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A PHENOMENOLOGICAL STUDY OF THE LIVED EXPERIENCESOAFRICAN
AMERICAN FEMALE SCHOOL LEADERS IN SUBURBAN SCHOOL IBTRICTS

ARMENTRESS D. ROBINSON
EDUCATIONAL LEADERSHIP
ABSTRACT

The purpose of this phenomenological study waxpbore and gain an in-depth
understanding of the personal, professional, aoieoltural experiences of African
American female school leaders in suburban schistias. These school districts were
identified as suburban locations because of lomotgtudent poverty, stellar
performances on standardized tests, high graduatidrcollege going rates, and
champion academic and athletic team honors. Traltgtive study employed a
phenomenological design to allow the researcheopipertunity to investigate and
gather data through open-ended, face-to-face, oneihterviews with study
participants. Three theoretical frameworks—critiGade theory, racial identity
development theory, and black feminist thought tireewere utilized for this qualitative
study.

Ten African American female school leaders serasgssistant principals,
principals, and central office administrators fréoar suburban school districts in the
southeast region of the United States were invoinehis study. Each district was
located only miles from a major metropolis. Aftetal analysis, seven themes emerged
from the thick, rich descriptions provided throughdy participants’ interviews. The

seven themes were (a) race and gender in schat@rkdap, (b) caring for family and



self, (c) resilience and spirituality, (d) educat@nd upward mobility, (e) mentoring and
networking, (f) effective communication and postiworking relationships, and (g) child
advocacy and community partnerships. Study padidgphad a multiplicity of positive
and challenging experiences as African Americaraferachool leaders. They were
resilient and spiritually-grounded which aided thienanswering the call to leadership.
The study of the lived personal, professional, smclocultural experiences of
African American female suburban school leaders beakelpful to educational
researchers and practitioners, colleges and uniirestdoards of education, school
districts, schools, and all African American fensaleho aspire to become school leaders
in suburban school districts. By exploring the $ivad these school leaders, greater
insights may be gained to open the door to thigeegresented population. This
research may be valuable for professional developmlanning and educational
leadership programs with the objective of recrgitamd retaining more African

American female suburban school leaders.

Keywords: lived experiences, minority, school leadeciocultural, suburban
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CHAPTER 1
Introduction

Women comprise approximately 84% of the teachingkioce in public schools
in the United States, yet female leaders only casempproximately 29% of
principalships in public schools (National Centar Education Statistics, 2007-2008).
Women are “overrepresented in teaching” but “uref@esented in administration”
(Shakeshaft, 1999, p. 100). The irony of it is thatmen are the majority of students
enrolled in educational administration programsaf&shaft, Brown, Irby, Grogan, &
Ballenger, 2007; Sherman, 2005). With expansivear$ on educational leadership,
equity, diversity, and social justice have becoimgaicant topics of interest (Horsford,
2012; Loder, 2002). Women are still in the minoag/school leaders with African
American women comprising even smaller numbersaalérship positions (Alston,
2012; Brown, 2005; Crawford & Smith, 2005; Jean-ida2008). Moreover, the stigma
of gender and racial biases are quite common iaytedociety, including school districts
where women and people of color are often ignooedefadership positions (Dana &
Bourisaw, 2006). Society plays a critical role amrhing gendered norms and
expectations for men and women (Lorber, 1994).caftiAmerican men and women
encounter race and gender issues as part of sscielydamental organizing principle of
social structure” (Collins, 1998, p. 209).

Educational leadership in the 21st century requirdwiduals who have the

ability to build positive working relationships Witndividuals from diverse backgrounds



with diverse experiences (Tatum, 2007). A key faofahis realization is the need to
recruit and retain more African American womenchaol leadership positions (Brown,
2005). The history of women in leadership doespnovide a fair and proportionate
representation compared to their male counterg&hakeshaft, 1999). The significant
contributions of African Americans, especially wamen the areas of education and
educational leadership have been greatly underddlisckson, 1999; Reed & Evans,
2008). Therefore, it is imperative to know the pe, professional, and sociocultural
experiences of African American female school leade order to garner a different
perspective of educational leadership.

For the most part, African American women have kgaored unless they had
the benefits of a sponsor—someone willing to spgafor them (Campbell, 1982). Even
with having a sponsor, African American female stiieaders and Caucasian American
female school leaders have received varying degrieggpport because of race (Agosto
& Karanxha, 2011/2012). Mainstream tradition aretesdtypes need to be eliminated
through empirical research about their lived exgreses as African American female
school leaders (Campbell, 1982). Again, the pels@nafessional, and sociocultural
experiences of African American female school leadeed to be an integral part of the
conversation regarding educational leadership. Mdsbol leadership positions are held
by Caucasian men (Brown, 2009). According to Brurama Peyton-Caire (2000),
“Because the majority of educational administrapmsitions are held by Caucasian
males, the limited perspective of the aforementiop@pulation aids in the current

marginalization of women and people of color frdma tanks of administration” (p. 533).



However, traditional scholars have suggested thatlgr is no longer a major
concern when it comes to leadership because ernmgyhlready been done for women
(Gardiner, Grogan, & Enimoto, 1999). Historicalypmen have been the minority in
holding leadership positions (Shakeshaft, 1999)n 2011) confirmed, “Women are
still considered an anomaly compared to men whédmgh positions of leadership” (p.
2). The challenge within the leadership arena is¢cease the number of women—as
well as the number of women of color—in leadergiopitions (Sanchez-Hucles &
Davis, 2010). African American women can servelaglyje leaders and role models for
educational leaders in twenty-first century schb@orsford, 2012, p. 12). By sharing
their personal, professional, and personal expeegnAfrican American female school
leaders may provide the insight needed for cuedtaspiring minority female school
leaders.

For a century, from 1870 to 1970, African Ameri¢aachers instructed African
American children in “all-Black schools” resultimg unity and leadership within the
African American community (Fairclough, 2007, p. Ajrican American teachers and
administrators were viewed as community leadersdléaigh, 2007; Loder-Jackson,
2012). However, the monumental turning point foriédn Americans in the area of
education was the landmark c&®wn v. Board of Educatioof Topeka, Kansas
(1954). The role of African American school leadertin the African American
community was crucial following thBrown (1954) decision (Tillman, 2004a). African
American school leaders were the bridges that cdedénhome and school as they
worked with parents to gain resources for schodlserved as instructional leaders

(Tillman, 2004a). Tillman (2004b) stated, “...onetloé consequences of the



desegregation of America’s schools was the lo®&laxfk principals and thus the
exclusion of voices and perspectives that werecatito the education of Black children”
(p. 113).

In addition toBrown (1954), the passing of federal laws sucfiifle VIl of the
Civil Rights Act of 1964rohibited discrimination in employment based acey; color,
sex, or national origin (Sharp & Walter, 200Bitle IX of the Education Amendments of
1972prohibited discriminatory treatment based on gemdech included the
employment of all personnel (Gollnick & Chinn, 2008he aforementioned federal laws
were instrumental “to the advancement of Africanekitan women to the principalship”
(Loder-Jackson, 2009, p. 226). Consequently, wowene ideal candidates for teaching
positions thus making it more difficult for themawoss the traditional gender boundaries
of school leadership which had been set severas yesdore (Blount, 1998; Shakeshatt,
1999; Williamson & Hudson, 2002). Even if womereadership positions performed
well, they were identified as masculine becaussdleles were traditionally for men
(Blount, 1998; Williamson & Hudson, 2002). Neveldss, an increased effort to “recruit
and retain women of color at all levels” of educaél leadership is drastically important
(Tillman and Cochran, 2000, p. 50). Although worhene made modest progress over
the years, not much is known about the personalegsional, and sociocultural
experiences of minority women as leaders in theainal field (Celikten, 2005).

Rationale

The voices and lived experiences of African Amaritamale school leaders are

important to the study of leadership (Alston, 20 studying the lived experiences of

10 African American females as school leaders budoan school districts, a better



understanding of leadership and recognition ofatebilities exhibited by these women
may be achieved (Mendez-Morse, 2004; Reed, 201i3.sfudy provided insight and
voice to the individual lives of these 10 Africam&rican female study participants,
thereby addressing the gap in literature pertaitontpis minority group (Grant, 2012).
This research study added to the conversationedtivhd experiences of African
American females in educational leadership.
Purpose of the Study

The purpose of this phenomenological study waspboee the personal,
professional, and sociocultural experiences of fritan American females as school
leaders in suburban school districts located intsgastern United States.

Resear ch Questions

This phenomenological study was guided by thiefohg central research
guestion: What perspectives do these study paatitgohave regarding their personal,
professional, and sociocultural experiences ofdpam African American female school
leader in a suburban school district? The subquesfor the study were: (a) What
challenges have participants encountered as anafflhmerican female school leader in
a suburban school district? (b) How do participalgal with these challenges? (c) What
positive experiences have occurred as a resukioflan African American female
school leader in a suburban school district? (dyldo participants acknowledge these
positive experiences? (e) How do participants ladamork, family, civic, and other

obligations in their current position?



Significance of the Study

Because there is a small percentage of African Adaeifemales in school
leadership positions, this study was significarthiai it provided insight into the
personal, professional, and sociocultural expedasrut this minority group, especially as
the student population within suburban schools bex®ming more diverse. Study
participants had the opportunity to share theiugiiids and feelings regarding their roles
within the K-12 school setting in demographicallyanging suburban school districts.
Attention to diversity in educational leadershigded to be given with the increase of
students of color in the PreK-12 school settingo{@r, 2005).

Limitations of the Study

A limitation of this study was that data collectiand analysis were confined to
the participating 10 African American female schigalders in suburban school districts
in the southeastern United States. This reseandly slid not account for the experiences
of other minority females in those particular sdndistricts. The only data collected were
study participant interviews. Participants were olagerved in their daily routines as
assistant principals, principals, and central effxdiministrators. Teacher perspectives of
participants’ leadership style and ability were eswunted for in this study. Researcher
bias was a crucial component of the methodologycadd not be completely omitted.
However, | utilized member checking, reflexive joaling, and thick, rich descriptions
(Creswell, 2008). Although these strategies wekaathgeous in decreasing researcher
bias, qualitative research takes into accountelearcher’'s experiences. As a result, the

conclusions drawn in this study were subject teothterpretations and analysis.



Assumptions
There were a number of assumptions that servedtalysts to this investigation,
including the following:
» African American female assistant principals, pipals, and central office
administrators in the southeastern United Stataddyearticipate in this study.
» Study participants would be able to verbalize tpersonal, professional, and
sociocultural experiences through insights, thosigéid impressions.
» Study participants would provide truthful and a@ataraccounts of their
individual experiences.
Theoretical Framework
The theoretical framework provided an overall dtifgg lens for the study of
guestions of gender, class, and race (or otheessstimarginalized groups) (Creswell,
2009). This lens [framework] provided became amoadey perspective that shaped the
types of questions asked, informed how data welteated and analyzed, and provided a
call for action or change (Creswell, 2009). As suitof the historical aspect of race and
race relations as well as gender within the edanatisetting, | chose to employ three
theoretical frameworks: critical race theory, rhaantity development theory, and black
feminist thought theory.
Critical Race Theory (CRT)
Critical race theory (CRT) surfaced in the 1970t school of critical legal
studies (Closson, 2010; Delgado & Stefancic, 20Dgjgado and Stefancic (2001)
defined critical race theory as “a collection ofi@sts and scholars interested in studying

and transforming the relationship among race, nacend power” (p. 2). CRT emerged



from the early work of Derrick Bell and Alan Freem&oth of whom were disturbed
about the slow movement of racial reform in ThetekhiStates (Ladson-Billings, 1998).
Bell (1993) felt that CRT was crucial for reform agidressing the issues of inequality
experienced by African Americans. CRT was deling@at® “a logical outgrowth of the
discontent of legal scholars of color” (Ladson-Bijs, 1998, p. 11). It could be described
as an analysis of racial reform efforts (Closs@1,®. CRT has been commonly
associated with secondary and postsecondary edncdain, 2010). The overall purpose
of CRT in the field of education was to addressitiegjualities of school experiences by
students of color (Ladson-Billings & Tate, 1995).

The premise behind CRT served as a theoreticalefnark as | explored the
lived experiences of African American female scheaders in suburban school districts.
One key aspect of critical race theories was thdigpants were able to name their own
reality or had their own voice (Ladson-Billings &fe, 1995). Critical race theory has a
storytelling nature which allowed study participatd share their lived experiences
(Witherspoon & Mitchell, 2009). By sharing theivéid experiences, participants gave
voice to a group which had been described as narggd (DeCuir & Dixson, 2004).
Similarly, Ladson-Billings and Tate (1995) statedls we attempt to make linkages
between critical race theory and education, weearmhthat the voice of people of color is
required for a complete analysis of the educatisgsiem” (p. 58). Having a need for
these voices, Collins (1998) further explainedaldo know that, lacking a collective
voice, individual voices like mine will become féan until, one day, many may forget

that we spoke at all” (p. 76).



According to Alston (2012), “Critical Race Theorsopides such a framework for
the examination and discussion of racial issugm@ally the lives of Black female
leaders who work in culturally incongruent raciettsngs” (p. 128). By utilizing CRT as
a theoretical framework, participants became empedvas they heard their own
personal stories as well as the stories of otl&wk(zano, Ceja, & Yosso, 2000).
Fitzgerald (2003) indicated the following as itateld to the lived experiences of minority
women in educational leadership:

In order to uncover the complexities and contraoing that women of colour as

well as women from a range of ethnic and Indigergrosips face as educational

leaders, it is imperative that a conscious attamptade to understand the
historical, social, economic and professional amstances of women'’s lives and

intersections of class, social location and etlyi¢pp. 8-9)

Racial Identity Development Theory

The research of the racial identity developmenby&as been conducted since
the 1970s when Cross wrote an article entifled Negro-to-Black Conversion
Experience: Towards a Psychology of Black Liberaf/dcMahan, Singh, Haston, &
Urbano, 2010). This was the time of research anveéldpment of black psychology.
Originally, Cross’s theory:

tracked the identity development stages that BRaderican adults traverse in
movement away from an identity that places lowvarenegative salience on
Black identity toward the achievement of an idgntitat places positive emphasis
on race and Black culture. (Sneed, Schwartz, & €806, p. 70)
The ultimate goal of racial identity developmeradhy was that one’s racial identity was
entirely integrated into one’s total identity (Sdet al., 2006). However, Tatum (1992)

opined, “It is assumed that in a society wherealagioup membership is emphasized,

the development of a racial identity will occursame form in everyone” (p. 9). Cross’s



article analyzed the stages and levels of awareagepsople moved from being Negro to
being Black (McMahan et al., 2010).

In focusing on Cross’s Model of Psychological Miggence (becoming Black),
the racial identity development theory was basetivenstages: Preencounter, Encounter,
Immersion-Emersion, Internalization, and Interretian-Commitment (Henry, 2008).
Cross (1971) acknowledged, “I have attempted teitaat a model depicting the various
stages persons traverse in becoming Black orierffedl’4). It was believed these stages
led to the progressive result of becoming psycho#ily healthy (Henry, 2008).
Psychological health occurred when one’s attituditexl from accepting society’s belief
about one’s ethnic or racial group to utilizing @Blackness” as a social frame of
reference with regard to identity (Henry, 200818). In today’s race-conscious society,
there is a crucial need for people of color to pessa positive racial identity of
themselves (Tatum, 2007).

Black Feminist Thought Theory (BFT)

Historically, the African American voice in feminitheory has been suppressed
(Collins, 1991). African American women’s ideas axgeriences were ignored rather
than embraced by Caucasian women (Collins, 1991g.féminist theory focused mainly
on Caucasian, middle-class women rather than Afria@erican women (Collins, 1991).
Collins (1998) purported, “In its broadest sens@)ihism constitutes both an ideology
and a global political movement that confronts sexia social relationship in which men
as a collectivity have authority over women aseall/ity” (p. 66).

Black feminist thought consisted of “specializetbwledge created by African

American women, which clarifies a standpoint of &mdBlack women” (Collins, 1991,

10



p. 22). It encompassed the realities lived by Blaoknen (Collins, 1991). These realities
provided a unique perspective regarding womanhdadhwvas “unavailable to other
groups” (Collins, 1991, p. 33). African American nven were able to have authority of
their experiences through freedom and reflectionll(@s, 1998). Black feminist thought
provided African American women with the opportyriid view themselves differently
as well as their world in a stark contrast to thespective offered by “the established
social order” (Collins, 1989, p. 750). The purpo$@&lack feminist thought was to
counter the invisibility of African American woméhy presenting sociological analyses
of Black women as fully human subjects” (Collin888, p. S28). Black feminist thought
theory provided “observations and interpretatiagarding what it means to be an
African American woman” (Collins, 1986, p. S16)aBk feminist thought brought
validation to unique experiences as lived by Ainidanerican women (Grant, 2012).
The aforementioned theories were pertinent toa@rghow African American
female school leaders functioned in suburban satlisticts where they were the
minority rather than the majority and the impacthddir presence within these suburban
school districts. Study participants utilized thedices and shared their lived personal,
professional, and sociocultural experiences acafriAmerican female school leaders in
suburban school districts.
Definition of Terms

For the purpose of this study, there was a listedined key terms:

* Black feminist thought theory: “Black feminist thght consists of specialized

knowledge created by African American women whilgiftes a standpoint of

and for Black women” (Collins, 1991, p. 22). BFIht®mmpasses theoretical
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interpretations of Black women'’s reality by thoskeonive it” (Collins, 1991, p.
22).

Brown v. Board of Educatioof Topeka, Kansas (19548rown v. Board of
Educationof Topeka, Kansas (1954) was the case in whiclstipreme Court
unanimously declared that separate but equal sicigowhs not equal (Gollnick
& Chinn, 2006).

Content analysis: Content analysis is a techniduai@ analysis in which
detailed review of text content leads to themesl{tthan, 2012).

Critical race theory (CRT): Critical race theoryghe in the 1970s in the school
of critical legal studies. It was delineated asavement of “activists and
scholars interested in studying and transformimgrétationship among race,
racism, and power” (Delgado & Stefancic, 2001,)p. 2

Criterion sampling: Criterion sampling was whencaltes meet some criterion;
beneficial for quality assurance (Creswell, 2007).

Hermeneutical phenomenology: Hermeneutical phenofogy “combines both
interpretive/hermeneutic methods and descriptivepimenological methods for
the purpose of examining the lived experienced@wbrlds of people being
studied” (Hatch, 2002, p. 29).

Interpretive phenomenological analysis: Interpeitenomenological analysis
“involves the detailed examination of the lived expnces of individuals”

(Lichtman, 2012, p. 260).
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Lived experiences: Lived experiences are “in a ph&mnology, the experiences
described by participants that lead to the essehttee experience” (Lichtman,

2012, p. 324).

Minority: Minority means “a culturally, ethnicallygr racially distinct group that
coexists with but is subordinate to a more domimggaotp” @Britannica

Academic Edition2012).

Phenomenology: Phenomenology was a strategy oiringpuwhich the
researcher identified the essence of human expesebout a phenomenon as
described by participants (Creswell, 2009).

Qualitative research: Qualitative research is

a type of educational research in which the re$eanelies on the views of
participants; asks broad, general questions; dslgta consisting largely of
words (or text) from participants; describes andlyres these words for themes;
and conducts the inquiry in a subjective, biasedmaa(Creswell, 2008, p. 46).
Racial identity development theory: Racial identdgvelopment theory has been

conducted since the 1970s; five stages were dexelap African Americans

transitioned to being Black-oriented (Cross, 1971).

School leader: School leader was a school admanost(principal and
superintendent) “charged with leading our nati@tkools and school districts”
(Levine, 2005, p. 5). For the purpose of this sfustyool leader also included
assistant principal and any central office leaderpbsition.

Sociocultural: Sociocultural involved a combinatiminsocial and cultural

matters kttp://www.macmillandictionary.com/dictionary/beti/sociocultural

2012).
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Suburban schools: Suburban schools “are locategsidential areas on the
outside of metropolitan areas and compared to mamgn schools, often have
higher standardized test scores, college going,ratel attendance rates”
(Tefera, Frankenberg, Siegel-Hawley, & Chirichigg®11, p. 1). Suburban
schools generally were “the best routes to the dmktges, which provide the
best career and life opportunities” (Anderson & $uwarfield, 2004, p. 29).
Suburbs: Suburbs “are settlements outside of citigdcDonogh, 2006, p.
471). They “signify fresh air, trees, and grass.Ahderson & Summerfield,
2004, p. 30). Suburbs were depicted “as white-fligihiddle-class enclaves, the
epitome of artificiality in Western culture” (Andson & Summerfield, 2004, pp.
29-30).

Themes: Themes were also known as categoriesasioutlies aggregated
together to form a major idea in the database (@ks2008).

Title VII of the Civil Rights Act of 196 Zitle VIl of the Civil Rights Act of 1964
prohibited discrimination in employment on the lsasfi race, religion, color,
sex, or national origin (Sharp & Walter, 2003).

Title IX of the Education Amendments of 19li8e IX of the Education
Amendments of 19%#as originally interpreted to apply only to studgnt
prohibiting, on the basis of sex, the exclusioma student from participation in
any education program or activity receiving finat@ssistance from the federal
government. This law was broadened by the Supremuet @ecisions in the

1980s to include employees as well as studentggShavalter, 2003).
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* Transcendental phenomenology: Transcendental phamaogy involves the
researcher setting aside prejudgments regardinghieomenon being
investigated. The researcher relies on “intuitiomggination, and universal
structures to obtain a picture of the experiend&d\fstakas as cited in Creswell,

2007, p. 237).

Philosophical Paradigm

With any qualitative study, researchers bring tb&in perspectives, experiences,
and belief sets to the project or research studgsi@ell, 2007). There are four
worldviews which lend themselves to qualitativesgash, including: postpositivist,
social constructivist, advocacy and participatanyy pragmatic. Social constructivism
emphasizes “the importance of the participantsiwieand highlighted the meaning
people personally held about educational issuesgigell, 2008, p. 50). Participants
desire to comprehend their lives (Creswell, 2007).

For this phenomenological study, | utilized the stonctivist viewpoint which
took into account multiple perspectives. It was limtted to looking at a research
guestion or study from one vantage point. The can8vist viewpoint was about pulling
various perspectives to get as much of the whalgg as possible. According to Plano
Clark and Creswell (2008), “...there are diversit viewpoints with regard to many
social realities but that those viewpoints needdglaced within political, cultural,
historical, and economic value systems to undedstarfpp. 74-75). In looking at the
worldviews of logical positivism and constructivisthe constructivist worldview was
most appropriate regarding this research studiefived experiences of African

American females as school leaders in suburbam$disiricts.
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CHAPTER 2
Review of Literature
Introduction

Women and people of color have made significantrdmrtions in education and
educational leadership (Jackson, 1999; Reed & E20@8). With regard to educational
leadership, the aforementioned groups have beemitinaity when compared to their
Caucasian male counterparts. Historically, Afri¢ganericans have been
underrepresented in educational leadership posi{Brown, 2005)When selected as
school leaders, African American principals weracpld in high-poverty, low-performing
schools which resulted in longer work days and tenaenures (Brooks, 2012). However,
in recent years, a demographic shift has occuriddmore students of color moving to
suburban school districts (Brooks, 2012). Betwe@s0land 1970, there was an increase
of middle class families moving from urban commigstto suburban communities
causing an increase in "racial disparities" thaslieg to more segregated schools
(Clotfelter, 2004).

According to data from the National Center for Ealian Statistics (2011), the
percentage of African American and Hispanic Amaeristudents in the fall of 2009 in
large suburban school districts was 38% compar&d ¥ Caucasian American students.
In mid-size suburban school districts, the peragmiaas 30% to 65%; in small suburban
school districts, the percentage was 27% to 67%eniphasize these statistical facts,

Brown (2005) stated, “As open systems, schoolsracelly diverse society will require
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leaders and models of leadership that will addiiessacial, cultural, and ethnic makeup
of the school community” (p. 585).

Whether it is in a small or large quantity, diversian be seen in urban, suburban,
and rural school districts (McCray, Wright, & Beaah, 2007). Schools are the primary
institutions where children of diverse backgrouadsassembled together for extended
periods of time over the course of several yeavai(g, 2007; Tyson, 2011). The
preparation and placement of minority school leadeeds to be reflective of
demographically-changing schools. With this in mi@dursen, Mazzarella, Jeffress, and
Hadderman (1989) suggested, “If the schools aretton members of all cultural and
racial groups, they must have leadership thatgsesentative of all these groups” (p. 86).

As demonstrated in the literature, when a mindetyale advances to a school
leadership position, she is usually assigned ta,powerperforming schools (Bridges,
2010; Loder, 2002). Yet, there is the opportunatynicrease the number of African
American female school leaders in suburban schistiats (McCray et al., 2007).
Madsen and Mabokela (2002) indicated “the represemt of African Americans and
other ethnic minorities in leadership positions wesy low, and in some districts there
were no minorities at all” (p. 39). Even though wemtonstituted 84% of the teaching
workforce in public schools in the United Statesnéle leaders only comprised 29% of
principalships in public schools (National Centar Education Statistics, 2007-2008). In
terms of African American women, the percentageseweuch lower with 10%
principals in public schools (National Center faugation Statistics, 2007-2008).

Few studies have been conducted regarding thenmrgoofessional, and

sociocultural experiences of minority women as stheaders (Haar & Robicheau, 2009;
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Katz, 2012; Loder, 2005a; Sherman & Wrushen, 2008¢. personal experiences of
minority women as school leaders have focused omaad gender and role variance in
school leadership (Holtcamp, 2002; Settles, PrgttH& Buchanan, 2008; Smulyan,
2000). The professional experiences of minority warfocused on mentoring
partnerships and contributions made in school lestuiie (Bloom & Erlandson, 2003;
Cattapan, 1998; Mendez-Morse, 2004; Peters, 20X0shén & Sherman, 2008). The
sociocultural experiences of minority women focueadistorical activism and
community involvement in school leadership (John&@96; Loder, 2005b; Randolph,
2012).

Per sonal Experiences

In a previous qualitative study, the personaldieé women played an integral
part in functioning effectively as school leadéefiaér & Robicheau, 2009). Women
shared personal stories and insights regardingtheiwpersonal experiences developed
them as school leaders (Holtcamp, 2002; Settlak,e2008; Smulyan, 2000). As stated
by Loder-Jackson (2009), “...African American womemgipals must rely on their own
resourcefulness and ingenuity to get the job datle &t work and at home” (p. 227).
Race and gender in school leadership and rolenaian school leadership were the
focal points of the study participants’ persongd@xences as a school leader.

Race and gender in school leader ship. Much of the early research on
educational leadership, conducted by White malearehers, did not explore race and
gender differences (Sanchez-Hucles & Davis). Inesonitures, being a woman and a
minority were viewed as a double disadvantage (&a&adi, 2005). Race and gender

were critical issues with regard to school leader§Reed, 2012). The characteristics that
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women brought into the leadership role were gehetahdervalued” in educational
leadership (Reese, 2012). However, the combinatisace and gender may provide a
deeper understanding of perception on the partfie€a American school leaders and
other individuals within the field of education (iMerspoon & Mitchell, 2009).

Smulyan (2000) described the impact of gendenumiman’s life by
acknowledging that the role of gender in one’s s$éemed to imply an inability to
function competently as a school leader. The cagbes of three women principals were
investigated in order to better understand the ablgender in school leadership. The
investigator found that gender influenced pringppkrsonal and professional lives. The
process of being a principal was also affectedrincppals’ race, class, personal and
professional background, and the context withirhgacipal worked.

Chisholm (2001) emphasized the overwhelming presehgvomen in the
education profession in South Africa. However, thigs not the case for educational
leadership and management; women were indeed tinarityi Chisholm noted that the
constructs of leadership were race and genderthree issues which emerged as a result
of this study included: acceptance of authoritgjhility and recognition, and relationship
between public and private life. Participants atidithat they drew strength and support
from others which helped tremendously as they faélsedhallenges of being an
educational leader.

In Holtcamp's (2002) investigation, certain factaffected female principals
because of the social acceptance of men in leagendls which caused reluctance in
women to pursue educational administration possti@haracteristics and attributes of

female public school principals were analyzed tm gebetter understanding of personal
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characteristics which transcended cultural andiethoundaries. Five personal
characteristics were highly significant to partamps: driven to achieve, spiritual,
involved in professional organizations, importamntbmmunity leaders, and valued
personal relationships. All of these women facedgéime challenges, shared common
values, and possessed similar beliefs.

Reed's (2012) multicase study involved three Afriéaerican female urban
high school principals. Participants indicated tihaty were not taken as seriously as their
male colleagues. All three principals admitted éalthg with racism and sexism on their
jobs.

Rolevariancein school leader ship. It is crucial for school leaders to be
cognizant of the critical role they play in theds/of their students (Espinoza, 2012).
Lyman (2008) asserted, “Leadership practices of emof color often emerge from
values of nurturing and protecting the childrerwa#l as expecting the best from and for
them” (p. 188). According to Beauboef-Lafontant@2) being maternal was seen as
having “a profound commitment to the well-being auodvival of black children and
black people” (p. 76). School leaders were ablméet the academic, social, and
psychological needs of students through interpetscaring and institutional caring
(Walker & Archung, 2003).

Reitzug and Patterson (1998) performed a naturairsjuiry study of an African
American female urban middle school principal, “Diel3. Debbie exemplified “caring
and empowering practices” while interacting witht bidents (p. 153). Debbie

expressed that her role as principal was to fatditearning and empower others.
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Wood's (2005) mixed methods study involved thegypial’s role in the success
of novice teachers within their respective schadkban high, middle, and elementary
school principals were purposively selected fos gtudy. The findings indicated that
principals had three major roles in relation toineveachers, identified as as: school
culture builders, instructional leaders, and camaithrs of mentors.

Loder (2005a) investigated the dilemmas that womesducational
administration faced which were similar to thoseethby women in the corporate sector.
In this course theory study, she explained theetbfices and similarities in how women
administrators negotiated work-family conflicts.eTbverwhelming responsibility for
managing work-family conflicts fell mainly on feneahdministrators.

In a study by Witherspoon and Arnold (2010), thie af spirituality in the
leadership styles of four African American fematd®ol principals was documented
through a narrative research study. Participarpsessed that spiritual values and beliefs
influenced their experiences as school leaders.

Professional Experiences

In looking at the professional lives of women ieyous studies, it was noted that
women were key people in the success of their dsl{bewis, 2007; Lyman, 2008).
These school leaders provided examples from thefegsional lives which aided in their
growth as educational leaders (Bloom & Erlands®@®32 Fennell, 2005; Mendez-Morse,
2004). Mentoring partnerships in school leadersinigh recognition of contributions in
school leadership were the focal points of theyspatticipants’ professional experiences

as a school leader.
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Mentoring partnershipsin school leader ship. Mentoring was a critical factor in
the development of school leaders and served asaasrto train current and aspiring
school leaders (Riley, 2009). Findings suggestatidhpiring leaders in nontraditional
fields and minority females would benefit greatigrh mentoring partnerships (Alston,
2000). African American female principals emphagittee importance of having mentors
who supported and encouraged them as they fulfiied responsibilities as educational
leaders. It was essential for formal and informehtoring partnerships to occur between
veteran and novice African American female scheatlers to result in positive results
for mentors, protégés, schools, students, and caontiesi(Reed, 2012). According to
Crawford and Smith (2005), “The task of the meigdp afford the protégé with
opportunities to learn and practice and to rewamtdr her so that acquired knowledge,
performance, and motivation increase” (p. 64). Meng was the essential component
for social capital which “derived from interactimgth colleagues and establishing
positive relationships” (Sanchez-Hucles & Davis1@0p. 172).

Allen, Jacobson, and Lomotey (1995) explored theoirtance of mentoring
partnerships to account for the limited researaugaldfrican American women as
educational administrators and the role of meraos sponsors in heightening their
careers. This exploratory study was developed ttergtand the roles and significance of
mentors and sponsors to African-American womencgals. Mentors and sponsors both
played important roles in the success of Africanetican school administrators.

Cattapan's (1998) study examined the role mentgiignged in the lives of
women administrators. Four women in various staféiseir administrative careers were

interviewed in order to understand the importarfdeeting mentored. Participants
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identified fellow colleagues who encouraged themucsue leadership roles. Also,
participants expressed the fact that their respesithool districts had no formal
mentoring programs. However, not having a formahtoeng program did not deter
them from acting informally as mentors to others—ether teachers or administrators.

Gardiner et al. (1999) conducted research regamomen being mentored into
educational leadership roles in their respectivimsts. They indicated that participants
struggled with conflicts between the public roldeddership and the desire to maintain
personal priorities and values. Mentors were esdeéntdemonstrating the need to
successfully balance professional and persond.live

In another study, Enimoto, Gardiner, and Grog&®(2 described how
mentoring provided access for women of color irdacational administration. Study
participants included 14 African Americans and fblispanic American female
educational leaders who served as mentors or @etddpe roles of the mentor were
viewed as supporter, guide, protector, and advo&iteneeds of protégés were
identified: “(a) gaining political savvy, (b) acs#sg networks, (c) finding mentors who
are similar to their protégés, (d) seeking mentdre were different from their protéges,
(e) having more than one mentor, and (f) securitggraative support systems” (p. 577).
It was suggested that mentoring could be utilizedifversity among educational
leadership and promote those who may lead diffgrent

Mendez-Morse's (2004) study addressed the linkitedviedge of how Latinas
were similar to or different from white or othermority female educational leaders. An
investigative study documented the impact of rotelaets, mentors, or other influences

on Latina school leaders in west Texas. She detexahthat participants’ role models
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were unique, tangible matches of gender and etlnladividuals in educational
leadership programs could dialogue to form partrnpsswith district administrators or
school board members concerning people and womeolaf who exhibited leadership
skills.

Peters (2010) researched the mentoring relatiprisdtiveen a first-year African
American female elementary school principal andrhentor in an urban school district.
The mentor was delineated as a navigator, teacbach, sounding board, model, and
mutual learner along with the protégé. The mentppartnership resulted in professional
and personal growth for both participants. The meatded the protégé through
leadership challenges while allowing the protégéxpress her unique leadership vision
and style.

Recognition of contributions of African American femalesin school

leader ship. Historically, men were recognized for their contitibns in African
American educational leadership, however, Africanetican women made significant
contributions as well (Reed, 2012). Despite racsm sexism, African American
women contributed to the development and leadexdgdrican American schools
(Reed, 2012). The role of African American womerducational leadership was
evident in the efforts of Lucy Laney, Mary McCleBdthune, and Nannie Helen
Burroughs (Murtadha & Watts, 2005). These educatitgaders “built schools that
responded to the needs of Black children, famil@sl communities” (Murtadha &
Watts, 2005, p. 598). African American female sdheaders had to overcome

obstacles in order to provide an education fordsfini American children (Reed, 2012).
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Freiberg's (1993) study revealed the efforts oflementary school principal in
an urban school district. “Ms. Jones” formed allies with parents, teachers, students,
and other community stakeholders, such as locahbsses and churches. The principal
was delineated as a community leader who was amcatk for students and teachers and
worked diligently to ensure they had the resoutheg needed.

Gupton and Slick (1996) conducted a study in whisiparticipants shared their
experiences as female school leaders by offeringado aspiring female school leaders.
Participants communicated the need to be preparéding the necessary degrees and
credentials and being well-read regarding the roosent issues within the education
profession. They also shared the importance ofgodiligent and professional at all times
by excelling in performances and maintaining pesitvorking relationships with others.
Participants emphasized the need to honor, presandeprotect integrity by being their
own unique self—maintain your values while resperthe values of others. They
reported that reaching out to and through otherg wssential to career advancement by
way of mentoring and being mentored. Finally, ggvants indicated the best way to lead
was definitely by example. It was expressed thlabsktdistricts needed to overcome
sexist barriers and misleading perceptions in or@embrace women school leaders by
choosing more of them to lead within their schaistricts.

Benham (1997) revealed the lived experiencesrektAfrican American female
school leaders. Through a narrative study, thesiyator shared stories of these three
women as teachers and school leaders. Participhatsd critical experiences which
expanded their knowledge and understanding of d¢badership. Participants identified

the importance of collaboration, school leadersaim best practices.
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Jackson's (1999) study explored the lived expeesmof current and former
African American female superintendents. Each pigdint was highly educated and had
a resume of serving in various leadership positlmefere taking the helm as
superintendent. The “voices” of these women wesedas they shared their personal,
professional, and sociocultural experiences. Rpaints discussed family, church
involvement, teachers/mentor, leadership stylerdmaower, and politics, and gender
and race.

Bloom and Erlandson (2003) demonstrated how wgrka principal in a large
urban school could be difficult and dangerous. ldsearchers used naturalistic inquiry
to expose the lived experiences of three Africanefican women principals in urban
schools. It was revealed that racist and sexisttioess operated in public school systems.
Also, it was crucial to listen to the voices of k&n American women in leadership to
change minds and social constructs in public school

Wrushen and Sherman (2008) found a limited numbstualies focused on
African American, Hispanic American, Native Amermcand Asian American women
school leaders. This qualitative study clarifietfedtences and similarities of women
leaders from various backgrounds. Investigator®ue@d that the experiences of
participants were quite similar in terms of perddrackgrounds and early influences,
personal and professional balance, gender andriaggeethnicity and leadership, and
power. Participants voiced that individuals prepaindividuals for secondary level
leadership should allow aspiring leaders opporiesitio discover their own leadership

style.
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In another study, Sherman and Wrushen (2009) dpedla qualitative study
which focused on the leadership experiences ofri@oority women principals in
secondary schools. Participants viewed themselvesliborative and servant leaders
within their schools. They all described the impade of spirituality as the guiding force
in their daily actions and decision-making as stheaders. Participants acknowledged
the impact of having positive experiences with waradministrators who served as their
mentors. As a way of showing their appreciatiotheewomen who mentored them,
participants mentored and advised aspiring fenaled administrators.

Haar and Robicheau (2009) studied the underrepiggamof minority women in
school administration. The purpose of this studg weadd to the literature regarding the
lack of minority women in school leadership posisBoResearchers examined the
experiences of these women with the belief of sigatheir perceptions with leadership
preparation programs at colleges and universitesearchers elucidated that there was a
need for leadership preparation programs to be @myaizant of minority women.
Colleges and universities needed to make a conseifort to reach out to minority
women.

In an interview, Clayton and Slaughter-Defoe (20d@)versed with Dr.
Constance E. Clayton, regarding her 11-year teasitbe first African American female
to serve as superintendent of the School Distfi€trdladelphia (SDP). During her
tenure, Dr. Clayton made it a point to visit evechool within the district. Her desired

legacy was that she was an advocate for childrdnmespected them and their families.
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Sociocultural Experiences

The sociocultural experiences dealt with the pastridbutions and social
contributions of African Americans in educationeddlership. In a historical case study,
the life of the first African American woman pripail in New York City was examined
(Johnson, 2006). In viewing the social aspect eirtlives, African American women
reflected on the progress they had made sinceithieRights era to present day (Loder,
2005b). African American schools and communitieseampacted by social changes
(Loder, 2005c). Historical activism in school leestep and community involvement in
school leadership were the focal points of theyspatticipant’s sociocultural
experiences as a school leader.

History of activism in African American school leader ship. Historical
biographies of African American men and women sg@a® a bridge to link the past to
the present in terms of how leaders worked withenAfrican American community to
educate African American children (Randolph & Sas@d2011). Even in the midst of
racism and sexism, African American school leasesse actively involved to improve
the quality of life for others through educationyithdha & Watts, 2005). Despite these
obstacles, educational leadership had been pertbbypendividuals of African descent
throughout “all periods of U.S. history” (MurtadBawatts, 2005, p. 592).

Boukari (2005) discussed the advancement of Afrigmerican females as they
progressed from students to educators. The resanghlighted the contributions of
Anna Julia Cooper, who served as a school princ{pladrlotte Hawkins Brown, who
founded the Parker Memorial Institute at the agé®ét the beginning of the 20

century; Mary McLeod Bethune who established thgt®@a Educational and Industrial
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Institute which later merged with Cookman Instittddecome Bethune-Cookman
College. The struggles endured by these womengldsg/other African American
female educational leaders, were viewed as theatlé sacrifice for all African
Americans.

Loder's (2005b) study illustrated the stories ofiéen American women
principals as they reflected on their roles andtfmrs as school leaders. She addressed
the limited knowledge and understanding that ac@mhe tradition of African
American education pre- and post-Civil Rights. T$tisdy examined African American
women'’s reflections on being principals prior talaiter the Civil Rights era. It was
indicated that those from the pre-Civil Rights eaal to overcome great barriers to
become principals and assistant principals. Howetiese from the post-Civil Rights era
communicated that they did not have any barriegéwent them from becoming
principals and assistant principals.

Murtadha and Watts (2005) provided narratives miggrthe contributions of
African American men and women in educational lesitip. These individuals were
influential in rising above adverse circumstanaes laorrific challenges to make a
positive impact in the field of education. Therergvthe formations of African American
societies and institutions which included churctied schools. African American leaders
formed fraternal orders and literacy groups. It waggested that the study of African
Americans in educational leadership could serve esuable resource for mainstream
theories which were deficient in knowledge regagdeaadership styles and practices in

diverse cultures.
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Katz's study (2012) investigated the leadershignoffrican American female
superintendent in a suburban school district. Was viewed as historical because
“Delia” was the first woman and the first Africamerican to serve in the capacity of
superintendent. Previously, Delia worked in an areehool district for 24 years as a
teacher and an administrator before crossing theéelbanto new, unchartered territory as
an African American woman. The researcher fount'thalia" formed community
alliances and worked to eliminate unfair practiegthin the school district.

Community involvement in school leader ship. As the minority population
continued to grow in suburban school districts,catlors had the great responsibility of
educating this population (Evans, 2007). The suboftthe 28 century were
representative of the diversity in America; therefadministrators and teachers should
express the need for diversity to be appreciatedefa et al., 2011). School leaders had
the responsibility of facilitating communicationcapositive working relationships
between the school and the community which helpdatitige the gap between the two
(Brown & Beckett, 2007). According to Katira (2003)..relationships are vital in
leadership that is effective” (p. 253). School keadhad a responsibility to build an
alliance of parent and community involvement wHith to positive results for all
(Johnson, 2007).

Sanders and Harvey (2002) explained the signibeai community involvement
in their case study involving an urban elementahosl in which the community was
actively engaged with the school. The school’s ferpaincipal formed partnerships with
local businesses and corporations, universitiesfteare organizations, government

agencies, faith organizations, and senior citizgamizations. Each was responsible for a
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program, activity, workshop, or service within g@hool. The key factors for developing
and maintaining purposeful community partnershipsesa high commitment to
learning, principal support for community involvemtea welcoming school climate, and
two-way communication about community involvemeft’ 1366).

Morris's (2004) ethnographic study involved twbam schools located in St.
Louis and Atlanta. Mrs. Jones, the principal atdaoim Elementary in Atlanta, worked
with the community within the school as well as toenmunity outside of the school.
The investigator identified key characteristics evhdlemonstrated the vital role of
community involvement and school leadership, iniclgd

school personnel reaching out to families, inteegational and cultural bonding,

the significant presence of Black teachers in tsl, and African American

principals who bridged their schools with the surrding communities and with

outside agencies. (pp. 102-103)

Johnson (2006) conducted a historical case stodielife and many
contributions of the culturally responsive, 43-yeateran educator, Gertrude Ayer. Ayer
left a legacy of forming community alliances, ingorating cultural knowledge into the
classroom, partnering with parents, community &Sy and progressive politicians, and
advocating for education equity.

In Sperandio and Kagoda's (2011) study, they fatosethe aspects of
community building of 12 female school leaders weye successful in leading school
reforms. Despite a lack of professional leader#faiming, these women had an instinct
for building positive working relationships insidad outside of the school. School-
community partnerships as well as in-school comtesivere developed by these

female school leaders. Being able to build stramgmunities was viewed as an essential

skill in educational leadership.
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Randolph (2012) engaged in a historical qualitatesearch study on the life of
Ethel T. Overby. Overby was the first African Aneam female school principal in
Richmond, Virginia. Overby voiced the strong betigdt people had a right to change
things in a democracy which were in opposition taatwvas to be executed fairly among
all people regardless of skin color. The researotgaled that Overby challenged
parents, teachers, and students by educating thémiorights as citizens in the
community, state, and nation. She was an advoéatec@l change, civic engagement,
and voting rights. Overby's influence extended Ipelythe classroom walls and school
building. Overby was determined to make democra®alty not just a theory in her
community.

For the purpose of this phenomenological studyplared the personal,
professional, and sociocultural experiences of fticAn American female school leaders
in suburban school districts. | examined (a) raw gender in school leadership, (b)
caring for family and self, (c) resilience and gpatlity, (d) education and upward
mobility, (e) mentoring and networking, (f) effesticommunication and positive
working relationships, and (g) child advocacy anthmunity partnerships. By studying
the lived experiences of study participants in ¢éhesrious dimensions, | discovered the
experiences which were unique to the suburban $distact as well as those that were
commonly shared with urban school districts. It waginent for African Americans to
have their voices heard in suburban school distflobder-Jackson, 2009). For that
purpose, Tillman (2012) revealed, “...we must corgitw follow the path that many
strong, accomplished Black women have paved for lis. path was dotted with

countless stories of survival, resilience, and sgst(p. 125). With this in mind, Judson
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(1999) noted, “Our success and our presence with@rage others and will help create
an environment which may be more inviting and catafae for African Americans and
other minorities and more supportive as well” (bPp9-110). Prior to this research study,
| had not identified another study pertaining teiédn American females as school

leaders in suburban school districts.
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CHAPTER 3
Resear ch M ethodology
Introduction

Because of the primary focus on the lived expessraf study participants, a
phenomenological study was conducted. | believedapproach was the most logical
choice in answering the research question. A phenological study delineated the
meaning of lived experiences for several individu&reswell, 2007). The objective was
to focus on what participants had in common—shdneel] experiences (Creswell,
2007). Two types of phenomenological approacheg wadentified in qualitative
research. The first approach was known as hermieaképhenomenology in which the
research was adjusted toward participants’ livgaeernces (Van Manen as cited in
Creswell, 2007). The second approach was knowraasdendental phenomenology in
which the researcher identifies a phenomenon &tlmied, bracketed the researcher’s
own experiences, and collected data from sevedaliguals who have experienced the
phenomenon (Moustakas as cited in Creswell, 2007).

For the purpose of this study, hermeneutical pheammogy was utilized because
of an interest in the real-life experiences of éh&8 African American female school
leaders in suburban school districts. Accordingladch (2002), hermeneutical
phenomenology “combines both interpretive/hermdnenéthods and
descriptive/phenomenological methods for the pugmdexamining the lived

experiences or lifeworlds of people being studigd™29).
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Sample

The choice of a sampling strategy depended onetdearch problems and
guestions that the researcher wanted answeredw@ig2008). For this study, |
employed criterion sampling (Creswell, 2007) beeguerticipants represented
individuals who experienced being an African Amandemale school leader in a
suburban school district. According to CreswellQ2)) “It is essential that all
participants have experience of the phenomenorgistudied. Criterion sampling works
well when all individuals studied are represen&tv people who have experienced the
phenomenon” (p. 128). Ten individuals identifiedAdsgcan American females who
served as principals, assistant principals, anttaeoffice administrators with at least
three years of service in suburban school distwetie selected for this study. These
participants were employed in four different sulaurischool districts in southeastern
United States. Suburban schools “are located ideagal areas on the outside of
metropolitan areas and compared to many urban &haften have higher standardized
test scores, college going rates, and attendare®’ (defera et al., 2011, p. 1).

Data Collection

Data collection for this phenomenological studysisted of open-ended, face-to-
face, one-hour interviews with study participaritsiges designated by them. Prior to the
interview, participants received a printout of theestions that they were asked to
answer. As we progressed through the interviewkéd follow-up questions in order to
garner more details with regard to their experient@erview(s) were audiotaped with a
digital recorder and transcribed in which studytipgrants had the opportunity to review

and check for accuracy. By asking open-ended dqurestl provided study participants
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with the opportunity to share their lived experiesevithout restraint from me or other
past findings (Creswell, 2008).
Data Analysis

In qualitative research, data analysis was donewoently with data collection.
Data analysis was completed with the first intemyiebservation, and document. This
allowed me to make any adjustments and have thénelable and valid data. During
this time, a tentative comprehensive list of themas established. By employing the
phenomenological approach, | read all written tcapss five times so that | could attain
an overall feeling for them (Creswell, 2007).

In order to prepare for data analysis, Cresweld®&tated, “Initial preparation
of the data for analysis requires organizing th& @aount of information, transferring it
from spoken or written words to a typed file andking decisions about whether to
analyze the data by hand or by computer” (p. 24&)ganized data according to
interviews of study participants. | maintained nplé copies of the data (Creswell,
2008). | completed the transcriptions by typing tiad files collected during interviews
(Lichtman, 2012). From each transcript, | identlfleey phrases or sentences which
related to study participants’ experiences. | fdated meanings from these significant
phrases and sentences which allowed common thensesface (Creswell, 2007). This
approach was defined as interpretive phenomendabagitalysis which involved “the
detailed examination of the lived experience ofvithhals” (Lichtman, 2012, p. 260).

After reading each participant’s transcribed iniemw | created a table in
Microsoft Word. The table consisted of three colgrfor data organization. In the first

column, | typed actual statements or raw data €ed2009) from each participant’s
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interview. In the second column, | typed codes Basenotes from my preliminary
jotting of the responses provided by participa@iseéwell, 2007). A code was defined as
“a word or short phrase that symbolically assigss@mmative, salient, essence-
capturing, and/or evocative attribute for a portidmanguage-based or visual data”
(Saldana, 2009, p. 3). These codes originated fhenactual statements of study
participants. In the third and final column, | tgpemes which emerged from the
combination of preliminary jotting, actual staterteear raw data, and codes. Themes
surfaced as a result of the repeating ideas whigtygarticipants had in common
(Auerbach & Silverstein, 2003).

Initially, 1 began with 14 themes, but | viewedstlas an excessive number. So, |
looked at how | could pair each theme with anotheme as opposed to viewing them as
separate entities. When | did this, the pairingsngfthened the expressions of lived
experiences of each study participant. For exansplely participants were African
American women not just African American and natt jwomen. Instead of focusing on
a single minority, | was able to bring attentioratdouble minority group. In my opinion,
this communicated volumes considering the scarogoeun of minority females in
educational leadership positions. African Ameriéamale school leaders in suburban
districts were not nonexistent. Therefore, theperiences needed to be voiced and
disclosed to educational researchers and educhpoaitioners.

As a result of this decision, seven themes emengech gave credence to the
personal, professional, and sociocultural expedasrut these 10 African American
female suburban school leaders. Although resporesgsd among participants, themes

provided a more vivid picture of their lived expmerces as school leaders. According to
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Teddlie and Tashakkori (2009), “Most QUAL analytéchniques involve generating
emergent themes that evolve from the study of §pgueces of information that the
investigator has collected” (p. 252). After idewitifg themes, | was able to connect them
with actual statements from participants’ transediimterviews. All data were secured
and locked in a combination safe kept in my home.

Credibility and Trustworthiness

When checking for credibility and trustworthinesssearchers test whether the
information gathered is accurate (Creswell, 200@&s@ell & Plano Clark, 2011). There
are strategies for researchers to utilize whernrahéténg validity (Creswell & Plano
Clark, 2011). These strategies or techniques se\@emeans to strengthen the credibility
of qualitative research (Teddlie & Tashakkori, 2D@ualitative researchers generally
employ more than one strategy to check for cretitaind trustworthiness (Creswell &
Plano Clark, 2011). For this phenomenological stlidgtablished credibility and
trustworthiness by employing the following stragsgimember checking, reflexive
journaling, and thick, rich descriptions of respentreports.

Member checking. Member checking was utilized by asking study paréints to
check the accuracy of themes, interpretations candlusions based on interviews
(Teddlie & Tashakkori, 2009). | communicated wittk participant individually and
asked for open and honest feedback regardingriden@s through their interviews
(Creswell, 2008). | asked participants about thi#ous components of the study in terms
of an accurate and complete description of thgdedaences (Creswell, 2008). Also, |

emphasized the importance of participants being ebtommunicate truthfully the
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accuracy of themes and interpretations based anitiiteal and possibly subsequent
interviews (Creswell, 2008).

Reflexive journaling. Reflexive journaling was used to maintain a didry o
information regarding the investigation, such assae biases and methodological
discussion (Teddlie & Tashakkori, 2009). | reflectsn my experiences as an urban
educator. | had the chance to discover the sirtidarand differences of decision-making,
policies, and procedures in suburban and urbanoécstricts. | examined the cultures
of each type of school district. As an aspiring adstrator, | gained knowledge which
may be beneficial to me if | become a school leanlan urban or suburban school
district. | wanted to know firsthand what Africanm&rican female school leaders do in
order to be successful in their current leadersbigs.

Descriptions. Thick, rich descriptions were employed becauseitztiaie
research allows the various stories or experieatparticipants to be heard (Gamson,
2000). I wanted the reader to get the feel of vpaaticipants have experienced in their
personal, professional, and sociocultural livesoAreaders could actually think about
placing themselves in these experiences. | pamfadture with words in terms of the
reader visualizing in their minds what participafatsed as African American female
school leaders in suburban school districts. Bexgasticipants are minorities in the area
of educational leadership, | believed their experés needed to be included in current
and future research.

An audit trail was established by meeting with noynenittee chair,

methodologist, and other committee members, maimigientries of research activities,
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conducting interviews, having discussions withdellcolleagues, completing
transcriptions, initializing coding, and analyzidgta (Creswell, 2007).
Ethical Considerations

It is important to note that ethical standardsrésearch is well-documented by
several professional organizations, such as therisareEducational Research
Association (AERA), American Medical AssociationNA\), and the American
Psychological Association (APA) (Teddlie & Tashakk@009). In the United States,
ethical guidelines are closely aligned with theefiedl government’s order of conducting
human research (Teddlie & Tashakkori, 2009). Frbsearch study, | adhered to the
standards as outlined in the APA manual which diéte.basic ethical and legal
principles underlie all scholarly research andiwgt (p. 11). Whether or not the work
was submitted for publication, “issues relatednstitutional approval, informed consent,
deception in research, and participant protectshrasild be carefully considered...”
(American Psychological Association, 2010, p. 20).

The inclusion of human participants required apptéom the Institutional
Review Board (IRB) at the University of AlabamaBatmingham. Respondents were
sent a formal letter via email explaining the pwof the study and inquiring about their
interest in participating; they were given two wees respond before follow-up. Follow-
up was not necessary because study participamsnesd within the two-week
timeframe. A list of participants was compiled, alinwas used to schedule interviews.
Approximately sixty-minute “in-depth, open-endedtdrviews with study participants

were conducted (Creswell, 2007, p. 289).
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The next step in the process was to create ammgirconsent form which
referred to the participant’'s agreement to paréit2gn a research study (Teddlie &
Tashakkori, 2009). It was vital to obtain consénihé study posed a threat to the safety
or welfare of the participants (Teddlie & Tashakk@009). The consent forms addressed
the participants’ right to privacy which includedamymity and confidentiality (Teddlie
& Tashakkori, 2009). For this research study, tgut the participants' identity, |
assigned each participant a pseudonym.

In order to garner support, | conveyed to partictpdhat they were participating
in a study and informed them of the study’s purp@zeswell, 2008). However, study
participants were given the option to discontirrtparticipation in the research study
at any time without negative consequences. | peavittis information in the consent
letter as well as a verbal explanation upon meetiitig study participants.

Role of the Resear cher

As a researcher, | played a critical role in thaldative research process
(Lichtman, 2012). | was the principal componentiata collection and data analysis
(Lichtman, 2012). | was a graduate student pursaiR@.D. in Educational Leadership. |
was a 14-year veteran educator in the urban schsimict. For this phenomenological
research study, | chose to bring in my experieasesn urban educator (Creswell, 2007).
| maintained a reflexive journal throughout thedstwhich allowed me to reflect on my
years of experience as an urban school educat@anAspiring school administrator, |
wanted to discover firsthand what study participatgal with on a daily basis in their

personal, professional, and sociocultural liveafaigan American female school leaders
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in suburban school districts. As Collins stated9“...each of us must learn to speak
for herself” (p. xiv).

Although I had experience in urban school distrittaay eventually become a
school leader in a suburban school district. | graut would be beneficial to know what
to expect. As a result, | could make sure that$ peepared yet open-minded to create as
many positive experiences as | possibly couldlt tfet these suburban school leaders
had a major advantage over urban school leadeasibe¢hey had more resources
available to them. As an urban educator, | knewctialenges which were involved with
inadequate funding and scarce resources. | expezfed school leaders who were
pleased with the material benefits of being inlausban school district.

On the other hand, | discovered how receptive mesntiethe community truly
were to an African American female school leadéndgined that there were individuals
who embraced it and those who did not. | was hdpgkéi there were more individuals
who were forward- thinking with regard to havingA&inican American female school

leader.
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CHAPTER 4
Report of Research Findings
Introduction

As indicated in Chapter 3, this research study demsgned to explore the lived
experiences of 10 African American female schoatlirs in suburban school districts.
Because my primary focus was on the lived expeegrepersonal, professional, and
sociocultural—a phenomenological study was condlctsccording to Lund (2007),
“Qualitative phenomenological research evidendeelgeved to be representative of
reality as perceived, not removed from the paréiotp’ experience by several layers of
theoretical interpretations offered by the researc{p. 384). A phenomenological study
delineated the meaning of lived experiences foersswndividuals (Creswell, 2007). The
objective was to focus on what participants hadommon—shared, lived experiences
(Creswell, 2007). As Mogadime, Mentz, Armstrongd &foltam (2010) stated, “The goal
of qualitative research that has emancipatory enttsbe able to understand particular
experiences and how such lived experiences migitegtualize social conditions that
would otherwise remain silenced” (p. 816). As tesearcher, | wanted to give voice to
the experiences of these school leaders so thastbees would not remain silenced.

This phenomenological study was guided by thetalhg central research
guestion: How have personal, professional, ancosattural experiences played a role in
being a school leader? The subquestions for tliy stere: (a) What challenges have

participants encountered as a result of being ailcaf American female school leader in
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a suburban school district? (b) How do participai@al with these challenges? (c) What
positive experiences have occurred as a resukioflan African American female
school leader in a suburban school district? (dyldo participants acknowledge these
positive experiences? (e) How do participants ladamork, family, civic, and other
obligations in their current position?
Context

Ten individuals identified as African American falas who served as assistant
principals, principals, and central office admirasbrs with at least three years of
service—not just in leadership—in suburban schsilidts were selected for this study.
Participants were employed in suburban schoolidistiocated in the southeast region of
the United States. As defined in Chapter 1, subudghools “are located in residential
areas on the outside of metropolitan areas and amdpgo many urban schools, often
have higher standardized test scores, college gateg, and attendance rates” (Tefera et
al., 2011, p. 1). This research study spanned sd¢oos distinct suburban school districts.
Actually, the three smallest school districts wieithed from the largest of all the
districts. The largest and oldest district begathenearly 1800s and was so expansive
that it was home to urban, rural, and suburbandsh@Vith such profound reputations
for academic and athletic excellence, the thredlenschool districts had not been in
existence for a long period of time. Two of the eemmg school districts were formed in
the same year—1970. The final district did not hagtil the late 1980s.

Participants
For this research study, to protect the partidigadentity, | assigned each

participant a pseudonym. | utilized this actiororder to ensure confidentiality. Each of
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the participants was briefly described below webard to their pseudonym, year their

educational career began, highest degree attgotedile, and years in current position

as shown in Table 1.

Table 1

Participant Summary Data

Pseudonym Year Began in Highest Current Position Yearsin
Education Degree Current
Position
Angela 1993 Doctorate High School 5
Assistant Principal
Beverly 1986 Doctorate Director of Student 7
Support Services
Celeste 1998 Master's Elementary Schoo 2
Assistant Principal
Diane 1998 Educational Elementary Schoo 2
Specialist Principal
Elise 1991 Doctorate Middle School 2
Principal
Faith 1999 Doctorate Elementary Schoo 1
Principal
Gabrielle 1995 Doctorate Elementary Schoo 1
Principal
Henrietta 1980 Educational Elementary Schoo 6
Specialist Principal
(currently
pursuing
Doctorate)
Ingrid 1997 Doctorate Administrative 2
Manager
Jaqueline 1992 Doctorate Curriculum and 1
Technology

Coordinator

Wives, mothers, caregivers, sisters, mentors, @dmis volunteers, support

systems, nurturers, advocates, disciplinarians, gariiliends. These were just some of
the delineations or descriptions of these 10 Afri¢ganerican female suburban school

leaders. They came from a varied background of rexpees yet shared the common

bond of sisterhood when it came to being schoaldea Their journeys to leadership

45



were distinct and remarkable as they rose aboviedgas and setbacks to reach the
pinnacle of school leadership.

The candid conversations | had with these phenam&omen occurred over a
one-month period. Interviews were scheduled in r§pi2013. They were conducted
during weekday mornings and afternoons as wellrashe weekend. Eight of the ten
interviews were held in participants’ respectivécafs. However, two of the interviews
were conducted at local area restaurants. | wasesspd with the positive attitudes of
each participant. Despite the challenges they fastedly participants remained resilient
and spiritually-grounded. As a result, they recdittee fruits of their labor as they were
chosen to lead in suburban school districts.

Participant 1: Angela

Angela grew up in Miami, Florida. She was bormiatblended family. Each of
her parents had been married before—both havingixachildren before Angela. She
was the seventh child and the youngest child ahttegether. Angela stated that her
parents “came to know God and decided to get ntHrri&he was seven years old when
they married and actually served as their flowdrigithe wedding. Neither of Angela’s
parents completed school. Her mother had a fiftdgreducation; her father had an
eighth grade education. Although they were not sthaduates, Angela described her
parents as hard working individuals who knew thee®f an education. They were
successful in making sure that each of their candgraduated from high school.
Angela’s mother always said, “If you want to havgaad life, go to college”. Angela
received a college scholarship and attended thedusity of Miami where she earned a

Bachelor’s degree in chemistry with a minor in maiid Spanish.
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In 1993, Angela began her teaching career atlastbool in Florida before
relocating to her current school district. In 1998e began her teaching career as a high
school chemistry teacher. The road to educaticsali@istration was not easily traveled.
Angela applied for the same assistant principaitjposat her school three times.
Initially, she was not going to apply for the pasita fourth time. However, due to
"divine intervention”, she changed her mind andiagdor the job. Angela was hired as
an assistant principal at her school. She had imeleer current position since 2008.
Angela was married with one college-age son.

Participant 2: Beverly

Beverly grew up in Detroit, Michigan. She relochte the southeast after
graduating from high school. While in Michigan, Bely attended a Renaissance High
School noted for having a high standard of excebeihis was definitely a new
experience for Beverly. Her elementary and middleosls were all Black. Now, she
would attend an integrated high school. Beverlyath#hat she did not feel prejudice at
that point. She explained that they were just Kitky. interest had always been in
education because of the number of educators inwerfamily. Her grandmother
became a teacher when she was told at the coueliloatsshe had pretty handwriting.
Her great great-grandfather was one of four metmungental in starting a school for
Blacks. While in college, Beverly changed her mé&jom psychology to elementary
education. She graduated from college at 20 andrbkgr teaching career. Beverly was a
fourth grade teacher for 10 years before she carhertcurrent school district. She had

been a third grade teacher, technology specialist,an elementary school assistant
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principal. Beverly served as the district’s Direotd Student Services. Beverly was
married with two college-age daughters.
Participant 3: Celeste

Celeste grew up in a community which was not srdom the district in which
sh was currently employed. She attended college lmasketball scholarship. Celeste
indicated that she had a passion for working withggling readers. This was near and
dear to her heart because she had a sibling whdiffealty with reading. Working with
struggling readers became Celeste’s lifelong godl@assion. She began her teaching
career in the current school district in 1998. &ught fourth grade for three years. Then,
she taught third grade for one year. Celeste had ba interventionist at the elementary
and middle school levels. She had also been a esgtifiool reading teacher followed by
an elementary school reading coach. Before Celestame an assistant principal, she
applied for an administrative position for seveargestraight before she was finally hired
for her current position. Despite the wait, Celeg#s resilient and remained optimistic.
She never lost hope in reaching her goal of becgmischool leader. She was a second-
year elementary school assistant principal. Sheonbsthe second African American to
hold this position. Celeste was married with twddren and three stepchildren.

Participant 4: Diane

Like Celeste, Diane grew up in a community whicswot too far from the
district in which she was currently employed. Stieraled college on a basketball
scholarship as well. Diane grew up with both paetwo sisters (she had a twin), and a
brother. She still had dreams and aspirations obtoéng a lawyer and a counselor.
Diane said that thinking about law conjured up titda about counseling. She had been
in education 14 years. Diane had been in her cus@ol for nine years and in the
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current school district for 13 years. Her firstdieilag experience was team teaching while
attending graduate school. Her first official teaghob was in a neighboring suburban
school district at one of the middle schools. Diames a split teacher in which she taught
special education classes—with no certificatiospecial education—the first half of the
day. Then, she taught sixth grade study skillssowill studies for the second half of the
day. Diane explained that she received “a speai#ilto work in her current district with
a school on school improvement. She taught sixddebefore accepting a teaching
assignment at her current school. Diane tauglstudljects her first year. Then, she was
able to teach her two favorite subjects—socialissidnd math. Diane was promoted to
assistant principal where she served for severadraldf years. She made history when
she was selected as the first African American—rmoalemale—principal of her school.
She had been the school’s principal for two yelargne was married with two young
sons.
Participant 5: Elise

Elise grew up in Fort Benning and Columbus, Genr§he graduated from high
school in 1986. She was the first person in heilfato attend college. Elise joined the
Army Reserve because she needed extra money fools&he admitted that being in
boot camp taught her how to be an advocate foelieEise was raised by her mother,
grandmother, and great aunt along with her olddnyaunger sister. She acknowledged
that these three women were the most prominentanties on her life. Elise graduated
with a Bachelor’'s degree and Master’s degree inrsgary mathematics (7th-£@yrades)
from the same university. Her teaching career begd®91 where she team taught with

another teacher. At the end of the year, she redignd began teaching a self-contained
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special education class. Elise said that she toi@hd from work. Finally, she was
released from her contract to teach in her arestification at her previous school.
After a while, Elise and her husband relocated streltaught at yet another high school.
Elise came to her current school district wheretahght at the high school for three
years. Elise was promoted to assistant principlailenpregnant with her youngest
daughter, at one of the district’s middle schodteme she served for eight years. Elise
was a history-maker as well in that she was tts¢ African American—male or
female—to serve as principal in her school. Adaisity, she was also the first person to
be promoted within the same school to the headcelsag position. Elise was married to
her college sweetheart with one adult stepdaugimeérthree school-age daughters.
Participant 6: Faith

Faith grew up in a small town known for its protiue workforce. She was the
older of two siblings (she had one brother). She ra#sed by both parents and grew up
in a middle-class family. Her parents were in tingt fAfrican American class to graduate
from the local area high school in 1971. They dttweere a part of the integration
which occurred during that time. Faith’s parentsamaged their children to do their best
at whatever they did. She described her mothersé®iag individual who pushed
education. Faith said that her mother was a bigenice on her life. Both of Faith’s
parents succumbed to cancer. Her mother died ekboancer, and her father died of
colon cancer. After graduating from high schoolthrattended a historically Black
college before transferring to a predominantly Whinhiversity. She earned her
Bachelor’'s degree in elementary education. Fafttssteaching experience was quite a

unique one to say the least. She began her teachregr at a juvenile detention facility.
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She said it was one of the best teaching expersesioe ever had. She worked there for
three years. Faith transitioned into the publicostisystem as a fifth grade teacher where
she remained for three years. Her principal lateved her to third grade because of her
strong classroom management skills. She tauglat ¢ghade for two years before
marrying and relocating. Just as Elise did in @lnieoring school district, Faith earned
her first assistant principal position while fiveonths pregnant with her son at a
suburban elementary school. Faith was in hery&atr as an elementary school principal
in the same district in which she began her teacbareer. Faith was married with one
young son.
Participant 7: Gabrielle

Gabrielle grew up in Atlanta and Savannah, GeoBh of her parents were
educators. Her grandmother was a teacher and @gainHer father had been a teacher,
principal, and college dean. Her mother had betaeher and a college professor.
Gabrielle noted that she grew up in an affluent wamity similar to the one in which she
now worked. She said that felt very comfortableadwse she understood what the African
American students were experiencing in her sch®ahrielle graduated from a
comprehensive high school. She attended a hisligrBEck college for two years
before the family moved in order for her fathetdke on a new position. Gabrielle
wanted to be a psychologist until her parents hlaeaat-to-heart conversation with her in
which she discovered that teaching was her trdangalWhen she changed her major to
elementary education, she knew that it was the dlgbice for her. After graduation, she
returned to teach in her former school districtresonly African American in the entire

building. She cried in the beginning but realizedttshe could rise to the challenge.
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Gabrielle took on some leadership responsibilaigsr being at the school for two years.
She returned to school for her Master’s degre@umnseling but had a chance encounter
with a professor who informed her that she “seetodze an administrator”. According
to Gabrielle, this happenstance changed the caditser destiny. Once again, Gabrielle
changed her major and pursued a degree in eduabfidministration. While working on
her Doctorate, Gabrielle accepted a teaching jpositi an inner-city middle school
which she described as “my favorite teaching exgmee”. In addition to teaching, she
served as the school’s substitute administratobri@lée had been with her current school
district since 2002. She began as a middle schesmdtant principal. She was in her first
year as principal of one of the elementary schivotke district. Gabrielle was married
with two small children.
Participant 8: Henrietta

Henrietta was the youngest and only daughteefdhildren. She was raised by
both parents. Henrietta attended an all-Black efg¢arg school before being one of the
first African Americans to integrate an all-Whitgh school. She described those days as
very difficult times, but she persevered. She wasitblazer and a pioneer in her own
right by being the first African American represante on the school’s Homecoming
court and the school’s beauty pageant in whichvatre Henrietta attended a
predominantly White college and earned a degredeimentary education. At the time of
this study, she was enrolled in a Doctoral progfaneducational leadership. Henrietta
began her teaching career in 1980. She was a igaden teacher in the same district in
which she is now employed. After more than 20 yddesirietta became the school’s

technology coordinator for about a year and a I&& continued to move up within the
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district when she became assistant principal dfucfon. Henrietta had been the
principal of her school for the past six years. $fas proud of the fact that her entire
career had been in the same suburban school tistanrietta had been married to “a
wonderful gentleman” for almost 37 years. They tvaaol adult sons. One son was a
police officer; the other son was a magistrate meighboring suburb.
Participant 9: Ingrid

Ingrid was the youngest of five raised by “a styoBlack mama”. She attended
the neighborhood elementary school but decidedtténc a different high school to gain
her own identity as an individual. Ingrid loved l@®mmunity and had several teachers
who were her neighbors. She expressed that sh&usddgdoved her childhood. She
graduated from high school in 1986. When Ingriceezd college, she majored in
pharmacy even though her passion was to be a te&téreoldest brother, whom she
looked up to as a father-figure, told her thatwhs too smart to be a teacher. So, she
majored in pharmacy to please him. Later, Ingricspad another path and graduated
from another university with a degree in Medicat®&els Administration. She enjoyed
her work but then started a family with her husbad told her that she could not keep
up with caring for twin daughters while still atrhe and working. So, she quit that job
before their third daughter was born. Ingrid worleé@ law firm which opened the door
of opportunity to pursue her passion of teachirguBtantly, she became an active
participant of the law firm’s adopt-a-school pragraA university professor observed her
presence in the room with the students and tolddrtbat she had a gift. She responded
by returning to school and obtaining a Master’'srdegn elementary education. Ingrid

was hired before graduation. Her teaching caregame 1997 as a fifth grade teacher at
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a suburban elementary school. She was one of wol\African American teachers in a
school with a student population of 900. Ingriddiaufor seven years before transferring
to her current school district. She served as $sestant principal for two elementary
schools for a year and a half before being platewe of the schools for five and a half
years. Ingrid was in her second year as the Adinatige Manager for the school
district. She and her high school sweetheart had bearried for almost 24 years and had
three college-age daughters.
Participant 10: Jacqueline

Jacqueline grew up in a small, predominantly Bleskn. She was the third of
four children born to her parents. Her father wag@ducator who began his career as a
social studies teacher but retired as a univepsitfessor. Her mother began her career as
a secretary but returned to school in order to teca social worker. Jacqueline
explained that her parents were strong supporfeducation. She attended a small,
liberal arts university on an academic scholarsBie always knew that she wanted to be
a teacher. Prior to graduation, Jacqueline wageaffa corporate position due to her
background in math. Instead of corporate Ameriba,fsllowed her heart’s desire of
becoming a teacher. She graduated in 1991. Jangquelurned home and began teaching
college math courses to nursing students. She nlzsppy because she wanted to teach
high school students. Jacqueline was hired fogh &chool math position and did not
even have to go for an interview. In 1992, she hdga teaching career as well as made
history by being the first African American teacla¢this particular school. She
remained at the school for 13 years. Jacquelingmed from her position in order to

pursue her Doctorate degree. Her journey as a ttdamter began as a high school
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assistant principal for three years. Another opputy became available in her current
school district. She became an assistant prineiptie district’s only high school where
she served for four years. Jacqueline was in h&ryfear as Curriculum and Technology
Coordinator. The position had only been in existgior two years. So, she was the first
African American—male or female—to serve in thgbaecty. Jacqueline was unmarried
with no children.

Themes

Saldana (2009) defined theme as “an outcome ahgazhtegorization, and
analytic reflection, not something that is, in itseoded” (p. 13). A theme is the “implicit
topic that organizes a group of repeating ideasigfdach & Silverstein, 2003, p. 38). In
the search for themes in qualitative data analygddlie and Tashakori (2009)
purported, “There is a search for themes, whichlaalominant features or
characteristics of a phenomenon under study, aatbsges of QUAL data analysis” (p.
252). In order to describe and develop themes trendata, the major research questions
must be answered in order to have an “in-depth nstaleding of the central phenomenon
through description and thematic development” (@etls 2008, p. 254). Themes which
are gathered may be compared with study particghgmersonal experiences or with
existing literature on the topic” (Creswell, 20@9,64).

A fifteen-question interview protocol was develdder study participants.
Initially, study participants were asked about thgickground (ex. upbringing,
education, interests, etc.). The open-ended, fafaek interviews were 60 minutes with
study participants with the exception of one pg#at’s interview which was 90 minutes

in length. Although one interview was conductedwatach participant, follow-up
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guestions were asked to garner more details wgardeto their experiences. Interviews
were audiotaped on a digital recorder and tranedrib which study participants had the
opportunity to review and check for accuracy. Taaibed interviews were sent via email
to each study participant. Four participants regpdnwith corrections to their
transcriptions. By asking open-ended questionslygparticipants were provided with the
opportunity to share their lived experiences with@straint or other past findings
(Creswell, 2008).

Upon completion of verbatim transcriptions of fieindividual interview
recordings for study participants, the processabé édnalysis began. By reading each
transcript multiple times, a deeper understandiag gained of each participant’s
experience (Saldana, 2009). Transcripts were ligadimes while writing preliminary
jottings (Saldana, 2009) in the right and left hamargins of the transcript. These jottings
were the first phrases which came to mind whileliregaeach transcript several times
(Saldana, 2009). As stated by Saldana (2009), “Tjo#yngs] don’t have to be accurate
or final at this point, just ideas for analytic saeration while the study progresses” (p.
17).

After reading each participant’s transcribed wiew, | created a table utilizing
Microsoft Word. The table consisted of three colgrfor data organization. In the first
column, actual statements or raw data were typeldi§g8a, 2009) from each participant’s
interview. In the second column, codes were typeskd on notes from preliminary
jotting of the responses provided by participa@iseéwell, 2007). A code is described as
“a word or short phrase that symbolically assigss@mmative, salient, essence-

capturing, and/or evocative attribute for a portidmanguage-based or visual data”
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(Saldana, 2009, p. 3). These codes originated fhenactual statements of study
participants. In the third and final column, thenadgch emerged were typed from the
combination of preliminary jotting, actual staterteear raw data, and codes. Themes
surfaced as a result of the repeating ideas whiahygarticipants had in common
(Auerbach & Silverstein, 2003). Also, a reflexiifnal was maintained (Creswell,
2007, 2008) in which thoughts and feelings wereessed at least twice a week
reflecting on each participant's experiences ataggbersonal experiences as an urban
school educator and aspiring school leader.

Textural descriptions were written “of the expades of the persons (what
participants experienced)” (Creswell, 2007, p. Wil exact quotes from participants’
transcribed interviews. These descriptions aidemtedibility and trustworthiness of
gualitative research. Thick, rich descriptions wemgployed because qualitative research
allows the various stories or experiences of padits to be heard (Gamson, 2000). A
picture was painted with words in terms of the sradsualizing participants’
experiences as it truly happened.

In addition to textural descriptions, structurakdriptions were employed as well.
Creswell (2007) defined structural descriptionsShesv they (participants) experienced it
in terms of the conditions, situations, or contdyt’60). Examples of structural
descriptions were meetings with fellow colleagyesents, teachers, and students,
working relationships, and/or conversations andudisions. According to Creswell
(2007), “a combination of the textural and struatwescriptions” conveys an overall

essence of the experience (p. 60).
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After analyzing the data, the following themes egeerfrom this research study:
personal experiences (a) race and gender in school leadership, (bhgdar family and
self, (c) resilience and spiritualitgy ofessional experiences (d) education and upward
mobility, (e) mentoring and networkingpciocultural experiences (f) effective
communication and positive working relationshipsd &g) child advocacy and
community partnerships as shown with codes in TablEhe themes served as a
reminder of what study participants encountered daily basis as they worked to serve

their families, their schools, and their commusitie
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Table 2

Summary of Codes and Themes

Codes Themes
* Being African American Race and Gender in School Leadership
* Breaking down color barriers or

walls
* Male vs. Female
 Women as natural-born leaders
* Family as priority Caring for Family and Self
* Personal and professional growth
 Remembering what is important
o Celebrating self by celebrating

others
« Being spiritually-grounded Resilience and Spirituality
» Strong connection and relationshig

with God

» Defining your own identity
» Being courageous to lead

* Education as priority Education and Upward Mobility
e Preparation through leadership
programs

« Doors of opportunity being openec
« Transitioning from teacher to
administrator
* Making connections Mentoring and Networking
* Empowering others
e What to do vs. What not to do
e Support systems
» Consistent, constant, and open Effective Communication and Positive
e Listens to others Working Relationships
e Teamwork with
colleagues/cohesiveness
e Building relationships
* Sense of duty Child Advocacy and Community
» Leaders with a heart for children Partnerships
* Working with families
» Serving the community
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Race and Gender in School L eadership

The first theme to emerge from this study was eawegender in school
leadership. Patton (2009) revealed, “Although &fn American women share common
experiences with both the men of their race andt&#Whiomen, they also possess an
individual, yet collective standpoint that warraatiditional research and provides
information about their unique presence...” (p.)58ludy participants were candid about
their experiences of being African American anddémn a leadership position in their
respective suburban school districts. Despite ptamavithin their school districts,
study participants experienced challenges and plisapnents.

Diane, an elementary school principal, was trst f\frican American principal—
male or female—in her school's history. She cometent

But, | am the very first Black person to be a pipa¢ at this school period. We've

had a Black assistant, but we’'ve never had a Bhaickcipal. We didn’t make a

big deal out of it, but, we didn’t know how it wgene go when | got the job. But,

it does make a huge impact on our Black students fAidey are so much more

respectful. They see an influence that | can beebet

Although Diane was a history-maker as her schdidsAfrican American
principal, she seemed extremely nonchalant abo8h# even admitted that it was not
made into a big deal at the time because she wasir®how her appointment would be
received by others. There was no celebration arigpecognition for her being
promoted to principal.

Consequently, Ingrid faced a challenging situatiershe attempted to make the
transition from assistant principal to principalnfale with less education and less

experience was always selected for the desiredigosif principal.

But, when it came down to making hiring decisiamsg example is | had four
maybe five years of experience and my Doctorateeatime, and they chose
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someone with two years’ experience—Master’s. Aredwias still working on it

by the way had not earned it at the time. He wasraon that | had mentored. He

was one of my teachers as a matter of fact wheaslam assistant principal at that

particular school. The next person they choose érgabto be an African

American. He was the person that replaced me. 18® again, less experience,

less education. The next person was another pétsahmentored. | mean so on

and on and on. Nobody ever had the same amounrpefience, credentials,
anything that | had. And, | was always told | was tine right fit. | was not the
right fit. So, it was hard to take.

Even with Ingrid being highly qualified to becomencipal at her school, she
experienced great disappointment when someonevelsalways selected for the
position. She was told that she was not the righDtiring that time, she began to
second-guess her identity and her purpose. Noglsslected as her school's next
principal was difficult for her to comprehend.

With regard to gender, Angela admitted that thegee situations in which a male
was needed. Then, there were situations in whiehnsls called to the rescue as a
female.

Then, there’s some parts, you know, | don’t hesitatcall a male and say, “Ya'll

handle this”, you know or whatever. Or, they wdllane in when it's a female.

They'll say, “You handle this with a lady or wha&s¥ So, there is a strength in

having a balance. You know, it's not that you coxtithandle it. You would if

you had to, but one of the beauties of it all &t §you realize that you don’t have

to do this alone. You don’t have to have all theveers.

In Angela’s situation, being a female was not sgaely good or bad. Her gender
was viewed as advantageous when male colleagudsdhber assistance in dealing with
certain disciplinary issues. By the same tokenjritaa male administrator was an
advantage for her when she was in need of assestanc

While serving as assistant principal, Faith hapegiences with racism from

parents at White and Black schools. She attribtitenl actions and reactions to the

school culture.
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I've been called the racist names by parents tleatipset at something that | did
as a discipline issue to their student or a catherway that | wanted something
done in my particular school. And, that was usuadhen | was at majority White
schools. However, when | was at my majority Blacka®ls, | wasn’t
necessa...that wasn't necessarily viewed, but themsljust considered other
names because | wasn’t seeing it the way thatulzeyed it to be done. | have
seen racism at both parts whether it's parentkings of that nature. But, | think
it was just at that particular time the culturettyau were in that played a part in
it.

Despite dealing with racism from Blacks and Whitéaith maintained a positive
attitude. She believed that those challenges vemndts of the culture at that time. She
did not take it personally. Therefore, she was &blemain focused and do her job as a
school leader.

Of the ten study participants, Henrietta was #@@ veteran educator with over
30 years’ experience. When people came to seé¢hsgrwere surprised to discover that
an African American was the principal. However, plets reactions did not bother
Henrietta at all.

It is not a surprise to me anymore that when peopee into our school building

and they ask for the principal of the school aagpear out of this office that

their face is, ah, it tells the story. I've seemany times. | cannot deny that they
are not surprised it's not because I'm a womas.lg&cause I'm an African

American. And, | just smile and introduce myselflgout them at ease. And, they

quickly know that I am the principal here and lldeow what I'm doing and | do

know what I'm talking about. Yet, | understand ttiagy're a little bit off -
balance, but I'm not off-balance. And, that's wisathportant.

The reactions of others did not cause Henriettade focus of who she was as a
school leader. Her confident and pleasant demesigoified that she was more than
capable to serve as the school's principal (Set@84). As long as she remained

balanced and focused, Henrietta said that she uits @ppable of fulfilling her role as

school principal.
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Like their minority urban female counterparts dstparticipants experienced the
challenges of racism and sexism (Bloom & Erland2883; Chisholm, 2001; Holtcamp,
2002; Reed, 2012; Smulyan, 2000) but rose abowsetbballenges to become school
leaders. They also made history by being the Aifatan American females to serve in
their respective positions (Boukari, 2005; Clay&&laughter, 2012; Katz, 2012; Loder,
20005; Randolph, 2012). They were able to rise altbg challenges and overcome the
obstacles in order to be in positions of leadershfgcan American women can serve as
“bridge leaders” who are responsible for “leadimgedse school communities” as well as
role models “for educational leaders in twentytfogentury schools” (Horsford, p. 12).
As indicated in Chapter 2, the combination of rand gender provided a deeper
understanding of perception on the part of Afriganerican principals and other
individuals within the field of education (Witheimmn & Mitchell, 2009).

Caring for Family and Self

The second theme to emerge from this study wagpamnts’ responsibility of
caring for family and self. To explain the valuewdiat women contribute, Milkie and
Peltola (1999) purported, “The literature on wonseand men’s daily lives is fairly
consistent in reporting that the total demandsropleyed women (paid work,
housework, and child care) are higher than on eyeplonen” (p. 478). Study
participants identified the obligations to theihsols and their families. But they had the
dilemma of remembering to take care of themselvatevearing for everyone else. In

many cases, taking care of “self” involved takirgecof others.
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Gabrielle revealed that it was quite challendorgher with all of the
responsibilities that came with being a school éeadife, mother, and volunteer but that
she managed with “her village” and compartmentadjzi

| manage all of those things by having...I have tRbdnes, two iPads, two

calendars, and all of these things, and | haveramanity of friends and family

who | can plug into different things to help metdkes a village for real. (laughs)

So, ljust I try to compartmentalize. That's sordeiee | would give people.

Compartmentalize some of your life. As a schoali&aespecially as a woman,

because if you're fortunate, you will have workuybhave your parents, your

extended family. So, you're a daughter, you're dheng you'’re a principal or
administrator of some sort or teacher or whatewerdo.

Gabrielle, a first-year principal, relied on hégatronic devices and the kindness
of family and friends to assist her with family deeAlthough balancing family and
work was a challenge, she had a can-do attitudetawerything. By compartmentalizing
her life, she was able to fulfill her responsilgi# as a wife, mother, and school leader.

Initially, Elise was hesitant about moving to awarea, which was home to her
husband, especially with having a strong supp@tesy in her own hometown. However,
in her opinion, the move proved to be “a blessingtause of her in-laws willingness to
lend a helping hand.

And, my husband’s family lives here. So, that wédessing. | didn’t wanna

move, but it was a true blessing. The Lord do bbéften me because | can always

call on them to come help out although they Iidistance of about 30 minutes
away. They always help out when they can. Well,ciwhs all the time.

Even as a school leader, Elise realized thattdhbad the task of being a wife
and a mother. She was responsible for taking danerdamily. Yet, she was fortunate to

have her in-laws step-up and provide assistanceevies needed, which she said was

quite frequently.
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With regard to taking care of self, Beverly chtsécut back on some things”
because of health challenges with having multiplerssis (MS).

And so, one of the things with MS, you just hav@ay attention to your stress

level because your stress will (finger snap) (itided sound) of MS quicker than

anything. So, when | feel it when | feel it, | s8{o, | can’'t”, you know. No,
seriously. | have to do that. | come home. | gglaas of wine, get my book. And
say...And anybody who knows me knows when | say ‘that’s it.

Beverly dealt with the challenge of MS. Becauséhaf debilitating disease and
the toll it took on her body, she learned the pogfesaying, “No”. She knew the
importance of her taking care of self. She knewmigough was enough. Therefore, she
had no problem with saying, “No”.

For Jacqueline, taking care of self meant estaiblgsboundaries with others. She
had to learn the importance of respecting her osumbaries and expected the same from
others. She felt the strong need to help hersekise she was too consumed with work,
“But anyway, | feel like | make sure that peopletwnwhat my boundaries are, and that |
(laughs) respect my own boundaries and that | éxpatthey do so. That has helped me
with the manage piece”.

By establishing boundaries, Jacqueline was abtar® for herself and aid others
with being responsible for their own work. She izad that she could not be an effective
school leader without establishing and respectiegobundaries which she set.

Taking care of family and self were critical t@tbuccess of study participants
just as it was to the success of minority urbanalenschool leaders. Study participants
had the major responsibility of taking care of fhniLoder, 2005a). Although taking

care of family was important, they realized thechektaking care of themselves as well

(Gardiner et al., 1999). By taking care of famihdaself, study participants were able to
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focus and fulfill their obligations as school leeslé@Jackson, 1999). Even though caring
for family and self meant different things to egarticipant, they realized that they had a
responsibility to do that as wives, mothers, arftbsetleaders. It involved caring for
small children, volunteering, saying no, and essalblg boundaries. Family and work
are viewed as two circles of women’s dual rolesg@tg & Halpern, 2010). The
successful combination of both is dependent upendblponsibilities of those who were
an integral part of both worlds (Cheung & Halp&@10). Being able to balance both
roles is a developmental process (Napholz, 2000).

Resilience and Spirituality

The third theme which emerged from this study vesdience and spirituality.
Although resilience is an important quality for echleaders to possess, individuals have
to make a personal choice to be resilient (Allis201.1/2012). An integral part of making
that choice is to renew one’s self. A resiliendieaengages herself “physically,
emotionally, spiritually, and intellectually” (Aon, 2011/2012, p. 80). By renewing
themselves, school leaders are able to carry eudéimands of their job (Allison,
2011/2012).

Study participants were no strangers to setbackgpdointments, and challenges
in their personal or professional lives. Regardtdgte obstacle, they were able to
persevere and epitomize resilience. As a new ahckaith had to deal with the death
of her mother to breast cancer. She took the helmeraschool in July 2012 and her
mother died the following month. Without giving tight to her own grief, she focused
her attention on the needs of her teachers who eeakng with their own grief as well.

My father had colon cancer. My mother had breastea My father died the
week before his 89 birthday. And, my mother died probably six it'selpesix
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months before her 8birthday. And, they'll tell you | don’t mind theeopming

to me about personal...I've had teachers that hastealtot people in their lives—

lost people that were close to them this year. Awlitin’t have time to have my

self-pity party because | lost my mother. | hadtEp up to the plate and offer
advice that would be comforting to them.

In the midst of her own grief, Faith focused outsvay turning her attention to
the needs of others. She was a source of comfdrst@ength for those she led as they
faced adversities in their own personal lives. &mbodied true selflessness when she
could have chosen to focus on her own loss.

Celeste remained resilient after applying for ssistant principal position seven
consecutive years. She also maintained a positivede despite disappointment.

That'’s the big thing that...it took seven years befldpecame a principal. |

applied for seven years straight. | never gavd dpin’'t get down and out and

say, “What’'s wrong? What am | not doing”? | learniedt it is important where
you go. It's...don’t just go to any school. It is ionpant where you go.

It would have been much easier to give up thasgwere. Despite waiting for
several years to become a school leader, Celestmed positive and did not quit on her
desire. In essence, timing and being in the righoel were essential. Her persistence
paid off because she was hired as her schoolstassprincipal.

While facing disrespect and humiliation at thedsaaf her principal, Ingrid was

reminded by her youngest daughter to rememberurpope.

And my youngest daughter looked me in the eye stiedsaid, “Mama, remember

why you do what you do”. And, | looked back. | sgfgened my little self up. |

put my heels back on, fluffed out the hair, andfogus shifted back to the
children. So, that has been that piece that hdly regacted my life. So, every
day | think about that. Remember why you do what go.

From the encouraging words of her youngest daugimgrid was able to regain

focus and remember why she was in education; itallaout the children. Once she

67



regained her footing, Ingrid was able to move fadna her role as a school leader in a
different capacity.

A major influence in study participants being resit was their spiritual beliefs.
Through their conversations, it was obvious thattsjality was of great importance.
Spirituality was actually the core of their decisimaking and their relationships with
others. There needed to be an inner strength andrgo be able to endure what they
faced on their journey as school leaders. Althdeglership positions and actions varied
among study participants, they exhibited behawdrh identified them as “partnering
with God as their leader, and they, in turn proditeadership to their schools”
(Witherspoon & Arnold, 2010, p. 226).

Diane recognized her faith in God for being in bement position as principal.
She believed that her faith made all things possibl

If | didn’t have the faith that | have in God, Imlbthink | would be where | am.

We have the choice to make every single child i; sbhool to be successful.

And | know they say, “Oh, my gosh, that's not pbgsi. All things are possible.

As long as you think it's not possible, it's not.

Diane attributed her faith in God and believingtthll things were possible to her
success as a school leader. She remained optitthatievery child in her school could
be successful. It took the willingness of teaclaerd students to believe this was true.

Beverly attributed her decision-making to God vhiezas a little bit scary to her.

Her faith in His guidance provided her with the @ge needed to fulfill her role as a
school leader.

So, it’s just that, you know, God has had His handne every step so which

scares me a little bit. That means there’s somegtfaintastic I'm supposed to be

doing in my job right now—there is. There’s somethbig I'm supposed to be

doing. And, it kinda scares me about what the lweadts me to do. But, I'm
trying to stay in touch with Him. Trying to staytouch to see what it is that He
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wants me to do on this job. Listen to Him and séatvis direction to me is.

And so, with the Backpack Program, He told me whegted to do with that. And,

He’s guiding me.

By crediting God with leading her, Beverly wasetu respond to a need to
eliminate child hunger in her school district thgbuthe Backpack Program. Again, her
faith in God's guidance allowed her to make qual@gisions in her role as a school
leader.

Resilience and spirituality were significant nretlives of study participants as
well as in the lives of urban school leaders. Bseanf their faith in God and trusting
His guidance for their lives, they were able tovsee, thrive, and persevere. In order to
be resilient, it was quite obvious that study ggrants had to be disciplined by
preparing themselves to meet and overcome theeclggs of being a school leader.
According to Allison (2011/2012), resilient leadare optimistic without being blind
or naive to the challenges around them.

By being spiritually liberated, these school leadeere able to employ
spirituality in assisting them “with leading theichools” (Dantley, 2010, p. 219). Study
participants communicated that being spirituallgtgrded gave them the strength they
needed to bounce back after grief and disappoirttarehto move forward into
educational leadership. They felt strongly that @odcted them in their decision-
making as school leaders (Sherman & Wrushen, 200@erspoon & Arnold, 2010).
Therefore, spirituality played a vital role in theersonal and professional lives

(Holtcamp, 2002).
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Education and Upward Mobility

The fourth theme to emerge in this research stuay@ducation in the lives of
study participants and how it played an integrat patheir upward mobility. According
to Cheung and Halpern (2010), “An important pathiad success for most of the
contemporary women leaders was through educatmrt’88). Study participants learned
the value of obtaining an education. Parents ladtih them that the way to a better life
was through education. In many instances, promatideadership positions came as a
result of higher levels of education. At the sameet however, there was a sad reality
that higher levels of education did not always lead desired outcome.

Even though Angela’s parents were not college uatas, they believed strongly
in education and insisted that all of their childeg least complete high school. Angela
described how her mother instilled in her that hg\a good life meant going to college:

So, | had to use my brain, and my mom told me..s&ld, “Your brain would be

your ticket, and it's going to change your quabfylife”. And she said, “If you

want to have a good life, go to college”.

In Angela’s case, she learned from her motherathatation was the key to a
better life. Her mother encouraged her to learthalt she could. Angela heeded her
mother's advice and learned all that she could hwiesulted in a Doctoral degree and a
better way of life.

Although pursuing a Doctorate degree in educati@aaership consumed a great

amount of her time, Henrietta offered this piecavisfe advice specifically to African

American women:
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My interests right now are all focused on finishthgs degree. |, everything that |
read, everything that | touch, everything thatihkh(laughs) has to do with this
degree. And by all means, as an African Americamwa, get all of the
education that you can get behind you and expexdliexce. And, you darn sure
better deliver excellence yourself.

As a graduate student, Henrietta made a tremerssmungice as she pursued her
Doctoral degree. She encouraged African Americam&roto prepare themselves for
leadership and always exhibit a spirit of exceleenc

After earning her Ph.D. in educational leadershise explained why she needed
to earn her Ph.D.:

| finished my Ph.D. in May of 2011. | decided td gey Ph.D. as opposed to my

Ed.D. because | didn’t want anyone to ever saye&dimat | couldn’t do something

or have something because | didn’t do the highessiple. I'm not knocking

Ed.D. because it's only three courses three or ¢ourse difference. I'm not

knocking Ed.D, but | didn’'t ever want anyone to $@ell, if you had this...” So,

| wanted to have the highest that you could poggjbt...

By earning her Ph.D., Elise viewed this accompfisht as the highest
educational attainment. Her rationale was thatdéth@ot want to run the risk of being
told that she was not qualified enough for any éeshlip position. She did not want to
miss any opportunities that she felt she rightlyeseed.

Just as Angela’s mother told her that going téega would afford her a better
life, Ingrid had been taught the same philosophhéy“village” while growing up. She
held the strong belief that being highly educatedid result in being promoted.

But, | think what has really caused my heart thestamguish is that | was always

taught by my parents and church leaders, peopteyinommunity that if you

worked hard, if you became educated, if you didhabke things to sit yourself in

a position to be promoted that you would. And, thabt true. So, | had seven

different opportunities that | applied for. | wowddy six of those | was the most

gualified, most educated, most experienced, and hot get those positions. So,

that kinda devastated me. It really did. It begamake me question if | really
was able to do the things that | thought | could do
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Even though Ingrid was more than qualified to mee@ school principal, she
was faced with disappointment when she was nodHtoethe position. This setback
caused her to wonder if she would be successfwhat she desired to do as a school
leader. It left her feeling devastated and askimgstjons because she did everything she
was supposed to do to receive the promotion.

A former principal and mentor was instrumentap@rsuading Faith to pursue her
Master’s in educational leadership. As she comnakite saw something in her that she
had not seen in herself:

And my principal at that time, (hame of principaw something in me and

decided that he was gonna give me more responigiids, you know, working

in the leadership. So, he pulled me out of thesttasm and gave me a reading

intervention position which gave me an open leeteasinda help more with the

administration.

All it took was encouragement from a former prpatito get Faith headed in the
direction of school leadership. She noted thainecipal saw leadership ability in her
and allowed her to take on leadership roles witl@nschool. With her principal's
blessing, Faith returned to school and furtherededeacation which prepared her for her
role as a school leader.

For study participants, education was the catalysth elevated them to
leadership positions within their respective schastricts. This was also true with
regard to minority female urban school leaders.odding to Karpinski (2010), education
has long been valued by African Americans. In pasturies, African American men

and women formed schools and worked tirelesslynstli the importance of education as

a way of uplifting the African American race (Bouk&005; Murtadha & Watts, 2005).
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Additionally, study participants learned educasoralue and benefits and were
taught this at an early age even though educatamelusive to previous generations.
Parents imparted to these individuals that educatias the key to a better life. Wernick
(1994) admonished, “The human capital theory sugdhat individuals are rewarded in
their current jobs for their past investment in@tion and training” (p. 13). Colleges
and universities with educational leadership prograieed to make a conscious effort to
reach out to more minority women (Haar & Robicheif)9). For advancement in their
professional careers, school leaders have to atteepghallenge of graduate school and
beyond (Gupton, 1996; Wernick, 1994).

Mentoring and Networking

The fifth theme which emerged in this researchstuas the role of mentoring
and networking in the professional lives of scHealders. Mentoring involves the
development of others within an organization (Gratlymm, & Peery, 1998). As a
companion to mentoring, resilient leaders make eotions by networking with other
professionals, colleagues, and/or family membehss@h, 2011/2012). Study
participants served as mentors and protégés weileanking with others. Only one of
the school districts had an actual mentoring pnograplace for new administrators.
School leaders in the other school districts dised$iow they received advice from
others in more informal ways when needed.

Diane took the time to mentor her teachers and emeouraged them to pursue
educational leadership. She was instrumental iltimgi leadership capacity in others.

| also I'm a mentor to my teachers who want to teiaistrators one day.

Whenever there’s a workshop, and I'm a member eftiame of the

organization), | invite them. | send them or takenh with me so that they can see
what administrators do. Anytime | have informatetdrout being an instructional
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leader | give it to them. | also email some otlearchers and say | think you'd be
a great teacher leader or administrator.

As a result of Diane’s mentoring teachers whorasjei be school leaders, she
was building leadership capacity within her schétdr ability to see the leadership in
others was a testament of her strength as a sidamt#r. She was already blazing the trail
for future leaders to follow her.

Gabrielle mentioned that there was no official toeng program for a new
administrator. However, she did have a mentor ftieencentral office.

The one thing | have said 10 times is that ther@imentor for a new principal.

There’s so many things that you don’t know. In district, there’s an attempt to

mentor, but in most schools and districts, thingssa political that you're very

cautious about sharing too much or giving too maetd to find someone who
you feel very comfortable sharing your flaws wiBut, | will say that | have been
fortunate to have a mentor.

Consequently, Gabrielle longed to have an offimahtoring program in her
school district. With the challenges of being atfiyear principal, she felt that an official
mentoring program was needed in order to assmtswering the many burning
guestions that first-year administrators have. Regpe lack of an official mentoring
program, Gabrielle was fortunate to have an uniaffimentor who helped her.

Unlike Gabrielle's school district, Faith's schddtrict had an established
mentoring program for new administrators. Her meptovided support when needed
which was beneficial to Faith as a first-year pipat

| have a mentor in (name of school district). Thegigned a mentor—a principal

to every new principal coming. Her school is quatiun size of my school.

However, she is there if | need her. | can shooeheemail if | gotta question. |

can call her—anything. And, she is my mentor foo ears. So, for whatever |
need, she is there.
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Faith was grateful to have a mentor who assiséednhmaking the transition from
assistant principal to principal. She was ableaeehwhatever she needed addressed
whenever she needed it. Having a mentoring prodgoamew administrators was critical
to Faith's success as a new school leader.

Networking with the other middle school principaisher district and
communicating with mentors outside the districttikkélise from going out on a limb and
away from everyone else.

| don’t wanna go out on a limb and end up out thsrenyself. So | talk to the

other principals at the other middle schools. lehasme mentors outside the

district that | call--African American mentors—A¢an American female, African

American male, some that have been my administsaadministrator, some who

are currently administrators who are not centratefpersonnel. If | have a

guestion, | pick-up the phone because the lastjthimanna do like | said is go

out there on a limb and then look back and everylatgk is still on the tree.

For Elise, she did not want to be out-of-the-laoper school district. She
remained in constant contact with the other middleool principals as well as others
outside of the district. She did not want to begtdatoff-guard with anything happening
in her district. Therefore, her mentors providedwih the information she needed to
make the best possible decisions.

Angela summarized perfectly the impact that mengoand networking had on

the professional lives of school leaders:

And, when you realize that you cannot do it by welft that's the beginning of

your strength. Because | like to refer to myseladsrtle on a fence, there’s no

way | could have gotten up there by myself. Andeteno way | could stay up
there unless somebody’s helping me out. And as &snge know we need that
help, we can go places. Somebody’s gotta put yeretfirst before you can be on
the top. If you think you can do it by yourself,ue never gonna get there...

Even with the hard work and long hours that cantk being a school leader,

Angela knew that she was in her position becaugpeople who helped her along the
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way. She could take no credit for being on theliepause someone assisted her with
being there. For Angela, it was about not forggttimse who were there for her when
she needed them.

Just as urban school leaders benefited from megtand networking, study
participants benefited as well since mentoring aevorking provided them with the
support and guidance needed as school leadersi(@tllal., 1995; Gardiner et al., 1999).
Mentoring and networking were highly valued (Enimet al., 2000; Peters, 2010). The
advice and encouragement of others was instrumensalidy participants thinking
seriously about pursuing educational leadershiptépan, 1998). Leadership
opportunities were provided by former principak\véng as mentors, to grow in their
leadership abilities while serving as classroonchiees (Mendez-Morse, 2004). These
mentors supported study participants in furthethregr education and obtaining graduate
degrees in educational leadership. Also, studyqgyaants took the time to mentor
aspiring school leaders as they encouraged thgrarsue their aspirations of school
leadership (Sherman & Wrushen, 2009).

With regard to networking, Bolman and Deal (208@}ed, “Getting things done
in an organization involves working through a coexphetwork of individuals and
groups. Friends and allies make things a lot eape04). Study participants
networked with other school leaders who kept theformed of pertinent information.
Mentoring and networking proved to be invaluabl¢hiat study participants knew they
were not alone; there were others to aid themeir guccess as school leaders.
According to Dunbar and Kinnersley (2011), “Womevé much to contribute to the

leadership of educational institutions; their tédeand abilities should be utilized to the
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fullest. Women need mentors to show them the walytaimelp them succeed as leaders”
(p. 22).
Effective Communication and Positive Working Relationships

The sixth theme which emerged from this reseanathysivas effective
communication and positive working relationshipsh&ol leaders and those they lead
play integral parts in effective leadership relasbips (Marks & Printy, 2003). An
individual's character is always communicating tbess, and it causes others to trust or
distrust (Covey, 1989). Iheading in a Culture of Chang€&ullan (2001) indicated,
“...schools and school districts can get tough altudent learning, can use their minds
to identify new and better ideas, and can establigltegies and mechanics of
development. But successful strategies always wevalationships, relationships,
relationships” (p. 70). Study participants utilizheé art of effective communication to
build positive relationships with faculty and staffudents and parents, and other school
leaders as well. The overall purpose was to budtt@g team or unit within the school
community to make an impact on the surrounding camity.

Celeste utilized he 7 Habitdo help build school community. She encouraged her
faculty and staff to take care of home first inartb perform their daily duties. Celeste
called her school a family and worked to ensuré¢hah person remembered that.

This year | didSeven Habits: Building a Leade%nd, | talked about this to our

teachers that they have to start with the end mdmrhey got to keep first things

first. And, | told them that home is first. Takeea@f home. | talk to my classified
workers, and | do the same thing with them on H#messcale because they're just
as important. So, | built that sense of communitew!| first came to keep
growing every year on understanding that we’renailfa Regardless of where we

come from, we’re all gonna be a family here. Sap use it and it helps
tremendously.
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In her school, Celeste felt the need to share simratearned in her class to build
more of a community within her school. She encoedagculty and staff members to
take care of home first and to keep first thingstfiBecause of her initiative, she saw a
positive difference in the lives of those she lédol impacted the school.

To help with morale and improve working relatioipsh) Diane encouraged
faculty and staff to recognize each other for ay@ done.

You know, something | started since | became ppiicil don’t vote, but | want

teachers to know that there’s lots of leaders halehave a teacher of the year

over here and we have a secondary teacher of HreBet, there are so many
other people that do great things. So, | have eachers to vote on people of the
month. We do certified and classified. And, my stssit and | take our personal
money, and we go and buy five $10 gift cards tolépee’s or to Starbucks.

And, we make a big deal out of it. We announce d¢iverntercom. They love it

because their peers have voted for them, and thatwecause in one of my

surveys, the morale here was low... And, so | watiadcrease the morale.

Focusing on meeting the needs of others was wiaaielheeded to do in order to
increase morale in her school. It was all aboubgezing and celebrating others for a
job well done. Receiving special recognition frooll€@agues served as a means of
building positive working relationships.

Elise delineated herself as a servant leaderh&greadership was about meeting
the needs of others. Elise's role was working tbers so that they could do their jobs.
Her philosophy regarding leadership was that bengraileader meant becoming a
servant.

I’'m a servant leader. I've got to work and | gotlm for you so you can do your

job. And, everyone is not a servant leader—urbasuburban. And, | think that

servant part trips up African Americans, um, urbasuburban—that servant
part. You know, uh, I'm not doing anything for ammgly, you know. That kinda

thing. | think that part trips some people up. Bum, a servant leader. And, |
think everyone should be that way. You don’t rizséhe top to be at the top.
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Being a servant leader required a great deal wiility. Elise had no problem
with serving her faculty and staff with humility. M#never there was a need, she felt that
she was responsible for meeting it so that otheutdado their jobs. Her belief was that
being at the top was not about being at the tothd®ait was about being a servant to
others.

Henrietta emphasized the value of building reteglops with others. In her
opinion, building relationships decreased the rfeediscipline or correction.

You know, | think one other thing and that is thttink | have | am experiencing

a fair amount of success in my current positiond Arthink | experienced a fair

amount of success in my prior position. And, | kedb attribute that to the

importance of building bonds with people that crgssr path. | express to
teachers on a daily basis you have got to takérniesto build relationships.

An organization is only as strong as its relatiops. Henrietta made it her
mission to take the time to build relationshipshwptairents, teachers, and students, and
she attributed her success to the relationshipsatiéuilt over the years. Henrietta
encouraged her teachers to do likewise with thadents. In the end, those relationships
would serve as a great help.

Effective communication was the key to positiverkuag relationships with study
participants just as it was with urban school lead€perandio & Kagoda, 2011). Quality
school leaders are made possible through positiveah relations by way of effective
communication (Halawah, 2005). Study participamtsiciunicated expectations, goals,
and visions to those under their leadership (Rgi&dPatterson, 1998) followed by
support, guidance, and resources to teachers,tpaagna students in order for them to be

successful (Benham, 1997; Wood, 2005). By buildingpport with those they led,

school leaders “demonstrate their respect for thed culture as well as a desire to be a
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part of the community” (Ashton & Duncan, 2012, g).2Because study participants
offered their support, they earned the respectiaust of others. Schools were viewed as
communities of family.
Child Advocacy and Community Partner ships

The seventh and final theme which emerged fromrédssarch study was child
advocacy and community partnerships. In a studglected by Witherspoon and Arnold
(2010), study participants “expressed belief thaytwere an extension of God'’s care for
their students” (p. 226). Being an advocate was/&ttas a spiritual and moral obligation
to students. School leaders wore many hats andaonakany responsibilities. One aspect
of child advocacy is the involvement of studentsenvice-learning projects. Although
there is much on the agenda for public educatienvice-learning is a wonderful tool for
schools to utilize with their students (Kielsmei®cales, & Roehlkeportain, 2004).

Study participants demonstrated child advocacyptethora of ways within the
school and surrounding community. Part of theipoesibility as school leaders was to
do what was best for their students who had betrnstad to their charge. Elise
described how she encouraged community serviceris¢hool and made it mandatory
for her students.

| involve my academic teams. | can’t do everythirggm as one person from this

office. So, one of the things that | emphasize whthteam of teachers, ‘cause it's

a middle school, is community service. In ordebéoof service, you have to

serve. | challenge each team every year to hawedva community service

project for their 100 kids that they have. Andytke embraced that. And, they

go out into the community and they do somethingliercommunity.

Through community service projects, Elise taugitstudents the value of giving

back. She challenged the teams in her school tottektime to make a positive
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contribution and not just with a monetary donatibeachers and students accepted and
embraced the challenge. As a result, they wergealgtinvolved in their community.

Gabrielle proclaimed that she loved her studemdsheeld teachers to a high
standard. She was adamant about the fact thatrgtud@me to school to learn. Her
number one mission was to ensure that studentegcthe best classroom instruction.

So, the first thing is that | love the children.din love them enough to hold our

teachers to a high standard and hold them accderftabwhat they do for those

children. And, | think some people aren’t intereste serving that way.

With her commitment to children, Gabrielle heldihiexpectations for her
teachers. She wanted teachers to provide the lasst@om instruction possible. Her
responsibility was to ensure that teachers werpgpeel to teach and students were
prepared to learn.

In addition to being advocates of children, scHeatlers had the daunting task of
forming community partnerships. It was vitally inrgant to not only receive from the
surrounding community but to give back as well. W\atrong community partnerships,
schools were able to achieve high levels of sucdeghkinking about the power of
community partnerships and the reasons for thesgarce in today’s schools, Epstein
(2010) documented:

There are many reasons for developing school, Yamid community

partnerships. They can improve school programssahdol climate, provide

family services and support, increase parentsisséitld leadership, connect
families with others in the school and in the comity and help teachers with

their work. (pp. 81-82)

The main reason for these partnerships is to hetfests to be successful in

school and in life (Epstein, 2010). Henriettasttd to the fact that all parents—

81



regardless of education and socioeconomic statusught something of value to her

school.

We have very financially capable parents, and we Iparents who are much less

capable—financially speaking. We have parents whaeatremely well-

educated. We have parents who may not have cordgiegh school. And

because my parents were not literate—formallydier—people, it helps to have

someone in place who can reach out to parentsahthpm in and to say to
them, “You have something to offer as well”.

Parents were welcomed and encouraged to be actinvallved in their child's
school. Henrietta recognized the diversity amongplagents and made a special effort to
connect with them. In her strongest opinion, eyesent had value and brought
something of importance to the school.

Jacqueline learned early as a school leader thertamce of connecting with the
community. Various organizations were willing t&eaan active role in working with the
school. Whenever there was a need, Jacqueline atwiéys depend on the support of the
community.

But, anything that we did at the school was rekiltyla treated as a community

event. So, | learned to get kinda connected withtwie...| guess celebrated and

distinguished kinds of clubs were in the commurfiy, | got connected with the

Kiwanis Club. They had a real strong voice in tbenmunity. There was a

Chamber of Commerce. | got on their Board. Anehas nice because | could

pull them in when we needed to do certain things.

Participants invited the community to be a parnvbat was happening in the
school. Jacqueline connected with community orgdras which served as a help to the
school. Whenever there was a need, she could depetite community to show up with
a helping hand.

Study participants were advocates for their sttgleteiving a quality education

just as urban school leaders were for their stid@@ndolph, 2012). Servant leadership
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was a term utilized by study participants as theglena special effort to serve teachers
and students by ensuring they had what was needadeér to be successful in the
classroom. Study participants not only worked watthie school community to build
positive working relationships with those underitheadership, they also worked to
build community partnerships outside of the sch{dirris, 2004; Sperandio & Kagoda,
2011). Alliances were formed with parents, busiassand civic organizations
(Freiberg, 1993; Katz, 2012; Sanders & Harvey, 208fidents reciprocated by being
actively engaged in community service projects. paenership between school and
community was a win-win situation for all.

Being an advocate for children and building comityupartnerships were two
crucial aspects of school leadership (Clayton &u§hder-Defoe, 2012; Johnson, 2006).
Study participants knew they had to make decisibaswere best for their students.
Simultaneously, they needed community input to laglpieve the goal of student
success in all areas. So, school-community pattipscan be defined as the
connections between schools and community indivgjwaeiganizations, and businesses
that are forged to promote students’ social, emnaligphysical, and intellectual
development” (Sanders, 2001, p. 20). School leduigo focus their attention on co-
creating “a learning environment which emphasizgbentic self-expression, the
development of relationships and the developmethefvhole person within a
community” (Beattie, 2002, p. 201).

Summary
Chapter 4 provided a detailed summary of the Ipeonal, professional, and

sociocultural experiences of 10 African Americaméde school leaders in four suburban
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school districts. These experiences were distialtigsimilar to minority female school
leaders in urban school districts. From study pigdint interviews, seven major themes
emerged, including: (a) race and gender in scleamdrship, (b) taking care of family
and self, (c) resilience and spirituality, (d) edtien and upward mobility, (e) mentoring
and networking, (f) effective communication andipes working relationships, and (g)
child advocacy and community partnerships.

Study participants had a multiplicity of challengiexperiences as African
American female school leaders. Despite racismsantsm, they were resilient and
spiritually-grounded to rise above and answer #iktc leadership. Effective
communication was instrumental in forming positiverking relationships with other
school leaders, teachers, students, parents, armisding communities. Formal and
informal mentoring and networking were beneficialddowing participants to empower,
encourage, and assist those under their leade/sigchool leaders, study participants
exemplified servant leadership as being advocatethéir students by working with
teachers yet holding them to a high standard oéléxwce in academic instruction.
Participants encouraged and made it possible finlesits to be actively engaged in
service-learning projects as a means of giving bad¢keir communities. With regard to
work, family, civic, and other obligations, studgrpcipants utilized a network of family
and friends, set boundaries, and made sacrificesittyng back in order to possess a
sense of balance to fulfill their duties as scHeatlers. Study participants conveyed their
passion and commitment to their schools and sudiogrcommunities through diligence

and determination as they served as suburban slgamtErs.
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By employing rich, thick descriptions with direat@es from study participants, |
was able to describe the actual experiences of @adly participant in their respective
roles as assistant principals, principals, andrakéoffice administrators. In Chapter 5, a
summary and discussion of these findings and irapbas for future studies of African

American female schools leaders in suburban sdafistricts is presented.
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CHAPTER 5
Summary and Discussion
Introduction

As more women of color, whether African, Hispamative American, or Asian,
enter educational leadership, their lived expeesneeed to be an integral part of the
conversations in empirical research. According lkrkC(2011), “...an examination of
how women lead can result in a deeper understammdiag educational leadership
concept that reflects diverse perspectives andrkatves a community as opposed to a
single leader” (p. 91). There is a great need forarieminist research which focuses on
the lived experiences of women, especially womecotdr (Sherman, 2005). Notably,
Clark (2011) asserted, “The increasing number oeAcan women in educational
leadership positions has offered up a rich oppdastdar the exploration of the ways in
which women lead” (p. 91). The leadership styled alpilities of female school leaders,
especially African Americans and other minority wenmare worth exploring in-depth to
gain a greater understanding of them as schooétsahd gain more knowledge
regarding their contributions to educational leatigr. Therefore, the purpose of this
phenomenological study was to gain an in-depth rstaleding of the personal,
professional, and sociocultural lived experiendes0oAfrican American female school
leaders in suburban school districts.

Qualitative methods were utilized to conduct ffhienomenological study. This

allowed me to investigate and gain an in-depth tstdading of study participants’
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experiences through thick, rich descriptions (Gam&600) as these school leaders
served as assistant principals, principals, antra@esffice administrators. | employed
criterion sampling (Creswell, 2007) because paudcts represented individuals who had
firsthand knowledge of being African American femathool leaders in suburban school
districts. Recruitment letters were sent via enfdthough a follow-up telephone script
was designed, | did not utilize the script becasisdy participants responded within the
designated two-week timeframe.

Study participants were comprised of one elemeraasistant principal, one high
school assistant principal, four elementary scipomicipals, one middle school principal,
and three central office administrators (DirectbStudent Services, Administrative
Manager, and Coordinator of Curriculum and TechggloSchool leaders were
employed in four suburban school districts in seasttern United States. At the time of
this study, participants were in their respectigsipons. From data analysis, seven
themes emerged. A summary of the codes and thesmdsecfound in Table 2.

Within the K-12 school setting, demographically4ebag suburban schools are
more prevalent than they previous years ago. Henoeg diversity needs to be seen in
the leaders and models of leadership with regardde and gender (Brown, 2005).
Despite challenges, setbacks, and disappointméfitsan American women in this
study and others have exhibited resilience andeaeli goals of becoming school leaders
(Gregory, 2001). By discussing the personal, psiesl, and sociocultural experiences
of these 10 African American female school leadessiburban school districts, their
voices addressed the gap in literature with ret@mrdinority female school leaders.

Participants’ lived experiences depicted the chalbs, setbacks, and disappointments
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which came with being a minority female school EradHowever, triumphs over racism
and sex discrimination were also evident basedaoticgpants’ roles as school leaders in
suburban school districts.

This final chapter of the study presents (a) a samgrof the major findings, (b)
research questions answered, (c) summary of résgasstions answered, (d) limitations
of the study, (e) implications of the study, (ffeenmendations for future research, and
(g) conclusions.

Summary of Major Findings

This phenomenological research study yielded sevaor themes related to the
personal, professional, and sociocultural expeasmf 10 African American female
school leaders in suburban school districts. Opetee, face-to-face, 60 minute
interviews (Creswell, 2007) provided informatiomgaeding how study participants
perceived their roles as school leaders. Data steg¢he role of race and gender in
school leadership, caring for family and self, liesce and spirituality, education and
upward mobility, mentoring and networking, effeeti;ommunication and positive
working relationships, and child advocacy and comityypartnerships were indicative
of the personal, professional and socioculturakences of study participants as
suburban school leaders.

For study participants, race and gender in scleaalership was a challenge with
regard to experiencing racism and sexism as thesupd leadership positions. Although
Diane made history by becoming the first African éman principal—male or female-
in her school’s history, she was unable to celehitat historical accomplishment

because of the uncertainty of others’ reactiorfsetobeing selected as the school’'s
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leader. Fortunately, Diane was well-received byepts, and students of color looked to
her as a role model. With regard to gender, Infgragd repeated disappointments as she
was overlooked for a promotion to school princivaich subsequently went to male
colleagues with less experience and less educdtignd also expressed humiliation and
disrespect as the hands of a former principal.n&t point in her career, she began to
guestion her purpose and her value as a schoarle@lde words of Ingrid's youngest
daughter instructing her to remember her purposejust what Ingrid needed in order to
regain focus and succeed.

In addition, caring for family and self was a nrajesponsibility for study
participants because they were wives, mothersntedus, and caregivers. Having a
healthy balance between work and home was vitghtticipants’ success as school
leaders. Gabrielle noted that it was a challendetance work and family, but she relied
heavily upon “her village” and the art of compartitedizing. She was able to employ the
help of family and friends as well as organizeliferas a wife, mother, and school
leader. For Beverly, she had to learn the poweaging, “No”, and she had to deal with
the challenge of living with MS. Beverly admittdtht her physical health took
precedence over everything else, and as a ressigtyrig “no” and taking care of her
health, she was able to fulfill her role as a s¢heeder.

On the other hand, resilience and spiritualityvpted the strength and direction
needed for being a school leader. Study particgphatl an unyielding faith and sense of
spirituality that enabled them to always strive &ogvexcellence (Alston, 2005). For
Faith, being resilient and spiritually-grounded weasential for her as she began her first-

year as principal only one month before the deatieomother. After her mother’s
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passing, Faith admitted that there was no timééorto grieve or have a pity party
because others were looking to her for guidancestretigth as they faced challenges in
their own lives. Despite being turned down for asistant principal position seven times,
Celeste exemplified resilience and maintained digesattitude in the midst of rejection.
She held the strong belief that persistence wouwlkwn her favor as she pursued a
school leadership position.

Education was considered the catalyst for upwasHility and the answer to a
better quality of life. Even though earlier genemas did not possess the same
opportunities, parents instilled in study particifgmthe value of attaining an education.
Parents possessed wisdom or mother wit with reigesdeing the future benefits of being
educated in today’s society. Angela’s parents wetecollege graduates, but they
worked diligently to provide for their children. Bate their limited educational
background, they conveyed the important messagédufation to Angela and her 12
siblings. Similarly, Henrietta's parents were nighly educated, but they stressed the
importance of education and respecting others. Becoral student, Henrietta knew
that knowledge was powerful and vital to the susa#sAfrican American females who
aspire to become school leaders. In her opinionc&tibn coupled with a spirit of
excellence was the key ingredient to being a sstgkeschool leader. Both Angela and
Henrietta were living testaments to the impactdfaation in their lives as school
leaders. Ironically, Ingrid was highly educated amngerienced but was overlooked for a
leadership position in her school district. Althbuggrid was taught that education was
the answer to a better quality of life, she experesl rejection despite her academic

credentials.
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The role of mentoring and networking was beneffimastudy participants as well.
Mentoring and networking provided the support neldde successful leadership.
Although not every school district had a formal toeimg program, study participants
were not deterred in their efforts of being mendosed networking with others, which
resulted in study participants mentoring aspiriclgo®l! leaders themselves. As a first-
year principal, Gabrielle's district did not haveoemal mentoring program. However,
she connected with a fellow colleague who assisézdn making a successful transition
from assistant principal to principal. In Elise&se, she felt the need to stay one step
ahead; therefore, she remained in constant comomcwith the other two middle
school principals in the district. Her philosophgswnot to get caught “out on a limb”
while everyone else was “still in the tree”. Sheoaémployed the help of other school
leaders outside of the district who kept her infedwof pertinent information.

With regard to “paying it forward”, Jacqueline dedated herself as a colleague of
teachers and enjoyed mentoring them. She madecabkggort to connect with
individuals who were different and not easily engeichby the majority. She had grown
accustomed to being the only minority based on cagender. Therefore, she related
well with others who were in the same situatiorcgdline provided teachers and school
leaders with opportunities to be themselves andaaliow anyone to fit them into a
certain mold. Jacqueline admitted that mentoriaghers and school leaders allowed her
the opportunity to become better acquainted witl aie was as a person.

Another key factor in study participants' sucasschool leaders was effective
communication leading to positive working relatibips. Participants utilized relational

collaboration to build morale (Alston, 2005). Fagl€ste, she used the strategies from a
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class to build school community. She explained kimevclass changed her personal and
professional life and resulted in her decisionrtgpewer others by teaching and
demonstrating the need for positive working relagitips. Upon learning that school
morale was low, Diane took the initiative of impioy school morale by administering a
survey to her faculty and staff. She was able taageue picture of the school's culture.
Because of the survey’s results, Diane went intmady building up morale. She
encouraged those under her leadership to recogthees within the school for doing
great work. Further, she and her assistant prihpigsented gift cards to those who were
selected during the month. Morale was improvedogitive working relationships were
formed.

Finally, being a child advocate and forming comityupartnerships were two
responsibilities identified by study participam&cording to Alston (2005), African
American female school leaders choose service Wdalding and leave a legacy of
service to others. The servant leader is a sefirahind one who genuinely desires to
serve others (Greenleaf, 1973). Hence, participafsred to themselves as servant
leaders. Gabrielle acknowledged that she was caeuirtid the well-being of her students
and held teachers to a high standard of acadestimation. She provided teachers with
professional development opportunities to aid thegrowing as classroom teachers in
order to better serve their students. As a priricgyee stated that it was her job to hire
good teachers. As stated by Gabrielle, her numierpoiority was to ensure that her
students received quality classroom instruction.

In addition to classroom instruction, students reekid know the value of giving

back to their communities. Therefore, Elise chakhher teachers and students to

92



participate in service-learning projects within tmmmunity. Contributing to the well-
being of the surrounding community resulted in pesiresults within the school
community (Jones-Burbridge, 2012). Like Gabrieése firmly believed in providing
teachers and students with the resources neededsiaccessful in their classroom. Her
philosophy regarding leadership was that becomilegder meant becoming a servant.
As self-proclaimed servant leaders, Gabrielle alskEvorked diligently to meet the
needs of those under their leadership by challgngiml supporting them.

Although study participants expressed that beiaghmol leader was hard work
and challenging at times, there was consensug#natipants loved and enjoyed being a
school leader. Study participants' spirit of examtle was conveyed through their passion
and commitment to their schools and surroundingroanities through diligence and
determination as they served as suburban schatgrea
Resear ch Questions

Data were collected in this study to answer resequestions. Ten “in-depth,
open-ended” (Creswell, 2007) face-to-face intergégee Appendix Byere conducted
in order to collect detailed data from African Ancan female suburban school leaders to
address the research questions. These schooldaagealed explicit information
pertaining to their lived personal, professional] gociocultural experiences.

The research questions for this study includeddhewing:

» What challenges have participants encountered adremzan American

female school leader in a suburban school district?

* How do participants deal with these challenges?
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* What positive experiences have occurred as a reShéing an African
American female school leader in a suburban sctiistrict?
* How do participants acknowledge these positive egpees?
* How do participants balance work, family, civicdasther obligations in their
current position?
Resear ch Questions Answer ed

Resear ch Question 1

The first research question asked what challeagesol leaders encountered as
an African American female. With low numbers of wamwomen of color, and
minorities in educational leadership positionsgéms apparent that “...gender, race, and
ethnicity affect views and approaches to leadefqipzar, Carducci, & Contreras-
McGavin, 2006, p. 159). Study participants provideaultiplicity of responses with
regard to race and gender in school leadershipiclants acknowledged that having a
career as an educational leader can be rewardirgffican American women in spite of
the challenges of racism and sexism (Tillman, 20%8)dy participants further
communicated that despite the challenges assoaiatiedbeing an African American
female school leader, they enjoyed being in leddensositions. As noted by Simon,
Perry, and Roff (2008), race and gender servetagaaes for the purpose of gaining
information about individuals and their lived exieces. Study participants were able to
voice their experiences based on race and gendériean American females in

suburban school districts.
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Resear ch Question 2

The second research question asked how partisijpieal with these challenges.
Study participants were resilient and spiritualipunded in the face of the challenges
that came with being an African American femalesstiieader. School leaders must
learn to be more resilient in the face of adversityoouncing back and moving forward
(Allison, 2011/2012). Individuals are delineated@silient when they make the choice to
just get by, get back to the status quo after aityeior get ahead with consistent
improvement or high performance (Patterson, JP&atterson, J. H., & Collins, 2002).
With regard to spirituality in the professionaldw of African American women, Matthis
(2002) stated:

The clarifying and analytic functions of religioggpirituality should inspire

researchers and practitioners to explore more thtyways in which Black

women use religious and spiritual ideologies tarfolate or challenge particular

ideas about their experiences and the worlds ichvthiey live. (p. 317)
Because of their resilience and spirituality, stpdyticipants were able to connect, build
relationships with others, and fulfill their respduilities as school leaders (Dantley,
2010).
Resear ch Question 3

The third research question asked what positipeeances have occurred as a
result of being an African American female schealder in a suburban school district.
Study participants revealed that positive workielgtionships with others were critical to
the success of their schools. These relationskipgedn the form of mentoring and

networking and community partnerships through éffeccommunication. Collaboration

and honest communication were vital to school sss¢dalawah, 2005).
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In order to bridge the gap between women in edoaltleadership, Sherman
(2005) suggested, “Formal mentoring or leadersbiyetbpment is one way to promote
and unite women in educational administration,fterahem the chance to engage in
mentoring relationships, and to network with othéth men and women, practicing
leaders, and aspirants” (p. 712). The strengthradtavork structure is the relationships
built between the networking members (Smith & Wadtter, 2001). Mentoring and
networking were beneficial to the success of spalyicipants as school leaders.
Resear ch Question 4

The fourth question asked how participants ackndgéehese positive
experiences. As school leaders, study participsemged as mentors and role models to
administrators, teachers, and students. With reigeeducational contributions, Dunbar
and Kinnersley (2011) indicated, “Women have muchdntribute to the leadership of
educational institutions; their talents and al@tshould be utilized to the fullest. Women
need mentors to show them the way and to help thareed as leaders” (p. 22). Also, it
is vitally important for school leaders to modeitae “behaviors, skills, and attitudes
that emanate from an understanding of living aadlimg...” (Beattie, 2002, p. 208).
Study participants shared their knowledge and awggewith individuals who aspired to
become school leaders. As advocates of childrey, were responsible for ensuring that
students participated in service-learning projagthin their communities; these
activities communicated the need and value of stisdgiving back.

Resear ch Question 5
The fifth and final research question asked howlsparticipants balance work,

family, civic, and other obligations in their cuntgposition. As school leaders, study
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participants were wives, mothers, and volunteerommunity efforts. With regard to
the responsibilities of female school leaders, Ar{€011) asserted:

Female school leaders are also responsible farhbesehold, thus taking on an

additional role. Their family and household respbitifes are barriers as they

take up a lot of energy and time from women in galneo many women do find

it difficult to manage both work and household g&sknultaneously. (p. 47)
Study participants admitted that having the resjmilitees of work and family were
challenging at times. However, for those with sdkaage children, they valued the
support of family and friends in lending helpinghda when needed. Other participants
made the choice “to cut back on some things” amdnoanicated the need to set
boundaries.

Summary of Research Questions Answered

Sherman (2005) confirmed, “Feminist research islede¢hat focuses on women's
lives and experiences” (p. 73). This qualitativedgtprovided information pertaining to
the personal, professional, and sociocultural ligeperiences of 10 African American
female suburban school leaders. Study particigaadsa multiplicity of positive and
challenging experiences as African American fersaleol leaders. Despite their
challenges, study participants were resilient gutgally-grounded to successfully rise
above and answer the call to leadership. As reftent the literature, participants were
able to bounce back and move forward (Allison, 20Q12). With regard to work,
family, civic, and other obligations, study panpants utilized a network of family and
friends, set boundaries, and made sacrifices linguback in order to possess a sense of
balance to fulfill their duties as school leadéviilie & Petola, 1999). Effective

communication was instrumental in forming positiverking relationships with other

school leaders, teachers, students, parents, armisding communities.
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Formal and informal mentoring and networking allowsarticipants to empower,
encourage, and assist those under their leadeBaupcipants exemplified servant
leadership as they provided what was needed foh&a and students to be successful in
the classroom as well as the surrounding commBaybuto & Hayden, 2011). As
school leaders, study participants were advocatehéir students by working with
teachers yet holding them to a high standard oéléxwce in academic instruction.
Participants encouraged and enabled studentsdotively engaged in service-learning
projects as a means of giving back to their comtresiNot only were students giving to
the community, the community built alliances wilie tschools to aid in achieving
academic and lifelong goals. Study participantspssed a spirit of excellence as they
conveyed their passion and commitment to their @shand surrounding communities
through diligence and determination as they seagesuburban school leaders.

Limitations of the Study

This phenomenological study focused on the petspratessional, and
sociocultural lived experiences of 10 African Anoan female suburban school leaders.
The study was conducted with only African Ameri¢amale suburban school leader
thus addressing the gaps in the literature, gikkahthe majority of the limited research
on African American female school leaders has lweelucted in high-poverty, low-
performing, urban school districts.

The geographical location of the study was in thatlseastern United States; it
did not take into account other regions of the ¢guihere were only 10 study
participants from four suburban school districtdchidecreased the number of

perspectives of other African American female s¢headers in suburban districts within
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the same region. This study did not include thediexperiences of other minority
women within the same school districts. The onladallected were study participant
interviews. Participants were not observed in thaily routines as assistant principals,
principals, and central office administrators. Tresxgperspectives of participants’
leadership style and ability were not accountedrfdhis study.

In qualitative research, researcher bias is a areomponent of methodology and
cannot be completely omitted. However, | utilizedmber checking, reflexive
journaling, and thick, rich descriptions (Cresw2008). Although these strategies were
advantageous in decreasing research bias, quaitasearch, by design, accounts for the
researcher’s experiences. As a result, conclusiomsn in this study may be subject to
other interpretations and analyses.

Implications of the Study

According to Tillman and Cochran (2000), “More rasH is needed in the areas
of racial and gender equity in all aspects of edanal administration” (p. 55). It is
imperative for educational organizations to recamd retain minority school leaders
(Jones, 2002). In order for this to occur, Africamerican females and other minority
females must be identified early in their careas Having the potential for success in
educational administration” so that they are selkeis school leaders (Tillman &
Cochran, 2000, p. 50). More attention needs todaguthe integration of the
aforementioned groups into educational leadersbsitipns (Tallerico & Blount, 2004).

As suggested in Chapter 1, the challenge witreriéadership arena is to increase
the number of women—as well as the number of woai@olor—in leadership

positions (Sanchez-Hucles & Davis, 2010). My ediocat experiences are only in urban
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school settings. | am aware of the challenges fagadtban school leaders but was
unaware of the lived experiences of African Amamié@male suburban school leaders.
Furthermore, | am an African American female widipigations of becoming a school
leader. | wanted to learn firsthand what studyipg@@nts face on a daily basis with
regard to personal, professional, and socioculexperiences as they lead in their
respective suburban school districts. The majatifigs of this phenomenological study
were related to the following seven themes: (adgeand race in school leadership, (b)
caring for family and self, (c) resilience and gpatlity, (d) education and upward
mobility, (e) mentoring and networking, (f) effesticommunication and positive
working relationships, and (g) child advocacy anthmunity partnerships.
Race and Gender in School L eader ship

Because of the diversity within schools, it isicat for African American females
to be in leadership positions. As stated in Chapt&rown (2005) identified, “A critical
aspect of diversification of American schoolinghe preparation and placement of
African American school leaders” (p. 585). By beindgeadership positions, African
American females are able to speak from their ioldizl experiences as school leaders.
According to Brunner and Grogan (2007), “...we nmaestareful not to speak too
generally of women's experiences of leadershig.akimen and women in educational
leadership do not share a common set of experigne#ber do white women and
women of color” (p. 130).

Study participants discussed the issues of beinigakf American and female as a
school leader in a suburban school district. Aldtoparticipants experienced upward

mobility within their respective school districthgy still encountered racism and sexism
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from individuals within the district as well as teerrounding community. A few of the
study participants were history makers as the Afatan American—female or male—
to hold their current positions. Of the 10 partanps, seven transitioned from classroom
teacher to administrator within their current sdhdistrict. | learned that participants had
earned a reputation as a leader before actuallynhieg a school leader. Regardless of
the small percentage of women in school leadergiagicipants enumerated the progress
being made in their school districts to promote earto leadership positions.
Participants indicated that more women had beempted to leadership positions in
recent years. Aspiring school leaders need memthosserve in the capacity of school
leaders in suburban school districts. Since wonoempeise the largest percentage of
graduate students enrolled in educational leadestoigrams, suburban school districts
need to work more closely with educational lead@rphograms to identify, encourage,
and support African American females to pursuedestp positions.
Caring for Family and Self

Women'’s contributions in the home are vital to $hiecess of the family (Grogan,
2005). In addition to working in the home, more wamhave now joined the workforce
outside of the home. Despite this shift in workiodynamics, women still have the
daunting task of taking care of family. With regido balancing work and family, Milkie
and Peltola (1999) noted:

Although the numbers and kinds of demands from veotk family likely relate

to how successful one is in balancing these ardeeléng balanced also may

have to do with a sense that there is harmony arttengarious roles in these two

spheres. (p. 477)

Although study participants were school leadérsirtroles and responsibilities

did not lessen because they were wives and motRarscipants communicated that it
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was a challenge to balance work and family, buy teéed heavily on the support of
family and friends. Also, they had to learn the artance of establishing boundaries and
cutting back on things they were able to handleteefaking on their leadership roles.
Participants expressed a renewed focus on theyfdonithose who had put their work
first. Participants had to go back and regrouprdento achieve this harmony by learning
the valuable lesson of taking care of themselvesder to care for others, whether it was
spouse, child, or employee. School districts neaaffer more support for female school
leaders who may feel overwhelmed with the respaligs of work and family.
Suggestions may include periodic mini-vacations, gackages, massages, gym
memberships, and lunches away from the school., Alslistrict-wide network for
African American female school leaders needs testablished for individuals to
communicate, encourage, and support one another.
Resilience and Spirituality

African American women have been known to posgesat strength for survival
and perseverance (Hudson, Wesson, & Marcano, 1988&) strength, coupled with
resilience and spirituality, has a significant irapan their leadership abilities (Funk,
1998). Grotberg (1999) defined resilience as “thman capacity to face, overcome, be
strengthened by, and even be transformed by expeseof adversity” (p. 3). A resilient
leader not only bounces back but makes the consdecision to bounce forward
(Allison, 2011/2012). Spirituality is identified assource of strength which aids African
American females in education and educational lesile (Agosto & Karanxha,
2011/2012). A leader's ability to lead effectivelyerates from the leader's spiritual core

(Dantley, 2010).
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Despite challenges associated with being schadeles, study participants
displayed resilience and emphasized the signifieafcpirituality in their lives. In fact,
participants were able to be resilient becausaef spirituality. Spirituality was the
central core to their work, relationships, and sieti-making. Participants were able to
endure and function as well as they did becaudeiofy spiritually rooted and grounded.
As a result, they were able to provide emotional siritual support to those they led.
Being spiritually connected to God was the keyddipipants' success as school leaders.
School districts need to provide professional dgwelent opportunities which focus on
the spiritual, emotional, and physical well-beirfghdrican American female school
leaders. Also, suburban school district leaders caggider conducting surveys to
discover the morale among African American femateosl leaders. The results of the
surveys could serve as a catalyst for efforts tsmmbade in improving overall morale.
Education and Upward Mobility

Education is highly valued both morally and sogiatl the African American
community and is recommended as the path thatdvidoial takes in order to have a
better quality of life (Witherspoon & Arnold, 201Mractitioners are encouraged to
participate in professional learning opportuniiiesrder to gain new knowledge and
skills which may prove to be beneficial in educa#ibleadership (Spillane, Healey, &
Parise, 2009). However, the unfortunate realitha women and people of color are
frequently overlooked for leadership positions ewdren they possess a plethora of
knowledge and skills (Jackson & O’Callaghan, 20@®)a result of this type of
discriminatory practice, the unigue perspectivethefaforementioned groups remain

elusive in the area of educational leadership @ack O'Callaghan, 2009).
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Study participants conveyed how education wasaxtty important in their
lives. They had parents and older siblings who eragged them to do and to be their
best. Education was viewed as the catalyst totardée. Being the first to go to college
was indeed an honor and a great responsibilityl&\édrigaged in various leadership
capacities within the school, study participantsenencouraged by former principals,
mentors, colleagues, and family members to pursagugte school for educational
leadership. Even though there were setbacks aagmiétments with regard to being
highly educated and not being hired, participaidswdt abandon their hopes of
becoming school leaders. School districts needdwuige incentives for employees who
are enrolled in graduate level leadership prograrese incentives may be in the form
of tuition assistance, book scholarships, gas vexsctor travel to and from school, or
total or partial reimbursement of funds spent lgyitidividual. By providing financial
support to aspiring and current African Americaméte school leaders, suburban school
districts can make investments to ensure thatllaeg the best people in leadership
positions for years to come.

Mentoring and Networking

Mentoring aids in the development of people witinin organization and
continues to make an impact upon the mentor anégéceven after the mentoring
relationship has ended (Grady et al., 1998). Watiard to females and minorities and
career advancement, Grady et al. (1998) indicdMeéntoring is very important for
females and minorities because of the obstaclgsatten face in career advancement...”
(p- 91). In building networks, school leaders daiee whose help they need and then

develop relationships with those people (Bolman & 2008). As a result, educational
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leaders receive efficient and reliable informatimm other professionals or group
members (Smith & Wohlstetter, 2001). In additiotyeational leaders offer their support
through networking with others—whether teachersjests, or other leaders—when
needed (Allison, 2011/2012). Networking providesstsurce pooling, mutual
exploration, and knowledge creation” (Agranoff, B0@. 57).

Study participants asserted that having informdl fanmal mentoring and
networking relationships with other school leadeas beneficial to them as they led
their schools. Participants recognized that thes&s of support gave them the strength
needed to face and conquer the challenges whi¢hceuwvith school leaders. Having
mentors and networks actually empowered particgpmteach out to those they led
through mentoring and networking with them. Papcits were able to impart words of
wisdom and their expertise in order to build leatigr capacity within others. Having
these relationships removed a huge burden froncygants because they knew they
were not alone. Participants could call, emailisit their mentors or network
connections to get answers when needed. All subwstlaool districts need to implement
a district-wide mentoring and networking programdt school leaders, especially those
new to school leadership. Also, there needs todmhaduled time for mentors and
protégeés to meet on a consistent basis throughewgahool year.

Effective Communication and Positive Working Relationships

Communication is the most important and most @dizkill in the lives of people
(Covey, 1989). In order for leaders to be effectivéinterpersonal communication”,
they have to be empathetic listeners and possesh#racter which allows for openness

and trust (Covey, 1989). Effective communicatiothis essential theme of collaborating
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and consulting with others (Safran, 1991). Scheatlers are able to establish key
relationships by building a positive rapport thrbugust, empathy, and respect for those
under their leadership (Ashton & Duncan, 2012). #mkledging the value of effective
communication and positive working relationshipsaBie (2002) asserted:

In a holistic view of educational leadership, tmegesses and procedures of

leading and teaching grow out of consciousnessréisgiects and acknowledges

the interconnectedness of all aspects of humarmgbeand is based on authentic
relations, connectedness, collaboration, and comemt to self, others, and
community. In today’s schools, we need holistidkra whose purpose it is to
create these structures and frameworks for colih@ meaning-making and

shared vision-building. (p. 219)

School leaders with the capacity to build relatldnast with others are important in
creating a positive school climate hence makingslshbetter (Price, 2012).

Study participants suggested that building positreeking relationships with
those under their leadership was paramount. Raatics utilized words such as
community, team, and family to delineate their sithoListening was vitally important
to building positive relationships, and they did nonsider themselves to be the only
leader in the school. Participants welcomed inpanfothers even though they knew
they had the final decision and the responsibibtythat decision. They supported
teachers, parents, and students by providing salyiemotional, and material support.
Participants worked well with the aforementionedugps and described themselves as
servant leaders as they provided for the needsosktunder their leadership. Suburban
school districts need to provide professional dgwelent for school leaders about the art
of effective communication and building positivenkiag relationships with others.

Also, school leaders need to administer evaluatorsurveys of their leadership style to

faculty and staff for feedback on ways to improvaking relationships.
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Child Advocacy and Community Partner ships

School leaders play several key roles and haverakeresponsibilities. One key
responsibility is being an advocate for the chitdiretheir care. Being an advocate for
children is viewed as a spiritual and moral obligat In a study conducted by
Witherspoon and Arnold (2010), study participargspressed belief that they were an
extension of God's care for their students” (p.)2Z®odriguez and Murakami-Ramalho
(2009) affirmed:

It is only through inclusive leadership strategash as advocacy for students

that moral obligations to meet student needs wilabcomplished. These are

leaders who value their students, their backgroamdisexperiences, and the

strengths that they bring to school. (p. 9)

School leaders epitomize child advocacy by encongagnd allowing their students to
engage in community service-learning projects. 18.l4chools, community service is
becoming a common practice and expectation withomg commitment from schools
and educators leading to positive results for sitgjeschools, and communities
(Kielsmeier et al., 2004).

Having students participate in service-learninggnts is one way to bridge the
gap between school and community. Authentic comtyyo@rtnerships place an
emphasis on building relationships and only helpttengthen the school and improve
academic achievement thus fulfilling the schoolission (Auerbach, 2010; Epstein &
Salinas, 2004; Witherspoon & Arnold, 2010). Sulaurschools have a diverse student
population therefore authentic community partngrshvelcome all families, embrace

their differences, and involve them in a varietynays throughout the school (Epstein &

Salinas, 2004).
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Study participants expressed the strong convidhahstudents were their first
priority. They held teachers to a high standarebafellence with regard to teaching their
students. Hence, they ensured that teachers asheh$sthad whatever they needed for
classroom instruction. Frequently, study particisamould personally retrieve the
additional supplementary materials for classrodatgdy participants valued the ideal of
serving others rather than serving themselves (Bar& Hayden, 2011) and conveyed a
sense of duty in order for students to be succkes3udy participants worked diligently
to build community partnerships which benefitedrtsehools. Parents were welcomed
and their input was encouraged as a means of beingly involved with their child's
school. Study participants encouraged studentsritrvibute to society through service-
learning projects in their communities which commeated that learning was not limited
to academics. Students learned the value of malasgive contributions to their world.
Suburban school districts need to work with scheatlers to promote initiatives that
prepare students and provide opportunities to lgaak to their communities. Also,
service-learning projects should be included indineiculum and required for all
students in grades K-12.

Recommendations for Future Research

This phenomenological study was limited to 10 édn American female
suburban school leaders in southeastern UnitedsStiatiture researchers are encouraged
to investigate the lived experiences of other mtgavomen suburban school leaders.
Future researchers may study African American feroalother minority women
suburban school leaders in other regions of thatcguAlthough marriage and children

were not determining factors for study participatinine of the 10 participants were
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married with children. Future researchers may was$tudy the lives of female school
leaders who are not married and have no childrevhorare single mothers. Future
researchers are challenged to explore the perospoiofaculty and staff members of
African American female or other minority femalédeol leaders. Study participants
discussed how they worked with their faculty araffdty providing them support
through professional development, team teachindjsapplementary materials for
instruction. Suburban schools generally have thategion of being academically strong.
Study participants formed building-level leaderst@ams, held academic and
extracurricular team meetings, and visited othboets in neighboring districts
recognized for academic achievement. Future relseegenay examine the levels of
student achievement of schools or school distlettdy African American or other
minority women.
Conclusion

Women are still the minority as school leaders wthcan American women
comprising even smaller numbers in educationaldestdp (Alston, 2012). Mainstream
educational research has not addressed the impasteoand gender on educational
policies and practices (Phendla, 2008). Despiteliadlenges of race and gender, African
American females are encouraged to navigate thrthegdiscriminatory practices of
society and pursue leadership positions (Phen@28)2 African American female
suburban school leaders must utilize their voioeshare their lived experiences.
Acknowledging the need to express diverse expeggeamong African American
females, Davis, Reynolds, and Jones (2011) posited:

While there are shared understandings, a diveo§iife experiences also exists,
impacting how each woman interpreted and experctiogse common themes.
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The act of sharing one’s story and drawing a cotm@¢o other Black women
who have similar experiences is powerful and cdrtta understanding of the
challenges Black women face.... (p. 30)

Inequities still exist and small gains by womerattain leadership positions are
not truly sustainable (Young, 2005). Thereforegmatibn needs to be given to the lived
experiences of women, especially minority womersa@mol leaders. The purpose of this
phenomenological research study was to explorpéhsonal, professional, and
sociocultural lived experiences of 10 African Ancan female suburban school leaders
in southeastern United States. African Americandiensuburban school leaders must
utilize their voices to share their lived experiesc

Study participants shared similarities in theretli experiences with their minority
female urban school leader counterparts. Race emdieg in school leadership was a
challenge with regard to racism and sexism asqyaatits pursued leadership positions.
These African American female suburban school lesadese above race and gender
issues by being resilient and spiritually-groundeésilience and spirituality provided the
strength and direction needed to fulfill their ks school leaders. Although they had
the monumental task of leading their schools, spalyicipants also had the
responsibility of caring for family and self. Hagima healthy balance between work and
home was vital to participants' success as scleaders. This healthy balance came as a
result of setting boundaries, learning to say "aoit] accepting help from family and
friends.

Two major contributors of their upward mobility veeencouragement from
family, former principals, and colleagues to pursdacational leadership and advanced

levels of leadership preparation for their curggositions. In the African American
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community, education was considered to be theysdtaf upward mobility and viewed
as the answer to a better quality of life. Howeweing highly educated did not
guarantee a promotion in leadership status. Alsmtaring and networking with other
school leaders benefited participants in learniogy ko better lead their schools.
Mentoring and networking provided the support neagsfor successful school
leadership. Even without a formal mentoring prograithin their school districts, study
participants made the special effort to seek odtranruit mentors and to network with
school leaders within and outside of their schastirdts.

A key factor in study participants' success as gcleaders was effective
communication leading to positive working relatibips. Relational collaboration was
utilized to build school morale which impacted jpdrformance (Alston, 2005). True
servant leaders are encouraged to lead for a paitpgker than themselves (Jones-
Burbridge, 2011). Study participants were strongpadtes for their students with an
emphasis on academic instruction and service-legniojects which served as a means
of contributing to their surrounding communities.

With regard to their minority female urban schig@der counterparts, study
participants' experiences differed in that theyensglected to lead schools or school
districts which were noted for being academicattgrsg. While there are urban schools
that are academically strong as well, it is impatrta note that when a minority female
advances to a school leadership position, sheisaly assigned to a poor,
underperforming school (Bridges, 2010; Loder, 200Rese urban school leaders are
often seen as change agents and called upon towepither a failing school or school

district. Also, study participants were still thenarity in leadership positions whereas
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more minority females were in leadership positimngrban school districts. Because
African American school leaders have historicalyb viewed as a staple in the African
American community, they often serve as role mottethose who reside in nearby
neighborhoods (Tillman, 2004a).

These findings may influence educational leaderphagrams and suburban
school districts to recruit and retain more Africamerican female suburban school
leaders. Additionally, the findings of this resdamay provide recommendations for
future study of African American and minority womgchool leaders in suburban school
districts. The results of this study are intendeditl educational researchers and
educational practitioners in gaining a better ustdarding of the lived experiences of

African American female suburban school leaders.
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Recruitment Letter

Date:

Dear

My name is Armentress D. Robinson, and | am a grdstudent at the University of
Alabama at Birmingham pursuing the Ph.D. in Edwuceti Leadership. | am extending
an invitation to you to voluntarily participate mmy doctoral research study. The purpose
of this phenomenological study is to explore thredi experiences of African American
female school leaders in suburban school districtefine school leader as any person
serving in the capacity of principal, assistanbgipal, or central office staff member.
The time frame for this research study will be &ag2013 through August 2013.

You are invited to participate in an open-endedefe-face, one hour interview. Prior to
the interview, you will receive a printout of thaeegtions that you will be asked to
answer. As we progress through the interview, | mskysome follow-up questions in
order to garner more details with regard to yoyregbences. Also, | may conduct a
follow-up interview with you for no longer than aour. Your interview(s) will be
audiotaped and transcribed in which you will hawe @epportunity to review and check
for accuracy.

To protect your identity, | will not utilize yourame but will assign a pseudonym in its
place. Your participation in this doctoral reseastindy is entirely voluntary. | will

greatly appreciate it if you decide to participate¢his research study. If you decide not to
participate, you have the option to do so with egative consequences. Additionally,
you may choose to discontinue from the researafysatiany time. Again, no negative
consequences will occur if you choose to discomtiyour participation. The data from
this research will be used in partial fulfillmeritroy doctoral degree and will be
published in my dissertation. All data will be sezd and locked in a combination safe
which will be kept in my home.

If you have any questions or concerns, pleasenzalkt (205) 568-1983 or email me at
mentrob@uab.eduf you agree to participate, you may call or dmae at the
aforementioned contact information two weeks frbm date of this letter. | look forward
to hearing from you.

Sincerely,

Armentress D. Robinson, Ed.S.
Principal Investigator
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Follow-up Telephone Script

Hello,

This is Armentress D. Robinson, the doctoral caaigidfrom the University of Alabama
at Birmingham. | was calling in reference to thers#ment letter that | sent to you two
weeks ago. | wanted you to have enough time tdthbout being a participant in my
research study. Again, | am interested in explotirglived experiences of African
American female school leaders in suburban schstials.

As stated in the recruitment letter, you are ird/ite participate in an open-ended, face-
to-face, one hour interview. Also, | may conduéblow-up interview subsequent to the
initial interview which will last no longer than drour. Prior to the interview, you will
receive a printout of the questions that you wallasked to answer.

To protect your identity, | will not utilize yourame but will assign a pseudonym in its
place. Your participation in this doctoral reseastindy is entirely voluntary. | will
greatly appreciate it if you decide to participatehis research study. However, if you
decide not to participate, you have the optiond®ad with no negative consequences.
Additionally, you may choose to discontinue frore tiesearch study at any time. Again,
no negative consequences will occur if you choos#idcontinue your participation. The
data from this research will be used in partidilfadent of my doctoral degree and will
be published in my dissertation. All data will $ecured and locked in a combination
safe which will be kept in my home.

After giving thought to making a decision, are ymilling to be a research study
participant?

If the answer is no, thank you for your time. Havgreat day. Good-bye.

If the answer is yes, thank you so much for aggetarbe a participant in my research
study. Now, that you have agreed, what would beaglace, date, and time to meet
face-to-face to discuss the study in more detail?

Again, thank you. I look forward to our initial meey. Have a great day. Good-bye.
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Informed Consent Document

Title of Research
The Lived Experiences of African American Female School Leaders in Suburban School
Districts

IRB Protocol
X121026006

Principal Investigator
Armentress D. Robinson, Ed.S.

Sponsor
University of Alabama at Birmingham, School of Education

Explanation of Procedures
I am asking you to take part in a research study. The purpose of this phenomenological study is

to explore personal, professional, and sociocultural experiences of a small number of African
American females as school leaders in suburban school districts located in the southeastern
United States.

Ten individuals identified as African American females who serve as principals, assistant
principals, and central office administrators with at least three years of service in suburban
school districts will be selected for this study. Through this study, I will describe the individual
personal, professional, and sociocultural experiences of African American females as school
leaders in suburban school districts. The time frame for this research study will be January 2013
through August 2013.

You are being invited to participate in an open-ended, face-to-face, one hour interview. As we
progress through the interview, I may ask some follow-up questions in order to garner more
details with regard to your experiences. Also, I may conduct a follow-up interview which will
not last longer than an hour. Your interview will be audiotaped and transcribed in which you will
have the opportunity to review and check for accuracy. As a study participant, you will receive a
copy of the transcribed interview.

Risks and Discomforts

There are minimal risks which can be currently identified. There is always the potential for loss
of confidentiality. However, data and information will not be identifiable and will secured on an
encrypted flash drive which will be locked in a combination safe in my home.

Page 1 of 3 Participant’s Initials:
Version Date: 11/12/12
UAB IRB

Date of Approval__ /L~ [ 3~/ -
Notvaigon___ /7= 1 ) X




Benefits

Because there is a small percentage of African American females in school leadership positions
this study is significant in that it will provide insight into the lived experiences of this minority
group. This research will allow the principal investigator to give voice to individuals who are
willing to share their personal, professional, and sociocultural experiences as African American
female school leaders. You may not benefit directly from taking part in this study. However, as
participant, you can help navigate new and aspiring minority women school leaders through the
lived experiences of educational leadership.

Alternatives
Your alternative is not to participate in this research study.

Confidentiality

Information obtained about you for this study will be kept confidential to the extent allowed by
law. However, research information that identifies you may be shared with the UAB Institution
Review Board (IRB) and others who are responsible for ensuring compliance with laws and
regulations related to research, including people on behalf of the University of Alabama at
Birmingham, School of Education and the Office for Human Research Protections (OHRP). Th
results of this study may be published for scientific purposes. However, your identity will not b
given out.

Refusal or Withdrawal without Penalty

Whether or not you take part in this study is your choice. There will be no penalty if you decide
not to be in the study. If you decide not to be in the study, you will not lose any benefits you are
otherwise owed. You are free to withdraw from this research study at any time. Your choice to
leave the study will not affect your relationship with this institution.

Cost of Participation
There will be no cost to you for taking part in this study.

Payment for Participation in Research
You will receive no payment for taking part in this study.

Questions

If there are any questions, concerns, or complaints about the research, please Armentress D.
Robinson, at (205) 568-1983 or email me at mentrob@uab.edu. I will be glad to answer any of
your questions. Also, if you have questions about your rights as a research participant, or
concerns or complaints about the research, you may contact the Office of the IRB (OIRB) at
(205) 934-3789 or 1-800-822-8816. If calling the toll-free number, press the option for an
operator/attendant and ask for extension 4-3789. Regular hours for the OIRB are 8:00 a.m. to
5:00 p.m. CT, Monday through Friday. You may also call this number in the event the research
staff cannot be reached or you wish to talk with someone else.




Legal Rights
You are not waiving any of your legal rights by signing this informed consent document.

Signatures

Your signature below indicates that you agree to participate in this study. You will receive a
copy of this signed document.

Participant Name (Printed):

Participant Signature:

Date:

Principal Investigator Signature:

Date:

Page 3 of 3
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Interview Protocol

Name:
Date:
L ocation:

Introduction: | want to thank you again for taking time out oliy@chedule to interview
with me today. | truly appreciate you being a mapint in my research study. Please feel
free to be open and honest. Also, know that ifeghgranything which you do not desire

to disclose, you are under no obligation to share.

| will audiotape your responses to my questionthab| can record them verbatim during
transcription. After | transcribe the interviewyill provide a copy for you to read in
order to ensure that | have captured the true essanyour experiences as a school
leader. | do not want to misconstrue anything yloat wish to verbally express during the
interview.

| am interested in exploring your personal, prafasal, and sociocultural experiences as
an African American female school leader. You hiazé the opportunity to review the
interview questions and pose any questions or coageior to this interview. As we
progress through the interview, | may ask som@vollip questions in order to garner
more details with regard to your experiences. Alsoay conduct a follow-up interview
subsequent to this interview which last no longantan hour.

Do you give consent for me to audiotape this inesw?
Are you ready to begin?

| nterview Questions

1. Tell me about yourself (where did you grow wmily, educational background,
interests, etc.)

2. How long have you been in the education profesgyositions, length of time,
responsibilities)?

3. How long have you been in your current positigvirat are your responsibilities?

4. What led you to the decision to become a scleaaler?
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5. Are there unigue qualities or perspectives yaml you bring to your role because of
your race?

6. Are there unique qualities or perspectives yaml you bring to your role because of
your gender?

7. Do you believe you have encountered unique ehgdls (e.g. racism, sexism,
discrimination, prejudice) because of your race?

8. Do you believe you have encountered unique ehgdls (e.g. racism, sexism,
discrimination, prejudice) because of your gender?

9. How do you acknowledge your accomplishmentssshaol leader?

10. How do you cope or deal with the challenges¢bene with being a school leader
(how do you stay motivated)?

11. What role has mentoring played in your rola ashool leader (being a mentor as
well as being mentored)?

12. What efforts do you make to bridge the relatiop between the school and the
community?

13. How do you manage to balance the responsdslaf work, family, civic, and other
obligations?

14. What has been the most helpful piece of adeig®u as a school leader?

15. What advice would you give to African Ameridamales who aspire to become

school leaders?
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