compared to the neighboring predominantly White school to illustrate the racial disparities.
Principal Jesse reported an overall shift in his school’s approach to discipline:

The disciplinary policy and manual moved to where we needed to be since our restorative

justice trainings. We had circles, and Crew/Advisory we put social and emotional

learning at the forefront, and a growth model is in our mission.
Due to Jesse's initiative to have over half of his staff trained in restorative practices, a significant

shift occurred in how disciplinary matters were addressed within his school. Restorative

practices emphasize repairing harm caused by conflicts rather than simply punishing offenders.
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Instead of resorting to punitive measures like suspensions, they now prioritize dialogue,
mediation, and conflict resolution techniques. Jesse's decision to incorporate this approach into
the school's disciplinary policies and manuals resulted a decrease in both referrals and
suspensions. Similarly, Angela's emphasis on providing alternatives to suspension aligns with
Jesse's approach and has yielded positive outcomes. For her school this looked like restorative
circles to repair harm that was said or done between all school community stakeholders
(students, teachers, and staff). “Making sure that I had alternatives to suspension, resulted in
systemically seeing a decrease in our suspension data.” Similarly, BJ, EdD noted:
Latinx girls were being disproportionately, referred for disciplinary issues. We noticed
the parents were losing their hold on the girls. The parents were calling us for help! This
was good data to surface so our equity team can plan, educate, support, and partner with
our parents too. It’s a wholistic approach.
Through their commitment to anti-racist practices, these principals have demonstrated their
ability to mitigate inequitable behavioral referrals and suspensions among disproportionately
affected student groups. These findings also underscore the importance of implementing holistic

strategies that involve educating, supporting, and partnering with parents to address underlying
challenges effectively.
Fostering Diverse Faculty Hiring Practices

Welton et al. (2018) outlines fostering diverse faculty hiring practices as essential for
principals to facilitate systemic level anti-racist change. I discuss this finding by first presenting
participants BJ, Peter, and Angela who reported the importance of having a racially diverse staff
and hiring committee that reflects their student population, and their report on the number of new
hires they made this academic school year by racial demographic, and then I present participants
Jesse, Elizabeth, and Janet, who expressed disconfirming experiences and challenges in sourcing,

attracting, and recruiting Black, Indigenous, People of Color (BIPOC) teaching candidates.
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Because every principal participant mentioned fostering diverse faculty hiring practices as a

focus of their anti-racist leadership without prompting from me, I chose to include racial

demographic data comparing students to teachers in Table 4.3 below, highlighting key

characteristics of the participant schools.

Outlined below are the enrollment characteristics, as well as the percentage distributions

of student and teacher race/ethnicity demographics for the schools led by each principal

participant. The percentages in bold represent the highest percentage in each row among student

and teacher racial compositions.

Table 4.3

Participant School Demographics by Student & Teacher Race/Ethnicity

Principal Black White Hispanic/ Asian Other
Latinx
Janet, EAD Students 35% 30% 25% 8% 2%
Teachers 31% 62% 1% 1% 3%
Elizabeth Students 43% 7% 48% 1% 1%
Teachers 0% 88% 12% 0% 0%
Jesse Students 22% 5% 56% 5% 9%
Teachers 15% 50% 20% 10% 0%
BJ, EdD Students 7% 20% 51% 12% 2%
Teachers 10% 81% 6% 1% 1%
Peter, EAD Students 12% 42% 38% 6% 2%
Teachers 1% 97% 1% 0% 0%
Angela Students 32% 24% 27% 12% 5%
Teachers 10% 80% 5% 5% 0%

Principal BJ, EdD, acknowledged the significance of having a diverse faculty. He is

aware of the racial imbalance between the student body, which is over 75% students of color,
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and the predominantly White teaching staff, constituting 81%. To address this, BJ has made
intentional efforts to diversify the faculty by hiring six instructional and support staff members.
Notably, five of his six recent hires were BIPOC educators. BJ recalled “It's important that staff
members and the adults in the building are reflective of the students that we serve.” BJ
emphasized his commitment to not only diversifying staff and selecting candidates from diverse
backgrounds during the hiring process but also ensuring the quality of candidates by prioritizing
those who are dedicated to anti-racist education and engaged in culturally responsive teaching
practices. “I make a point in my hiring practice to vet candidates to see where their mindset is,
because we are committed to this work.” BJ reported hiring multiple staff of color:

I've hired about six people: instructional teachers and support staff. Of the six, 2 are

Black males, 1 Black female, 2 Latina women, and 1 White male. This is part of our goal

and mantra, to diversify the staff, and I’m proud I’ve been able to do that this year.
Principal Peter, EdD. also emphasized the importance of hiring as a focal point of his anti-racist
leadership. Specifically, he outlined his plan to establish a more diverse hiring committee to
ensure the consideration of diverse talent. Reflecting on a recent incident, Peter recounted how
he had to intervene in the interview process this year when a candidate of color was overlooked
by the hiring committee. This experience underscored the necessity of his direct involvement in
ensuring informed and equitable choices were being made. Regarding this experience, Peter
shared:

On my relational side, I personally interceded in the interview process with the hiring

committee, and I called one of the candidates of color for another interview... There were

three positions open and two of them have been filled by people of color this summer.
In addition to striving for a staff reflective of his diverse student population, Peter contends that

hiring a diverse faculty will further contribute to the visibility and recommendation of students of

color for AP courses. This is particularly crucial given the identified disproportionality in this
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area. Peter has since filled two out of the three vacant teaching positions with teachers of color.
Principal Angela expressed similar sentiment around diversifying her hiring committee and
making collective decisions around diversity hires. She expressed the need to identify candidates
who are culturally competent and capable of effectively engaging with diverse student
populations.

There have been three disconfirming cases where participants openly shared their
struggles with sourcing, attracting, and recruiting (BIPOC) teaching candidates. Principal Jesse
shared his realization and need to have a diverse hiring committee to help reduce unconscious
bias in candidate evaluations, leading to fairer and more equitable hiring decisions. Jesse
reflected:

We have taken some of those lessons and used those in our school and hire teachers as a

committee. | am aware if I’'m going to get diverse teachers, I need to have diverse

teachers on my hiring committee.
Principal Elizabeth shared a different challenge around recruitment and incentives. She
mentioned not having access to a diverse candidate pool. She reported this limitation hinders her
efforts to create an inclusive and culturally responsive learning environments, because she lacks
educators who reflect the diversity of her student body. Elizabeth shared:

It is a priority of mine to have a diverse faculty, and yet here I am. Some of it is that our

district has a tough time recruiting because we don’t pay that well. I don't have an answer

for how to improve our recruitment, or how to get HR to do more outreach to get more
diverse teaching staff so they feel like this is a place for them.
Principal Janet, EdD shed light on another aspect of the recruitment challenge highlighting the
competitive nature of hiring practices among school leaders. This competition can exacerbate
difficulties in recruiting diverse candidates, as principals may prioritize retaining talented

educators within their own schools rather than fostering diversity across the broader district.

Janet expressed:
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Now, my colleagues are trying to diversify their staff, but previously had access to the
same BIPOC educators that I did and were overlooking them. Now, the hiring landscape
is changing - people actually want to hire people of color, so I might call them (BIPOC
candidates) and someone has called them before me.

The competitive environment may also limit collaboration and information-sharing
among principals, hindering collective efforts to address systemic barriers to sourcing, attracting,
and recruiting diverse teacher candidates. A lack of diversity among teaching staff can result in
missed opportunities for students to learn from educators with diverse perspectives and
experiences. Research shows that both Black and White students benefit from having a racially
diverse teaching staff (Brooks, 2012; Ladson-Billings, 2004; Naman, 2009; Utt & Tochluk,
2020; Welton et al., 2019). Therefore, addressing these challenges are essential for promoting
anti-racist education and fostering inclusive environments. The collective experiences shared by
participants underscore the critical role of fostering diverse faculty hiring practices in facilitating
system level anti-racist change within schools.

Chapter Summary

In this chapter, I presented my findings in light of my study research questions, exploring
the perceptions and experiences of six principal participants receiving preparation and support to
be anti-racist leaders, and the extent to which it may be used to inform practice and pedagogy for
reducing racial disparities in their schools. My finding around the study’s first research question,
reveals that early encounters with race, racism, and anti-racism significantly influenced
participants' racial identity development, motivating five out of six participants to pursue careers
in education. Furthermore, engagement in district-led anti-racist initiatives such as workshops,
book talks, and equity teams facilitated critical self-reflection, fostering their development as

anti-racist leaders. I found that these experiences served as foundational preparation and support,

enhancing participants' racial awareness and guiding their journey toward anti-racist leadership.
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To address the second research question, participants emphasized several key anti-racist
practices they led within their schools. These included prioritizing anti-racist professional
learning for staff, developing an anti-racism curriculum alongside restorative practices, and
fostering an anti-racist environment. A prevalent theme across all participants was their
commitment to taking the lead in anti-racist education and facilitating professional development
among teachers in this domain. Overall, participant interview data revealed that all principals
agreed that their explicit anti-racist training increased their awareness and response of racial
issues and how to engage their staff in this learning as well.

In response to the third research question, principal participants detailed the impacts of
their anti-racist leadership across key areas. Three of the six participants highlighted efforts to
enhance academic achievement by reducing racial disparities in access to advanced placement
(AP) courses, restructuring math course sequences, and improving outcomes for Black and
brown students, particularly in ninth grade. Interestingly, the other three participants reported
success in disciplinary practices, noting significant reductions in suspension rates among Black
and Latinx students, indicative of a more equitable disciplinary approach. Moreover, there was a
collective emphasis from all participants to foster diverse hiring practices to ensure the faculty
composition aligns with the racial diversity of the student body. Overall, participants reported
substantial progress in reducing racial disparities across academic, disciplinary, and hiring
practices, underscoring the effectiveness of their anti-racist leadership efforts.

In my next chapter, Chapter V, I draw conclusions from the findings presented in this
Chapter, before exploring the implications of my findings for supporting and developing anti-

racist leaders, as well as the significance of anti-racist leadership for practice and impact on
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reducing racial disparities. I then make recommendations for further research and close with a

concluding statement.
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CHAPTER 5

CONCLUSIONS & RECOMMENDATIONS
Introduction

In this chapter, I bring my study to a close by synthesizing the key findings derived from
the experiences of Principals Janet, EdD, Elizabeth, Jesse, BJ, EdD, Peter, EdD, and Angela.
These six participants underwent anti-racist preparation and support and actively implemented
anti-racist leadership practices to address and mitigate racial disparities within their schools.
Alongside analyzing these findings, I then delve into the implications for supporting and
developing anti-racist leaders, as well as its significance for practice and further research in the
field. I then conclude with a closing statement.

As a reminder, the purpose of this study was to examine principal perceptions and
experiences receiving preparation and support to be anti-racist leaders, and the extent to which it
may be used to inform practice and pedagogy for reducing racial disparities in schools. Drawing
on the essential nature of anti-racist leadership, which involves recognizing the significance of
race within educational settings, elevating racial awareness, and actively working towards
dismantling racial disparities (Aveling, 2007; Brooks & Watson, 2019; Diem & Welton, 2020;
Lewis et al., 2023), I referenced Welton et al.'s (2018) anti-racist leadership conceptual
framework. This framework, encompassing both individual and systemic levels - attitudes,
beliefs, policies, and practices - guided my investigation into informing anti-racist principal
practice for reducing racial disparities in schools (Brooks & Witherspoon-Arnold, 2013; Denis,
2007; Kailin, 1994; Miller, 2021).

First, I share a discussion of the findings from Chapter IV that I drew from the data

analyses to answer my three research questions. Those research questions are:
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1. How do urban secondary school principals say they have been prepared and supported to

be anti-racist leaders?

2. How, if at all, do these principals say they implemented anti-racist practices in their

schools?

3. How, if at all, do these principals say it is having impact on reducing racial disparities?
Following a discussion of the findings, I consider the implications of my findings for supporting
and developing anti-racist leaders, as well as their significance for practice and impact on
reducing racial disparities. I then make recommendations for further research and conclude with
a closing statement.

Discussion of Findings

In this section, I offer a comprehensive discussion of the insights gleaned from
addressing the three research questions central to my investigation. Initially, I outline
participants' narratives concerning their encounters with racial identity development and their
engagement in anti-racist professional learning. Next, I elucidate the manner in which these
experiences have informed their implementation of anti-racist leadership practices aimed at
reducing racial disparities in their schools. Throughout, I make connections and comparisons to
research studies that have preceded my study. By engaging with existing literature, I demonstrate
areas of congruence to contribute to ongoing scholarly discourse and implications for further
research.

In addressing my first research question in Chapter IV, I uncovered a common thread
among participants’ early exposure to conversations and events centered around race, racism,

and anti-racism in both family and school environments, as well as some powerful differences
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based on racial identity regarding how they described and understood these experiences that led
to what they said were different motivations for becoming educators. This early exposure
significantly influenced the racial identity development of the majority of participants, with five
out of six choosing to pursue careers in education as a result. Recall, Black participants BJ,
Angela, and Janet shared childhood anecdotes and early encounters with race and racism that
were particularly illustrative, and closely mirrored the pre-encounter and immersion stages of
Cross’ (1995) "The Psychology of Becoming Black" racial identity model. In these stages,
individuals of color begin to recognize the societal valuation of Whiteness over other racial
identities and are inspired to explore their cultural heritage (Cross, 1995). This was a
contributing motivator for Black participants to enter education through a lens of cultural pride
and responsibility. Black participants emphasized their deep connection to Black and Brown
communities. This finding resonates with the results of Lyn’s (2020) study, which revealed that
Black urban school educators are primarily motivated by a strong sense of cultural responsibility
and a desire to make a positive impact on the lives of students, despite facing significant
challenges such as systemic racism and limited resources. This underscores the significance of
Black participants expressing a sense of responsibility to their communities and viewing
themselves as reflections of the children they support in schools as foundational to their anti-
racist practice.

On the other hand, the early childhood experiences of White participants, Peter, Jesse,
and Elizabeth, are situated within Helm’s (1995) White Identity Formation Model. The childhood
experiences recounted by both White male principals align with the reintegration stage of
Helms’ model. In this stage, individuals consciously acknowledge their White identity, often

accompanied by feelings of guilt or denial. Conversely, the one White female participant’s early
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encounters with race falls within Helm's contact stage, wherein individuals may or may not
exhibit individual racism while unconsciously benefiting from institutional and cultural racism. I
also identified contrasting motivations for entering education among White participants who
cited revelations about inequalities as a driving force. This implied they were coming to terms
with racial injustice and felt strongly they were able to enact change in education.

Another significant theme that emerged from interview data from the first research
question is regarding participant engagement in district-led anti-racist initiatives, such as racial
autobiographies, workshops, book talks, and equity teams. These initiatives facilitated critical
self-reflection among participants, fostering their development as anti-racist leaders. Notably, all
participants completed a shared racial identity development exercise known as the racial
autobiography. This exercise involved exploring individual and collective identities as leaders.
Drawing from Gooden and O'Doherty's (2015) research, the use of autobiographical prompts to
reflect on race provides participants with a structured opportunity to delve into their personal
experiences, beliefs, and attitudes regarding race. Through this process, participants are
encouraged to explore their racial identity and the ways it intersects with their lived experiences,
upbringing, and societal influences (Gooden & O’Doherty, 2015). By examining their own
stories and considering how race has shaped their perceptions and interactions, participants
reported gaining new insights into the complexities of race and racism and how their racial
identity inform their anti-racist leadership practice.

In this study, Black participants predominantly reported experiences within the
internalization and internalization-commitment stages of Cross’ (1995) "The Psychology of
Becoming Black" racial identity model when discussing their racial autobiographical accounts.

These stages signify a deep internalization of racial identity, where individuals express a strong
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sense of pride and commitment to their racial identity, viewing it as a source of strength and
resilience. They expressed their racial identity with a sense of pride and joy, emphasizing that it
is about standing against racism rather than being defined by it. This strong sense of racial
identity security enabled Black participants to translate their convictions into ongoing anti-racist
actions (Cross, 1995). Consequently, they engaged in difficult conversations with their staff
around white supremacy, microaggressions, and disproportionate academic or disciplinary
outcomes for students of color with confidence and effectiveness.

On the other hand, the racial identity development White participants expressed in their
racial autobiographies in this study varied across Helm’s (1995) White Identity Formation
Model. Recall Dr. Peter, a White male principal in predominantly Black and Brown schools,
actively promoted the practice of writing racial autobiographies, particularly emphasizing their
utility for White educators in confronting and addressing racist beliefs and behaviors to mitigate
harm. This reflects movement towards Helm’s (1995) immersion stage, wherein White
individuals openly challenge their own and their peers' racial biases (Helms, 1990). Recall that
Principal Elizabeth shared a realization that deepened her understanding of her racial identity,
recounting disparate consequences between herself, a White woman, and a Black woman if
setting off a store alarm. This realization aligns with Helm’s Reintegration stage, characterized
by a conscious acknowledgment of one's White identity, often accompanied by feelings of guilt
or denial. This was evident in her profuse acknowledgment of still having a lot of learning to do
and questioning how she could have been unaware of the extent of racism and inequalities
previously. Principal Jesse's reflection on being 'othered' as a queer individual during childhood

resonates with Helm’s pseudo-independent stage, where White individuals begin to redefine
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their identity positively and recognize the toll of interpersonal and systemic racism on people of
color.

Despite their different backgrounds and experiences, all White principal participants
shared a common desire to continue their growth in critical self-reflection and racial identity
development. Having completed this reflective racial autobiography and engaging in ongoing
critical self-reflection, all participants shared that they gained further insights into their
performance as leaders when confronted with diverse people, tasks, and challenging racial
conversations (Gooden et al., 2018). I found that these experiences served as foundational
preparation and support, enhancing participants' racial awareness and guiding their journey
toward anti-racist leadership.

Participant responses and reactions to their anti-racist learning and its relevance and
connection to school implementation were varied. While all six participants reported benefiting
from engaging in anti-racist leadership trainings, including Courageous Conversations
workshops, book talks, and affinity groups, there were two instances where Black participants
expressed reservations about their overall learning experience. Specifically, two out of the three
Black participants, Janet, EAD and BJ, EdD, felt disconnected from the content, viewing it as
redundant given their existing knowledge. BJ, EdD, a Black male participant, remarked that the
training felt centered on the white experience rather than catering to individuals like himself.
Similarly, Principal Janet, EdD, emphasized that racism is not solely the responsibility of Black
individuals to address, but rather a task that falls upon white individuals. These responses
highlight the importance of ensuring that anti-racist training is customized to meet the diverse

needs and experiences of all participants. I revisit this finding about the fundamental need for
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districts to tailor anti-racist learning experiences to meet the needs of its participants in the
implications section of this chapter.

To address the second research question, participants emphasized several key anti-racist
practices and priorities within their schools. These included prioritizing anti-racist professional
learning for staff, developing an anti-racism curriculum alongside restorative practices, and
fostering an anti-racist environment. A prevalent theme across all participants was their
commitment to taking the lead in anti-racist practices and facilitating professional development
among teachers in this domain. All Black participants, Janet, Angela, and BJ, and one White
woman participant, Elizabeth, disclosed engaging staff in challenging dialogues, confronting
manifestations of white supremacy, and leveraging resources obtained from anti-racist leadership
trainings. These resources included activities such as privilege walks, book discussions to
enhance staff racial literacy, and tools for teacher self-reflection. Additionally, participants
reported and shared documents of explicit professional development plans outlining sessions on
various anti-racist topics, including implicit bias, microaggressions, white fragility, culturally
responsive teaching, and restorative justice practices.

All Black participants, including Janet, Angela, and BJ, disclosed engaging in anti-racist
practices with a strong sense of duty and urgency. Their confidence and urgency to lead with an
anti-racist stance were evident, with no expressed uncertainty around their racial identity. In fact,
their racial identity development served as a foundation and impetus for their anti-racist
leadership. For example, Angela emphasized her commitment to leading anti-racist staff
development and intercepting racist practices within her role with conviction and responsibility.
Similarly, BJ elaborated on fostering open dialogue around White supremacist culture in his

school and engaging in explicit anti-racist learning topics with staff as a leadership imperative.
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Additionally, recall that Janet spearheaded initiatives like the math equity plan, which aimed to
increase enrollment and pass rates in advanced math courses while dismantling traditional
tracking systems for a more inclusive model. Likewise, BJ implemented an explicit anti-racism
curriculum called ROOTS for the school’s advisory classes, covering topics such as anti-racism,
support for the LGBTQ+ community, and concepts of income inequality.

All Black participants demonstrated security in their racial identity, which empowered
them to translate their convictions into ongoing anti-racist actions, aligning with Cross's (1995)
notion that a strong sense of racial identity enables individuals to engage in effective anti-racist
efforts. Their sense of racial identity security, as evidenced by their actions, empowered them to
translate their convictions into ongoing anti-racist practices. Their dedication to implementing
anti-racist practices reflects not only their confidence in their racial identity, but also their
conviction and sense of responsibility to Black and Brown students in confronting and
addressing racial disparities within their schools.

Even White participants who were positioned at the reintegration stage of Helm’s model
and were still developing in their racial identity, led various anti-racist initiatives within their
schools. For instance, Elizabeth, despite acknowledging that she still had more to learn and
expressing uncertainty about her current stage of racial identity development, actively
participated in racial equity coaching and utilized tools like the Courageous Conversations
Compass. Elizabeth used this tool, introduced during a district anti-racist training, to facilitate
open discussions about racial issues among her staff members. Elizabeth also worked closely
with a racial equity coach and integrated the same racial equity coach into grade level meetings
to identify academic areas of disproportionality and to ensure continuous self-reflection among

her predominantly White teaching staff. She articulated her perspective on the significance of
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regularly examining data related to instructional practices, highlighting the potential dangers of
White teachers solely relying on data without critically self-evaluating underlying biases and
assumptions. This is a clear connection between her own racial identity learning and
development and supporting the racial identity development of other White teachers in her
school. Embedding the racial equity coach in this work, further supported Elizabeth and her
teaching teams with reducing racial disparities across certain student groups.

In contrast, Peter, positioned at the pseudo-independence stage of Helm’s model, offered
a disconfirming case regarding his approach to addressing anti-racism within his staff. Despite
his own stage of racial identity development, Peter strategically avoided using anti-racist or
equity-specific language with his staff due to concerns about potential white fragility and the
collective lack of exposure to anti-racist concepts. While Peter self-identified as an anti-racist
principal for six years, he notes joining his school community just a year prior to this study. As a
result, he has prioritized building trust among his staff members and gradually introduced
practices such as reviewing student data on access to AP courses and encouraging the
Department Chair to develop clearer criteria. This explains that while Peter may personally
identify as anti-racist and possess a deep understanding of racial issues, the translation of these
beliefs into tangible anti-racist actions have been gradual and constrained. This finding revealed
that the number of years a participant served as principal at their current school influenced the
extent and impact of their anti-racist leadership. For instance, Janet, EdD, embarked on her
principal journey at her current school over ten years ago, resulting in a more evolved and
solidified level of anti-racist leadership practice compared to other participants, such as Peter,

who have only been at their current schools for three years or less.
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The proactive approach demonstrated by White principals in this study emphasizes that,
despite grappling with uncertainties about their anti-racist leadership, they actively chose to
adopt a mindset of continuous learning and growth while taking anti-racist action. This finding
aligns with Theoharis & Haddix’s (2011) research conducted on White Principals being
committed to building equitable schools, which emphasizes the importance of continuous
learning and self-reflection for White leaders in promoting racial equity. These principals
exemplify the notion that regardless of their position on the White racial identity development
model, White leaders can engage in ongoing learning, enhance their racial literacy, and take
proactive steps to implement anti-racist practices to advance racial equity. Overall, participant
interview data revealed that all principals agreed that their explicit anti-racist training increased
their awareness and response of racial issues and how to engage their staff in this learning as
well to reduce racial disparities.

In response to the third research question, principal participants detailed the impacts of
their anti-racist leadership across key areas. I found that three of the principals, Peter, EdD Janet,
EdD, and Elizabeth primarily defined the impacts of their anti-racist leadership in terms of
academic achievement while three others, Angela, BJ, EdD, and Jesse, primarily defined their
anti-racist leadership impact in terms of discipline processes and student behavior. Three of the
six participants, Peter, EdD, Janet, EdD and Elizabeth described efforts to enhance academic
achievement each in their own way by reducing racial disparities in access to advanced
placement (AP) courses, restructuring math course sequences, and improving outcomes for black
and brown students in ninth grade, respectively. Elizabeth, despite her discomfort and
acknowledgment of having much to learn about anti-racist leadership, stands out for achieving

significant increase from a 45.8% four-year graduation rate in 2015-16, when she first joined as
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an assistant principal, to 88.5% in 2018-19. She attributed the improvement in her school's
graduation rate to collaborative efforts within her ninth-grade team and the guidance of their
racial equity coach. This progress underscores her commitment to maintaining an explicit focus
on anti-racism, particularly concerning their Black and Brown student groups who were
struggling academically. Like the findings of Welton et al (2018), which emphasize that while
individual efforts are valuable, it is crucial for the entire system to actively contribute to
advancing anti-racism. This includes implementing practices and initiatives, spearheaded by
leaders like Elizabeth, such as grade team meetings that review disproportional achievement data
and hold educators accountable through action plans (Welton et al., 2018).

The other three participants, Angela, BJ, EdD, and Jesse, reported success in disciplinary
practices, noting significant reductions in suspension rates among black and Latinx students,
indicative of a more equitable disciplinary approach. BJ, EdD in particular, identified a
concerning trend where Latinx girls were disproportionately referred for disciplinary issues.
Recognizing the impact on both students and parents, BJ's equity team used this data to develop
comprehensive strategies aimed at educating, supporting, and partnering with parents. This anti-
racist practice most closely aligns with the Diem and Welton (2020) analysis of school discipline
policies and propose forming a team to conduct a school-wide equity audit within the framework
of anti-racist leadership. This approach not only adequately assesses areas of disproportionality
but also allows for problem definition and action planning with relevant stakeholders. These
findings underscore the importance of implementing holistic strategies that involve educating,
supporting, and partnering with parents to address underlying challenges effectively.

Lastly, another finding was that all participants mentioned fostering diverse faculty hiring

practices as a focus of their anti-racist leadership. All participants reported the importance of
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having a racially diverse staff and hiring committee that reflects their student population, and
their report on the number of new hires they made this academic school year by racial
demographic. These initiatives prioritize the critical examination of how whiteness and
Eurocentric norms permeate school policies and practices, highlighting the need for systemic
approaches to combat racism in education (Brooks & Watson, 2019; Liou & Hermanns, 2017,
Welton et al., 2019; Welton & Diem, 2021). Overall, participants reported substantial progress in
reducing racial disparities across academic, disciplinary, and hiring practices, underscoring the
effectiveness of their anti-racist leadership efforts. Outlined in the table below is an overview of
Welton et al.'s (2018) anti-racist leadership conceptual framework and the extent to which
principal participants engaged with each category. The checkmark represents the individual or

systemic anti-racist leadership practice that each principal participant reported engaging with.
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Table 5.1

Sample Coding of Anti-Racist Conceptual Framework Categories Based on Participant

Interview Data

Categories for Individual
Anti-Racist Leadership:

Janet
(Black
Woman)

Elizabeth
(White
Woman)

Jesse
(White
Man)

BJ
(Black
Man)

Peter
(White
Man)

Angela
(Black
Woman)

Engaging in critical self-
reflection.

v

Exploring one's racial identity

v

Self-Assessment and teacher
evaluation tools

Implicit Bias Training.

AN NI AN

Categories for Systemic Anti-
Racist Leadership:

Conducting a school equity
audit

Creating an anti-racist
environment

Developing a school-wide anti-
racism curriculum

Fostering diverse faculty hiring
process

Encouraging the inclusion of
diverse perspectives and
addressing controversy

SN NN BN RN

Strengthening relationships
with organizations that
prioritize equity

Aligned with the criteria for participant selection in this study, the table illustrates that

each participant engaged in critical self-reflection and explored their racial identity through the

completion of a racial autobiography. Additionally, each participant engaged in an implicit bias

and/or anti-racist training that explored implementing anti-racist educational practices through

open dialogues about race and racism. Notably, within Welton et al.’s framework for individual
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anti-racist leadership, Janet was the only participant who actively created a self-assessment
embedded in the teacher evaluation tool. This discrepancy can be attributed to the conventional
practice of teacher evaluation tools being predominantly determined by school districts and
teacher unions. Janet's involvement in this specific aspect stemmed from her collaboration with
the district team to integrate anti-racist criteria into these evaluation tools.

In the categories for systemic anti-racist leadership, each participant also conducted a
school equity audit and reported creating an anti-racist environment. Although participants
recognized the significance of other areas within the systemic anti-racist leadership category,
such as developing a school wide anti-racist curriculum and strengthening relationships that
prioritize equity, their responses and examples varied across these domains as shown in Table 6
above. In the subsequent section, I discuss implications for supporting and developing anti-racist
leaders, as well as its significance for practice. I then offer recommendations for further research,
aiming to guide future investigations in the anti-racist educational leadership domain.

Implications and Recommendations

In this section, I discuss the implications of my findings from the six principal
participants, focusing on individual principal practice, principal preparation programs, and
school district support. I emphasize the imperative of anti-racist leadership, highlighting the
pivotal role that such leaders play in fostering open racial dialogue, identifying and addressing
racial issues, and promoting an anti-racist school culture. Anti-racist leaders maintain a singular
focus on achieving equitable outcomes and are unwavering in their resolve to mitigate and
reduce racial disparities surrounding academic achievement, disproportionate discipline
practices, attendance policies, access to rigorous coursework including honors, advanced

placement and IB programs, and beliefs and attitudes about the inherent success between Black
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and Brown students and their White and Asian counterparts (Singleton, 2015). The findings of
this study carry significant implications across these domains, shedding light on areas of
potential improvement.

Implications for Principal Practice

While this study's sample size was limited to six principals, I believe that the findings can
be helpful to principals pursuing anti-racist leadership to reduce racial disparities in schools.
Principals should prioritize engaging in critical self-reflection and racial identity development,
adopt an anti-racist leadership agenda to advance an anti-racist curriculum and restorative
practices, form school-based equity teams to address disparities, and actively seek ongoing anti-
racist learning opportunities to promote racial equity within their schools.

This study revealed that self-reflection and racial identity awareness were important
levers in beginning anti-racism leadership for all principal participants. Several other studies
confirm that anti-racist leadership requires critical reflection about beliefs, biases, assumptions,
and actions to develop self-awareness around race and privilege (Aveling, 2007; Brooks &
Watson, 2019; Darling-Hammond et al., 2007; Derman-Sparks & Phillips, 1997; Diem et al.,
2019; Gooden & O’Doherty, 2015; Sue, 2017). Principals must engage in this process of self-
reflection and racial identity development to cultivate a more nuanced understanding of the
complex dynamics of race within their school communities. By exploring their own racial
identity, principals can gain valuable insights into how their personal experiences and
perspectives influence their leadership practices, particularly in schools with predominantly
Black and Brown students.

By drawing from the insights of the participants in my study, principals can enhance their

anti-racist leadership, particularly in prioritizing anti-racist professional learning for staff,
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developing an anti-racism curriculum alongside restorative practices, and fostering an anti-racist
environment. The study emphasizes the significance of initiatives like Janet's Math Equity Plan
which targeted disparities in advanced placement courses like AP Calculus and AP Statistics,
involved restructuring the math curriculum and course sequencing to ensure students could
access Pre-Algebra as early as 6th grade. By drawing insights from such research, principals can
enhance their own anti-racist practices and contribute to addressing academic disparities and
promoting system level inclusivity for all students. I recommend that principals prioritize their
own anti-racist learning and collaborate with their staff to enhance their racial literacy. By doing
so, they will be better positioned to develop an anti-racism curriculum, implement restorative
practices, and foster an anti-racist environment within their schools. This model of engagement
in anti-racist leadership will advance racial equity and deepen their commitment to
understanding and addressing racial disparities. Principals can achieve this by adopting
intentional and strategic approaches to addressing systemic inequities, facilitating race-conscious
dialogues, and implementing initiatives aimed at promoting racial justice.

To enhance equity and address disproportionality within their schools, I recommend that
principals establish school-wide equity teams tasked with conducting equity audits. The findings
from my study also depict how all participants advocate for, lead, and engage with equity teams
to conduct equity audits, with the purpose of identifying, evaluating, and addressing areas of
disproportionality. For participants in my study, these teams played a crucial role in identifying
areas of disparity among student groups, enabling principals to develop targeted plans to address
these inequities. Leveraging the expertise of equity teams to conduct a school-wide equity audit,
principals can collaborate with stakeholders to create action plans aimed at reducing racial

disparities across school domains including academic, discipline, and hiring (Brown, 2010;
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Green, 2017; Radd et al., 2021; Skrla et al., 2009). This study showed for instance, Principal BJ,
EdD, reported having successfully implemented restorative justice practices and reducing
suspension rates among Latinx girls through engagement with their parents and families. By
conducting a school equity audit in alignment with recommendations from scholars such as
Diem and Welton (2020), principals can systematically assess areas of disproportionality and
initiate action planning to promote equity. Moreover, conducting equity audits aligns with the
framework of culturally responsive leadership advocated by Radd et al. and others, providing
principals with a systematic approach to identify and address disparities in their schools (Green,
2017; Khalifa, 2018; Radd et al., 2021).

Finally, to engage in effective anti-racist leadership practices, I recommend that
principals actively seek ongoing anti-racist learning opportunities to promote racial equity within
their schools, rather than waiting for their districts to facilitate such learning. This study revealed
that principal participants like Jesse, Janet, EdD., and Elizabeth took proactive steps to seek out
independent consulting, webinars, workshops, and training sessions focused on anti-racism.
Additionally, principals should visit and learn from anti-racist principals and schools that have
successfully implemented anti-racist practices. By leveraging these experiences and strategies,

principals can inform and enhance their own anti-racist leadership.

Implications for Principal Preparation Programs & University Certification Programs
Anti-racist leadership demands specific competencies and skills. Educational leaders
need readiness to challenge and dismantle racism inherent in educational policies and practices.
One of the questions this study sought to answer is how do principals say they have been
prepared and supported to be anti-racist leaders. Analysis of the responses from principal

participants in this study revealed that two participants, Angela and Jesse, had received anti-
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racist training in a principal preparation program, while none had received such training or
development in any of their university certification programs. Most participants expressed
frustration over the absence of discussion or training on anti-racism, despite considering it a
cornerstone of their leadership practice. One of the White participants in particular, Elizabeth,
highlighted not receiving explicit focus on exploring aspects of her racial identity and race-
related content until she assumed the principal role, often through initiatives facilitated by her
school districts or independent racial equity consultants. Conversely, Black participants, Janet,
EdD, and BJ, EdD, recounted experiences of racial discrimination in their university certification
programs, citing inequitable grading practices and disparities in classroom airtime to share
perspectives.

Notably, the two participants, Angela and Jesse, who did receive exposure to anti-racist
preservice content were involved in a New Leaders for New Schools principal preparation
program designed with an equity focus. They recalled its importance in elevating their anti-racist
positionally, identity, and awareness of complex racial disparities embedded in schools. These
two participants reported that the program included explicit discussions on topics such as the
genocide of Native Americans, the Holocaust, the civil rights movement, and slavery in
America. Participants indicated that their exposure to race during pre-service learning served as a
catalyst for their anti-racist leadership practices.

Such explicit anti-racist preparation aligns with Gooden et al.'s (2018) theory of anti-
racist leadership development, which explores how university certification programs and
principal preparation programs incorporating anti-racist curricula can enhance the racial
consciousness of aspiring principals. Gooden et al.'s (2018) study revealed that the anti-racist

curriculum, integrated into the pre-service principal preparation program, heightened their

153



students' awareness of race, influencing their development of anti-racist leadership practices in
their schools. Furthermore, the stages of anti-racist leadership development - gaining and
integrating knowledge, examining self, (re)envisioning the world, taking anti-racist action, - have
proven to be successful in supporting principals with implementing anti-racist changes in schools
(Gooden et al., 2018). These stages form a robust foundation for effective anti-racist leadership
learning and development for principal preparation programs (Blankstein et al., 2015; Carter
Andrews & Richmond, 2019; Darling-Hammond & McLaughlin, 1995; Gumus & Bellibas,
2016; Hitt & Tucker, 2016). It is therefore imperative that University certification programs and
leadership preparation programs make issues around race, racism, and anti-racism a central
hallmark of their leadership training. Doing so would support future leaders in recognizing the
significance of race within educational settings, elevating racial awareness, and actively working
towards dismantling racial disparities.
Implications for School Districts

My study revealed that district-led anti-racist initiatives and race-focused content, such as
workshops, book talks, and equity teams, served as crucial preparation and support, enhancing
participants' racial awareness and supporting their journey toward anti-racist leadership. The
principals in this study received district support and explicit anti-racist leadership development,
indicating that the districts have taken a bold and unequivocal stance on addressing the
opportunity gap and recognizing the role of race. It is imperative for other districts to adopt a
similar bold stance. The role of district leadership is to educate and guide principals in the
district about how best to engage in anti-racist leadership. I recommend that district leaders

differentiate anti-racist learning experiences to meet the unique needs of principals and their
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school contexts, provide ongoing anti-racist learning support and guidance, implement paired
anti-racist principal mentorship programs, and prioritize diverse hiring practices.

Given the varied responses and reactions from participants to their anti-racist learning
experiences, particularly the reservations expressed by some Black participants, it is essential for
school districts to recognize the diverse needs and experiences of all participants in their anti-
racist training initiatives. While all participants reported benefiting from engaging in anti-racist
leadership trainings, there were instances where Black participants felt disconnected from the
content, viewing it as redundant and centered on the white experience. These responses
underscore the importance of school districts customizing their anti-racist training programs to
ensure they are inclusive and responsive to the diverse perspectives and experiences of all
participants. This approach not only fosters a sense of inclusivity but also empowers participants
to engage more fully with the material and take meaningful action towards combating racism and
inequality in their respective contexts.

The study findings also demonstrate the importance of ongoing support for in-service
principals, particularly in sustaining and advancing anti-racist initiatives within schools. While
all White principals reported transformative learning experiences facilitated by their districts,
changes in leadership at the superintendent level posed challenges for continuity in anti-racist
efforts. Specifically, two out of three White participants expressed uncertainty about how to
proceed with anti-racist work in their schools following changes in leadership. Similarly,
Augustine and colleagues (2009) revealed that certain kinds of intensive, job embedded
professional development by central office leaders had a statistically significant effect on
principals’ leadership. This highlights the need for consistent and sustained district level support

and learning to ensure the continuation of anti-racist initiatives, especially during transitions in
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district leadership. Districts should establish a sustainable role for advancing equity across
schools to ensure that anti-racist initiatives, and principal support and learning continues
regardless of change in district leadership.

Moreover, the study revealed that reflective racial autobiographies and ongoing critical
self-reflection were instrumental in enhancing participants' racial awareness and guiding their
path toward anti-racist leadership. All participants in this study recognized the ongoing need to
deepen their understanding of how their racial identities intersect with their roles as anti-racist
leaders and how to effectively address racial disparities within their school communities.
Therefore, school districts should prioritize ongoing support such as 1-1 racial equity coaching
and opportunities for reflective practice to empower principals in their ongoing efforts to
promote racial equity and combat systemic racism within their schools.

Principals who participated in the study expressed significant value in affinity groups,
with three out of six participants even forming independent affinity groups with other principals
and leaders within their districts and schools. These affinity groups provided a supportive space
for principals to continue their racial identity development alongside peers who shared similar
racial identities. Several researchers emphasize that job-embedded support and effective
principal professional development should include various activities such as mentoring sessions
(Drago-Severson, 2012; Drago-Severson & Blum-DeStefano, 2014; Mayger & Provinzano,
2020). By convening in affinity groups and working closely with mentors, principals can
collaboratively identify challenges, brainstorm solutions, and implement effective strategies for
advancing racial equity within their school communities. This collaborative approach to
problem-solving fosters a sense of collective responsibility and empowerment among principals,

ultimately contributing to more impactful and sustainable anti-racist leadership efforts.
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Lastly, all participants emphasized the importance of fostering diverse faculty hiring
practices as a focus of their anti-racist leadership, however half of participants reported
challenges in sourcing, attracting, and recruiting BIPOC teaching candidates. It is imperative that
school districts not only recruit and retain racially diverse principals who are committed to anti-
racist leadership, but also support these principals with actively sourcing, recruiting, and
retaining a racial diverse teaching staff. Welton et al. (2018) outlines fostering diverse faculty
hiring practices as essential for principals to facilitate systemic level anti-racist change. Districts
should invest in hiring practices that support principals and their HR teams by providing
resources for recruitment efforts, implementing bias training for hiring processes, and fostering
partnerships with diverse teacher recruitment programs.

Recommendations for Further Research

Despite evidence highlighting the crucial role of principals in driving school change and
creating equitable learning environments, there remains a need for more robust research and
operational guidance concerning principal anti-racist leadership development, practice, and
impact. Recent studies have indicated Principals were not only unprepared to lead in schools
with predominantly minoritized students and unable to articulate meaningful discourse around
racial equity and implement policy that would respond to racial issues, but they also had not
received anti-racist leadership preparation and support (Gooden & O’Doherty, 2015; Khalifa et
al., 2016; Miller, 2021; Young et al., 2010). As a result, the nature of this exploratory study
sought to partially address this problem, and add to the body of research on principal anti-racist
leadership development, practice, and impact. Based on my findings and the scope of my study, I
outlined at the start of this chapter, I share additional ways in which my conclusions can be

tested with a broader sample size and further recommendations for future research.
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First, because my study was qualitative and focused on learning from six participants, it
is important to attempt to further validate my findings. Converting some of my conclusions into
quantitative inquiries that could be investigated across a larger sample would enable
generalizations that could add scope to the implications.

Second, further research could study a cohort of principals in a single district to better
isolate how principals say they have been developed and prepared to be anti-racist leaders within
the same district and supervisory support structure. One of the limitations I mentioned in the
differences in the geography and district, was that the participants in this study came from
several different settings — the schools were located in districts with different supervisory
structures, evaluation metrics, support systems, and community involvement. Each of these can
be factors in the experiences of the participants. Locating the future study in a single district can
limit the variations in context.

Third, the nature of my study allowed me to interview participants over a limited span of
time; it would be valuable to follow participants longitudinally over the course of several months
and years to understand how principals say they have been prepared and supported to be anti-
racist leaders, and the extent to which it may be used to inform practice and pedagogy for
reducing racial disparities in schools. Furthermore, conducting a longitudinal study to follow
participants over an extended period would provide valuable insights into the long-term impact
of anti-racist leadership preparation and support.

Another recommendation for future research would be to actively recruit and include a
more diverse range of participants, particularly Latinx principals and principals of other racial
and ethnic backgrounds, in order to capture a broader spectrum of perspectives and experiences

in anti-racist leadership. By incorporating diverse perspectives, particularly those of Latinx

158



principals and principals of color, future studies can illuminate insights relevant to the
experiences of these groups in anti-racist leadership roles. This exploration of diverse viewpoints
can shed light on the complexities, challenges, and strategies inherent in advancing anti-racist
leadership, benefiting the field of education leadership and supporting principals in their anti-
racist development and practice.

Furthermore, while the study examined the experiences of participants who identified as
Black or White, future research should incorporate a more intersectional approach, considering
how factors such as gender, sexuality, socioeconomic status, and other dimensions of identity
intersect with race to shape anti-racist leadership experiences. Specifically, Black women
participants have encountered both racist and sexist challenges in their efforts to foster anti-racist
mindsets and practices among their staff. These challenges underscore the need for further
investigation into the unique experiences of Black women leaders navigating intersecting forms
of oppression while leading from an anti-racist stance.

Conclusion

In conclusion, the findings of this study shed light on the significant impact of early
encounters with race, racism, and anti-racism on the development of participants' racial
identities, motivating many to pursue careers in education. Engagement in district-led anti-racist
initiatives further facilitated critical self-reflection, laying the groundwork for participants'
journeys toward anti-racist leadership. This underscores the importance of comprehensive anti-
racist training and support in preparing principals to address racial disparities within their
schools.

Additionally, participants emphasized key anti-racist practices within their schools,

including prioritizing professional learning for staff, developing anti-racist curricula, and
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fostering inclusive environments. Their commitment to leading anti-racist education initiatives
and facilitating staff development in this area highlights the transformative potential of
principled anti-racist leadership. Furthermore, the impacts of their efforts were evident across
various domains, from academic achievement to disciplinary practices and faculty composition,
indicating tangible progress in reducing racial disparities.

The significance of this study lies in its contribution to the discourse on anti-racist
leadership in education. By examining in-service anti-racist leadership development, practice,
and impact among principals, this research addresses a critical gap in the literature. Moreover, it
offers insights into principal experiences around effective district-level support models and
school-based initiatives for advancing racial equity. By promoting a deeper understanding of
anti-racist leadership and its implementation, this study plays a role in paving the way for
systemic improvements in underperforming schools and contributes to efforts to close the

opportunity gap and dismantle institutionalized racism in education.
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Appendix A

Recruitment Letter
[Date]
[Name & Address of Recruiter]
Dear [Name of Recruiter]

I trust this message finds you well. My name is Tyeisha H. Chavis and I am a doctoral student in
education leadership at Teachers College, Columbia University. I am reaching out to you with
great enthusiasm as [ embark on a qualitative interview study for my dissertation, focusing on
how principals understand, perceive, and engage in anti-racist leadership learning and
development, how they implement anti-racist practices in their schools, and the extent to which
anti-racist leadership may be used to reduce racial disparities in urban high school contexts. This
study is part of my dissertation, conducted under the advisement of Dr. Marcia Lyles.

Specifically, my study will elevate six (8) urban high school principal voices, perceptions, and
experiences to gain further insight around how they say they have been prepared and supported
to be anti-racist leaders, how (if at all) these principals say they are implementing anti-racist
practices, and how (if at all) these principals say it is having impact on reducing racial
disparities. In the context of this study, racial disparities are characterized by disproportionate
outcomes in academic achievement, discipline and attendance practices, access to advance
placement courses and post-secondary options, and beliefs and attitudes about the inherent
capabilities between Black and brown students. More robust research and practice on anti-racist
leadership is needed to identify effective district level principal support models for advancing
racial equity, and examining school based anti-racist initiatives as a foundation for
deinstitutionalizing racism and improving student outcomes. Likewise, making contributions
towards building an effective framework for understanding anti-racist leadership and how to
achieve it, will spark new thinking and approaches to systemic improvement in schools.

As a facilitator and leader in the field of racial equity education, you are well positioned to
recommend principals who might qualify to participate in my study. To ensure the depth and
breadth of perspectives, I am seeking principals who meet specific criteria outlined in my study
as follows:

Selection Criteria:
¢ A minimum of three years of experience as an urban high school principal.
e Participation in at least one anti-racist development workshop, training, or coaching
session within the preceding year.

Given the nuanced nature of anti-racist leadership, I recognize that the term might not be
universally adopted. Therefore, I will be utilizing an anti-racist leadership conceptual framework
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during interviews to provide a shared language and understanding. This framework will guide
participant selection and includes individual and systemic anti-racist leadership criteria such as:

Categories for Individual Anti-Racist Leadership:

1. Engaging in critical self-reflection.

2. Exploring one's racial identity.

3. Self-assessment and instructional teacher evaluation tools.

4. TImplicit Bias Training.
Categories for Systemic Anti-Racist Leadership:

5. Conducting a school equity audit

6. Creating an anti-racist environment.

7. Developing a school-wide anti-racism curriculum.

8. Fostering diverse faculty hiring practices.

9. Encouraging the inclusion of diverse perspectives and addressing controversy.

10. Strengthening relationships with organizations that prioritize equity.
I am interested in learning from principals who hold a commitment to advancing anti-racism in
their schools. It is crucial that the principal(s) recommended have "engaging in critical self-
reflection" and “exploring one’s racial identity” as a foundational and necessary participant
selection criterion. Your thoughtful recommendations of principals you have trained or
collaborated with, who self-identify as anti-racist leaders and meet at least five out of the ten
above categories, would be greatly appreciated.

I am hopeful that you will consider recommending principals who align with the study criteria.
Principal participation would involve two interview sessions via zoom for a total of up to three
hours, and all participants will be de-identified in publication to preserve confidentiality. If you
have any questions or require further information, please feel free to contact me at
thc2104@tc.columbia.edu. I hope to complete recruitment by February 15, 2024 so please reply
by February 1, 2024 with your recommendations. I am eager to engage with you and the leaders
you recommend in advancing research on principal experiences of anti-racist leadership support,
development, and implementation in schools.

Sincerely,

Tyeisha H. Chavis

Doctoral Candidate

Teachers College, Columbia University
525 W. 120™ Street

New York, NY 10027
Thc2104@tc.columbia.edu
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Appendix B

Letter to Principal Participants
[Date]
[Name & Address of Principal Participant]
Dear [Name of Principal Participant]

I trust this message finds you well. My name is Tyeisha H. Chavis and I am a doctoral student in
education leadership at Teachers College, Columbia University. I am reaching out to you with
great enthusiasm as [ embark on a qualitative interview study for my dissertation, focusing on
how principals understand, perceive, and engage in anti-racist leadership learning and
development, how they implement anti-racist practices in their schools, and the extent to which
anti-racist leadership may be used to reduce racial disparities in urban secondary school contexts.
This study is part of my dissertation titled: An Exploratory Case Study of Principal Anti-Racist
Leadership Development and Practice, conducted under the advisement of Dr. Marcia Lyles.

Specifically, my study will elevate six (6) to eight (8) urban high school principal voices,
perceptions, and experiences to gain further insight around how they say they have been
prepared and supported to be anti-racist leaders, how (if at all) these principals say they are
implementing anti-racist practices, and how (if at all) these principals say it is having impact on
reducing racial disparities. In the context of this study, racial disparities are characterized by
disproportionate outcomes in academic achievement, discipline and attendance practices, access
to advance placement courses and post-secondary options, and beliefs and attitudes about the
inherent capabilities between Black and brown students. More robust research and practice on
anti-racist leadership is needed to identify effective district level principal support models for
advancing racial equity, and examining school based anti-racist initiatives as a foundation for
deinstitutionalizing racism and improving student outcomes. Likewise, making contributions
towards building an effective framework for understanding anti-racist leadership and how to
achieve it, will spark new thinking and approaches to systemic improvement in schools.

I am writing to you because [Name of Recruiter] recommended you as a good candidate to
participate in my study. Your steadfast commitment to advancing racial equity and prioritizing
issues of race and other historically marginalizing factors are at the core of your advocacy,
leadership practices, and overarching vision. It is my sincere hope that you might be open to
participating!

To ensure the depth and breadth of perspectives, I recognize that the term anti-racist leadership
might not be universally adopted. Therefore, I will be utilizing an anti-racist leadership
conceptual framework during interviews to provide a shared language and understanding. This
framework includes individual and systemic anti-racist leadership criteria such as:
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Categories for Individual Anti-Racist Leadership:

1. Engaging in critical self-reflection.

2. Exploring one's racial identity.

3. Self-assessment and instructional teacher evaluation tools.

4. TImplicit Bias Training.
Categories for Systemic Anti-Racist Leadership:

5. Conducting a school equity audit

6. Creating an anti-racist environment.

7. Developing a school-wide anti-racism curriculum.

8. Fostering diverse faculty hiring practices.

9. Encouraging the inclusion of diverse perspectives and addressing controversy.

10. Strengthening relationships with organizations that prioritize equity.
I am interested in learning from principals who hold a commitment to advancing anti-racism in
their schools. It is crucial that the principal(s) have "engaging in critical self-reflection" and
“exploring one’s racial identity” as a foundational and necessary participant selection criterion,
and self-identify as anti-racist leaders and meet at least five out of the ten above categories.

Should you agree to participate, the time commitment entails participating in two semi-structured
ZOOM interviews up to ninety minutes each. I would work around your schedule to find dates
and times that are ideal for you. The first two interviews would ideally occur in January and
February. I plan to complete all interviews by late February. We would discuss your
professional history, your leadership experiences, your perceptions of anti-racist leadership
development and support, and acts of anti-racism within your school organization. Additionally,
we will discuss pertinent school related materials such as student and staff handbooks, equity
goals and vision statements, and discipline data. The interviews with you will be my main source
for learning in my dissertation. Following the completion of my dissertation I will share my
findings with you. All interviews will be conducted with the highest regard to your privacy and
in alignment with Teachers College institutional review board guidelines. In addition, all
participants in this study will be given pseudonyms to protect their identities.

If you are interested in joining this study or wish to learn more prior to committing, I can be
reached at thc2104@tc.columbia.edu. if you would like to participate in the study, you would
then sign and return an informed consent form and we will schedule our two interview dates at
your convenience. Thank you very much for your thoughtful consideration of my invitation.

This study has been approved by the Teachers College Institutional Review Board (IRB),
Protocol # 24-184.

Sincerely,

Tyeisha H. Chavis

Doctoral Candidate

Teachers College, Columbia University
525 W. 120™ Street

New York, NY 10027
Thc2104@tc.columbia.edu
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Appendix C

Informed Consent Form

TEACHERS COLLEGE
COLUMBIA UNIVERSITY

525 West 120™ St. New York, NY 10027

212-678-3000 I www.tc.columbia.edu

Protocol Title: An Exploratory Case Study of Principal Anti-Racist Leadership Development
and Practice
Principal Researcher: Tyeisha H. Chavis, doctoral candidate, Teachers College,
Thc2104@tc.columbia.edu

INTRODUCTION You are invited to participate in this research study called “An Exploratory
Case Study of Principal Anti-Racist Leadership Development and Practice.” You may qualify to
take part in this research study because you are a school principal with a minimum of 3 years of
leadership experience that self identifies as an anti-racist leader. Approximately six people will
participate in this study and it will take 2 hours of your time to complete.

WHY IS THIS STUDY BEING DONE? This study is being done to examine principal
perceptions and experiences engaging in anti-racist and racial equity leadership development,
and the extent to which it may be used to inform practice and pedagogy for reducing racial
disparities in schools. Specifically, this study will elevate six (6) to eight (8) urban secondary
school principal voices, perceptions, and experiences to gain further insight around how they say
they have been prepared and supported to be anti-racist leaders, how (if at all) these principals
say they are implementing anti-racist practices, and how (if at all) these principals say it is
having impact on reducing racial disparities.

WHAT WILL I BE ASKED TO DO IF I AGREE TO TAKE PART IN THIS STUDY? If
you decide to participate, as the primary researcher I will conduct two semi-structured ZOOM
interviews each lasting one hour. During the interviews, you will be asked to discuss your
professional history, your leadership experiences, your perceptions of anti-racist leadership
development and support, and acts of anti-racism within your school organization. Additionally,
we will discuss pertinent school related materials such as student and staff handbooks, equity
goals and vision statements, and discipline data. The interviews with you will be my main source
for learning in my dissertation. Both interviews will be recorded via ZOOM. You will be given a
pseudonym name in order to keep your identity confidential.
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All of these procedures will be done via Teachers College online ZOOM account at a time that is
convenient to you. The ZOOM interviews will be video-recorded. You can choose whether or
not you would like to be video-recorded. If you choose to be video-recorded, the researcher will
notify you when the video-recorder is started and stopped. If you do not want to be video-
recorded, the researcher will use audio-recording with your permission. If you do not want to be
audio-recorded, the researcher will take hand-note.

WHAT POSSIBLE RISKS OR DISCOMFORTS CAN I EXPECT FROM TAKING PART
IN THIS STUDY? The risk or discomfort is minimal. For the interviews, there is a possibility
that you may feel uncomfortable when self-reflecting on your racial identity development.

You may feel guilt when thinking about anti-racism and racial equity and what you have or have
not done to address injustices. Finally, you may worry that comments made during the interview
could get out into the public, your school, or district, and perhaps cause undue embarrassment.
To address these risk factors, all participants will be provided pseudo names. In addition, you
will be reminded throughout the data collection process of your right to decline participation in
the study at any time.

Participants’ confidentiality is a priority throughout the research process. In order to ensure data
is kept confidential, all participants’ information will be protected via the safe-harbor method.
Once information from each participant is provided, identifiers will be removed from the
database. This level of anonymity ensures that all participants’ confidential information and
shared statements are kept confidential.

The primary researcher is taking precautions to keep your information confidential and prevent
anyone from discovering or guessing your identity, such as using a pseudonym instead of your
name and keeping all information on a password-protected computer and Teachers College
Google Drive in a password-protected folder.

WHAT POSSIBLE BENEFITS CAN I EXPECT FROM TAKING PART IN THIS
STUDY? There is no direct benefit to you for participating in this study. You may benefit the
field of leadership education to better understand how principals are supported and prepared to
be anti-racist leaders.

WILL I BE PAID FOR BEING IN THIS STUDY? You will not be paid to participate. There
are no costs to you for taking part in this study.

WHEN IS THE STUDY OVER? CAN I LEAVE THE STUDY BEFORE IT ENDS? The
study is over when you have completed the two individual interviews and shared school
documents. 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 on Teachers College’s Google Drive, in a password-protected folder. Any
electronic or digital information (including audio (and video) recordings) will be stored on a
computer that is password protected.

For quality assurance, the study team, the study sponsor, and/or members of the Teachers
College Institutional Review Board (IRB) may review the data collected from you as part of this
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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? The results of this study will be included in the final
draft of this study’s dissertation. Your identity will be removed from any data you provide before
submitting the final draft of the dissertation. 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 Video and audio 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 still 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
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, Tyeisha H. Chavis, at thc2104@tc.columbia.edu. You can also contact the faculty
advisor, Dr. Marcia Lyles at mvI2002(@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.

PARTICIPANT’S RIGHTS
e [ have read the Informed Consent Form and have been offered the opportunity to discuss
the form with the researcher.
e [ have had ample opportunity to ask questions about the purposes, procedures, risks and
benefits regarding this research study.
o I understand that my participation is voluntary. I may refuse to participate or withdraw
participation at any time without penalty.
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e The researcher may withdraw me from the research at the researcher’s professional
discretion. The conditions for withdrawal include 1) participant’s non-response to email
communication and 2) participant’s non-attendance on pre-arranged interview times.

o 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.

e 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.

e Your data will not be used in further research studies.

e 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 D

Letter of Confirmation
[Date]
[Name & Address of Participant]
Dear [Name],

This letter is to confirm my appointment with you on [date & time] via ZOOM. I am so
appreciative of your commitment and willingness to participate in my dissertation research. I am
convinced that your sharing of your outstanding leadership will definitely enhance the quality of
this study.

Enclosed you will find two copies of a consent form dealing with the promise of confidentiality,
and permission to audiotape our interview. One copy is for your records and one is for mine. I
ask that you please sign and return the consent form prior to the interview? Finally, to allow
some introspection concerning the topic of the interview, I have enclosed a copy of the questions
we will be discussing during the interview.

I am excited that we will be exploring this research topic via a multi case study exploration. I am
eager to learn more about the essence of your outstanding educational leadership concerning this
provocative topic.

Sincerely,

Tyeisha H. Chavis

Doctoral Candidate

Teachers College, Columbia University
525 W. 120™ Street

New York, NY 10027
Thc2104@tc.columbia.edu
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Appendix E

Letter of Appreciation/ Pilot Participants
[Date]
[Name & Address of Pilot Participant or Principal Participant]
Dear [Name of Pilot Participant or Principal Participant]

Thank you very much for agreeing to help me with my dissertation. I can’t express how much
your feedback regarding my research questions was to me. Your insight, interest, and overall
encouragement to pursue this topic and line of questioning were invaluable.

Please be aware that your participation in this study was strictly voluntary. Your name will not
be used in the dissertation, nor any information that was provided by you, if alluded to in the
study, or at any time, will be handled in a confidential manner. I will be delighted to share the
results of the study upon completion of the dissertation.

Thank you for taking the time out of your busy schedule to assist me in this endeavor, I am most
appreciative. I hope you have an amazing end to the school year!

Sincerely,

Tyeisha H. Chavis

Doctoral Candidate

Teachers College, Columbia University
525 W. 120™ Street

New York, NY 10027
Thc2104@tc.columbia.edu
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Appendix F

Semi-structured Interview 1 Protocol

Dissertation Research Questions

4. How do urban high school principals say they have been prepared and supported to be anti-
racist leaders?
How, if at all, do these principals say they implemented these practices in their schools?
6. How, if at all, do these principals say it is having impact on reducing racial disparities?

N

Welcome, Gratitude, and Logistics Script (Sections A-E)

A. Appreciation & Overview

Thank you very much for volunteering to help me with my project and for taking the time to talk
with me today! Your participation is greatly appreciated, and it will contribute to new
understandings about how principals say they have been prepared and supported to be anti-racist
leaders, how (if at all) principals say they are implementing anti-racist practices, and how (if at
all) it is having impact on reducing racial disparities in schools.

Thank you for returning the informed consent form, and for participating in my research as a
doctoral candidate in education leadership at Teachers College. Do you have any questions of me
at this time? Do you have questions about anything else?

In a few minutes, we are going to start the interview. As I mentioned, this interview should take
up to ninety minutes. Please know that you are free to stop the interview at any time and that you
don’t have to answer any question that you choose not to, okay? Everything that you share with
me is entirely up to you, and I completely trust and respect whatever you decide to share. I see
you as an expert on your experience. Thank you very much for making time to share with me.
Before we begin, I would like to say a little more about why I am interested in learning from you
and why I am really interested in this project. I am interested in the topic of principal anti-racist
leadership development and practice, because I strongly believe that racially equitable schools
need well supported principals. | am eager to contribute to research addressing the notable gap in
a comprehensive framework for anti-racist leadership learning and development. The current
challenge lies in the lack of substantial support for principals to foster racial identity awareness,
enhance cultural responsiveness, and develop the capacity to effectively confront and dismantle
institutional racism.

B. Taping

To make sure that I can listen very carefully while we are talking, and so that I can go back later
and review what you have shared with me, is it still okay with you if I audio record our
conversation? The tape recording will be transcribed, which means that someone will transcribe
the recording, so that I can have a printout of our conversation. The transcripts of our interviews
will also be kept confidential, and no one other than me and my professors at Teachers College
will be allowed to see them. Also, I will not include any identifying information in these
transcripts if I share them with others, so no one reading them will know that you were the
person talking. Do you have any questions about this? Does this still work for you?

188



C. Confidentiality

As a researcher, I will write about what you share with me to help people learn about what you
and the others in this study say about your professional history, racial identity development, the
support you receive to lead with an anti-racist stance, what your anti-racist leadership practice
looks like, and the impact you say it is having on reducing racial disparities. However, when
writing about your experiences, [ will protect your confidentiality and privacy by replacing your
real name with a pseudonym/alias that you select, and I will also disguise the name of your
school or organization. This way, readers will be able to learn about the insights and examples
you’ve shared without knowing that you were the one who shared them. Do you have any
questions about this? Also, do you have any ideas for a pseudonym? We can pick one now, or at
a later time in the study so you have more time to think about it.

Pseudonym:

D. Interview Questions

In a few minutes, we will begin the interview. Please know that there are no right or wrong
answers to the questions that that I will ask. My goal is to understand your experiences. In this
interview, you are the expert on your experience and my goal is to learn from you!

Do you have any questions about me or the study or anything else before we begin?? If you have
any questions at any time, please let me know.

E. Begin Taping, begin digital recording
Hello, the date is [insert date] and [ am meeting with [insert pseudonym].
Thank you for agreeing to participate in my study. For clarification purposes for the recording,
When I sent out the invitation for the case study interviews, you also received the Informed
Consent Form.

e Do you give your verbal consent for interview participation?

e Do you give verbal consent to be quoted directly in publications without your name?
Thank you so much. Now we will begin.

Interview Questions (Sections A-C)
(The interviews will be semi-structured, these questions will guide the interviews, but the critical
inquiry process will result in variation based on participants’ answers and our interactions)

General Inquiry Stems
(Inquiry stems will be employed as follow-up questions to topics that participants raise, or when
elaboration is required).

Tell me about a time when... Give me an example of...

Tell me more about that... What was it like for you when...

Section A: Warm-Up (The following questions were created to start the conversation, get the
participants in the study comfortable with discussing their work experience. As the questions
move on, the focus shifts towards the focus of this study. The introductory questions are designed
as a soft start and a time when I can build an intentional connection with participants.)
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To get to know a little bit more about you, ’'m going to begin with some background questions.
1. Tell me about yourself, where did you grow up? (Probe: What is your national

identity?) What is your level of education? Where did you go to school?

How do you identify racially?

What is your gender identity?

How long have you been an educator? How long have you been a principal?

Why did you go into education? (Probe, if not mentioned: How, if at all, did your

identity influence your decision to enter education? What is your own leadership

journey?)

6. How do you define equity in your work?

bl ol S

The next set of questions center your school profile and demographics to get a better sense of
your school context.
7. How many students are in your school? Teachers? Staft?
8. What is the racial demographic of students in school? Teachers? Staff?
9. Please describe what you would consider to be any unique characteristics of your
school (such as Title IX Funding, state status etc)
10. What role do you believe race plays in your school?

In line with the purpose of this study that centers principal perception of anti-racist leadership:

11. What is your understanding of anti-racism? Anti-racist leadership? What is anti-racist
work usually referred to as in your school? Is anti-racism a term that you use? Is it a
term that your school community uses? If not, what is commonly used in your school
community? How would you describe yourself as an educator and/or leader in terms
of equity or anti-racist work?

12. What is your understanding of racial identity development?

13. Tell me about a time when you felt uncomfortable discussing racism or your own
racial identity.

14. How have you thought about white privilege and white supremacy (e.g., how they
intersect with schools, education, equity/anti-racism work)?

15. What racial disparities were present in your school that you notice? Please explain
how you identified these disparities (use of data, achievement, attendance, discipline).

Section B: Anti-racist leadership support and development (RQ1)
I would like to learn about your experiences around how you have they been prepared and
supported to be an anti-racist leader.

1. Have you received pre-service anti-racist development? In other words, was anti-
racism an explicit topic of learning you received as a part of your principal
preparation program? Can you describe the specific professional learning event and
or experiences that you perceived as impactful on your leadership development?

2. What factors contributed to your identity development? Are there particular events,
not necessarily professional development-related, that
intersected with your identity development? For example, was there information you
learned about the history of the United States or current events that was impactful on
your racial identity development?
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3. How have you received job embedded anti-racist support and development? From
whom? (A consultant you hired, your superintendent, your district or central office
team?) Can you elaborate on what this looked like? What was the learning content?
How was it delivered? What was the duration and frequency? What has on-going
support of your anti-racist leadership learning and development looked like?

4. Has racial identity development been a foundational component of the anti-racist
learning and development you’ve received? For Example, Have you done a racial
autobiography or written a racial reflection? Were there specific professional
development experiences connected to the development of your racial identity?
Describe the specific professional development events and/or experiences that you
perceive as impactful in your racial identity development. Were there particular
activities, discussions, etc. that were especially powerful? How did you
interpret/experience that professional development?

5. What have been the foundational components of the anti-racist professional
development you’ve received? (probing: Describe the specific professional
development events and/or experiences that you perceive as impactful in changing
your relationships with students, staff, and communities and your leadership toward
an anti-racist stance. What was it that impacted you? Were there particular activities,
discussions, etc. that were especially powerful?)

6. How do you provide anti-racist professional development for your staff? (probing: If
you could design the ideal and most impactful anti-racist professional development
experience, what would it be?)

Section C: Wrap-up, Gratitude, and Previews of Next Steps

I want to thank you very much for all that you have so generously shared with me today. I really

appreciate your time, your trust, and your willingness to think so carefully about these important

questions. Please know that what you shared will make an important contribution to my research.
I have just a few more questions before we wrap up.

e Is there anything you would like to add to what you shared earlier?
e Do you have any questions for me?

There will be an opportunity for you to provide feedback on this interview and my own follow-
up questions in a second interview. Before then, I will send you the transcripts of this interview
for your review, questions and comments. If you have questions that arise after this interview,
please do not hesitate to contact me. I will do my best to answer all of your questions. Also,
please share with me the school documents we discussed that are relevant to your anti-racist
leadership. We will discuss them during our next interview session. Thank you so very much for
your time and contribution to my study.
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Appendix G

Semi-structured Interview 2 Protocol

Dissertation Research Questions
1. How do eight urban high school principals with at least three years of experience say they
have been prepared and supported to be anti-racist leaders?
2. How, if at all, do these principals say they implemented these practices in their schools?
3. How, if at all, do these principals say it is having impact on reducing racial disparities?

Welcome, Gratitude, and Logistics Script (Sections A-D)

A. Appreciation & Overview

Thank you very much for volunteering to help me with my project and for taking the time to talk
with me today! I really learned a lot from you the last time we talked and I really appreciate your
time. This is our second and final interview in the process.

B. Taping

Is it still okay with you if I audio record our conversation? I will not to include any identifying
information in these transcripts if I share them with others. Do you have any questions about
this?

C. Interview Questions

In a few minutes, we will begin the interview. Please know that there are no right or wrong
answers to the questions that that I will ask. My goal is to understand your experiences. In this
interview, I will be following up on some of the things you brought up in your first interview and
anything else that comes up for you.

Do you have any questions about me or the study or anything else before we begin? If you have
any questions at any time, please let me know.

D. Begin Taping, begin digital recording
Hello, the date is [insert date] and I am meeting with [insert pseudonym].
Interview Questions (Sections A-E)
(The interviews will be semi-structured, these questions will guide the interviews, but the critical
inquiry process will result in variation based on participants’ answers and our interactions)

General Inquiry Stems
(Inquiry stems will be employed as follow-up questions to topics that participants raise, or when
elaboration is required).

Tell me about a time when... Give me an example of...

Tell me more about that... What was it like for you when...

Section A: Warm up and member check
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I was able to learn so much from you in our last interview. We will start by offering a high level
summary of what I learned from you, giving you a chance to add any additional thoughts that
came up.
1. To begin, is there anything that you would like to add to what we discussed last time?
2. Do you have any comments you would like to make about the transcript I sent you of that
interview?
3. Do you have any questions about our first interview or this project so far?

Section B: Anti-Racist Leadership Practices (RQ?2)
So, now I would like to learn more about your anti-racist leadership practices.
1. How do anti-racist leadership practices show up in your work as a principal? (What
does anti-racist leadership look like in practice?) Please share some stories with me!
2. When you think about the interplay between your own (anti-racist) racial identity
development, race consciousness, and anti-racist practice, did one lead or follow the
other? Can you elaborate on that?
What are some successful anti-racist practices you implemented? How do you know?
4. Now, please choose one or two of the practices you just named — what were some
challenges that came up for you in implementation?
5. How have your work-related experiences influenced and shaped your perspective and
approach to anti-racist leadership
6. If you were mentoring another principal who was just learning about AR practices,
what advice would you give them based on your experiences?

(98]

Section C: Discussion of Document Review

Next, I would like to thank you for sharing a few school related documents (name the documents
that were shared prior to this second interview) 1 would like to discuss (Name the document) that
your mention was a reflection of your leadership and your school’s anti-racist stance.

You mentioned previously....? How has....

Note: These will be follow-up questions that surface based on the first interview and document
review.

Section D: Impact of Anti-Racist Leadership on Reducing Racial Disparities (RQ3)

Lastly, I would like to learn more about the ways in which you believe your anti-racist leadership
has had impact on reducing racial disparities in your school. In the context of this study, racial
disparities are characterized by disproportionate outcomes in academic achievement, discipline
and attendance practices, access to advance placement courses and post-secondary options, and
beliefs and attitudes about the inherent capabilities between Black and Brown students and their
White and Asian counterparts.

1. What are some of the successful practices that you have implemented to advance anti-
racism that has had a positive impact on reducing racial disparities? How do you
know?

2. Ifyou were able to transform education, or your school, to be truly anti-racist, what
would you envision? What would it require to achieve that?

Section E: Closing

193



I want to thank you very much for all that you have so generously shared with me today. I really
appreciate your time, your trust, and your willingness to think so carefully about these important
questions. I have just a few more questions before we wrap up.

e Is there anything you would like to add to what you shared earlier?
e Do you have any questions for me?

Thank you again. It has been very helpful and interesting to talk with you about your experience.
I will send you the transcripts of this interview for your review, questions and comments. If you
have questions that arise after this interview, please do not hesitate to contact me.

If you want to be updated on the status of the research, you can call or email me. I wish you good
luck with the rest of the year!
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Appendix H

Interview & Research Questions Matrix
Table A.1

Interview and Research Question Matrix

Interview and Research Questions Matrix

Research Question Corresponding Interview Question (Interview#, Section, Question#)
Research Question | 1.B1. Have you received pre-service anti-racist development? In other

1 How do urban high | words, was anti-racism an explicit topic of learning you received as a part
school principals say | of your principal preparation program? Can you describe the specific

they have been professional learning event and or experiences that you perceived as
prepared and impactful on your leadership development?

supported to be anti- | 1.B2. What factors contributed to your identity development? Are there
racist leaders? particular events, not necessarily professional development-related, that

intersected with your identity development? For example, was there
information you learned about the history of the United States or current
events that was impactful on your racial identity development?

1.B3. How have you received job embedded anti-racist support and
development? From whom? (A consultant you hired, your superintendent,
your district or central office team?) Can you elaborate on what this
looked like? What was the learning content? How was it delivered? What
was the duration and frequency? What has on-going support of your anti-
racist leadership learning and development looked like?

1.B4. Has racial identity development been a foundational component of
the anti-racist learning and development you’ve received? Were there
specific professional development experiences connected to the
development of your racial identity? Describe the specific professional
development events and/or experiences that you perceive as impactful in
your racial identity development. Were there particular activities,
discussions, etc. that were especially powerful? How did you
interpret/experience that professional development?

1.BS. Describe the specific professional development events and/or
experiences that you perceive as impactful in changing your relationships
with students, staff, and communities and your leadership toward an anti-
racist stance. What was it that impacted you? Were there particular
activities, discussions, etc. that were especially powerful?

1.B6. If you could design the ideal and most impactful anti-racist
professional development experience, what would it be?
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Research Question
2 How, if at all, do
these principals say
they implemented
these practices in
their schools?

2.B1. How do anti-racist leadership practices show up in your work as a
principal? Please share some stories with me!

2.B2. When you think about the interplay between your own (anti-racist)
racial identity development, race consciousness, and anti-racist practice,
did one lead or follow the other? Can you elaborate on that?

2.B3. What does anti-racist leadership look like in practice?

2.B4. What are some successful anti-racist practices you implemented?
How do you know?

2.BS. Now, please choose one or two of the practices you just named —
what were some challenges that came up for you in implementation?
2.B6. How have your work-related experiences influenced and shaped
your perspective and approach to anti-racist leadership

2.B7. If you were mentoring another principal who was just learning
about AR practices, what advice would you give them based on your
experiences?

Research Question
3 How, if at all, do
these principals say
it is having impact
on reducing racial
disparities?

2.D1. What are some of the successful practices that you have
implemented to advance anti-racism that has had a positive impact on
reducing racial disparities? How do you know?

2.D2. If you were able to transform education, or your school, to be truly
anti-racist, what would you envision? What would it require to achieve
that?

196




