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CULTURE OF CARE AND PROSOCIAL LEADERSHIP
Abstract

Since 2016, | have been serving as principal at Davis Elementary School, a Title 1
school in Portland, Oregon. This autoethnography is a reflective account of my role as a
principal during Covid-19 school closures and reopening. School systems and school
leaders had to become more adaptive to change and had to find ways to creatively deal
with Covid-19 challenges. Utilizing the conceptual frameworks of (a) culture of care
informed by the constructs of ethic of care, cultural wealth in critical race theory, and
culturally responsive leadership; and (b) prosocial leadership, this autoethnography used
self-reflection and thematic analysis to elucidate the shared experiences and challenges of
many education professionals. Through writing this autoethnography, | explored my own
entanglements in the day-to-day nuances of addressing a crisis never before experienced
by our modern educational system. Thematic analysis revealed an overarching theme of
an ethic of care that undergirded all aspects of my prosocial leadership style and
philosophy, the strategies | used to sustain my school community through school closure
and reopening, and my approach to supporting students, families, and staff. Five
additional themes emerged: communication and connection, leadership, self-care,
creating and sustaining a culture of care, and equity. By telling my story, | hope to grow
as a leader and gain a more holistic understanding of leadership in times of challenges,
emergencies, and crises. This study also contributes to the newly developing body of
research about leadership during the Covid-19 pandemic and ways school leaders can

effectively support their school communities.
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Chapter 1: Introduction

On March 12, 2020, the World Health Organization (WHO) declared Coronavirus
Disease 2019 (Covid-19) to be a pandemic (World Health Organization [WHOQ], 2020).
National school closures were implemented in 107 countries by March 18", impacting
862 million children, or half the world's student population (Viner et al., 2020). By April
8, less than one month later, 90% of students in 188 countries—1.5 billion students
worldwide—were no longer going to school in person (Lee, 2020). Schools across the
world were forced to transition to distance-learning models with no time to prepare. The
decision to close schools was an attempt to interrupt the transmission of the virus and was
based solely on evidence from influenza outbreaks that children tend to drive
transmission (Viner et al., 2020).

In March of 2020, the state of Oregon closed its schools and moved its students
to online distance learning. In June of 2020, the Oregon Department of Education (ODE)
and Oregon Health Authority released reopening guidance to K—12 schools. The
guidance, called "Ready Schools, Safe Learners: Guidance for School Year 2020-2021"
(ODE, 2020), was based on community transmission metrics of Covid-19 and school
blueprints for safe reopening (ODE, 2020). These blueprints were required submissions
from each school that outlined their communities' needs to safely reopen. K—12 schools
were given three options to safely reopen schools: all on-site, hybrid, or comprehensive
distance learning (ODE, 2020).

Along with Covid-19, there were numerous other challenges faced by Oregonians

in 2020. Some of these included racial unrest following the killing of George Floyd,
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protests in Oregon and across the United States in line with the Black Lives Matter
movement, extensive wildfires, a rocky social and political climate in the United States,
and turmoil associated with the 2020 US presidential elections. These types of crises are
examples of widespread and quickly escalated natural and social situations that are
increasingly common, and leaders must become more prepared to lead during such
challenging times. Further, school systems and school leaders alike must become more
adaptive to change that affects our institutions and our students.

Since 2016, | have served as principal at Davis Elementary School, a Title 1
school in Portland, Oregon. This dissertation has been developed as an autoethnography,
which is a reflective account of my role as a principal during Covid-19. | chose the
autoethnography method because it supports self-reflection, and 1 am deeply entangled in
the day-to-day nuances of addressing a set of crises never experienced before. In telling
my story, | hope to also grow as a leader and gain a more holistic understanding of
leadership in times of challenges, emergencies, and crises. This study also contributes to
the newly developing body of research about leadership during the pandemic and ways
school leaders can effectively support their school communities through prosocial
leadership, the theory of cultural wealth, culturally responsive leadership, and a culture of
care.

Background and Significance of the Problem

Before the Covid-19 pandemic, many K-12 schools already struggled to manage

student behavior in meaningful and effective ways because of children’s and adolescents'

mental health needs, which is a nationwide problem (Cook et al., 2015). Many children
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come to school needing support with social-emotional skills, and some students do not
feel connected to school (Durlak et al., 2011). As a result, these students have limited
self-regulation and social interaction skills. It is estimated that one in six children
between the ages of six and seventeen in the United States (16.5% of youth) experience
mental illness each year (National Alliance on Mental Health, 2019). As of 2016, only
50.6% of youth received treatment for mental health disorders, and support does not
begin until children reach an average of 11 years of age (National Alliance on Mental
Health, 2019). Research indicates that half of the nation’s children, or about 35 million
children, experience one or more types of childhood trauma referred to as Adverse
Childhood Experiences (ACE; Stevens, 2013). Research has also shown a relationship
between traumatic experiences in childhood and adverse outcomes that may happen later
in life (Bateson et al., 2020). The epidemiologist team who developed the ACE
assessment found that early ACEs affect brain development and that traumatic childhood
experiences can lead to disease later in life (Felitti, 2002). According to Plumb et al.
(2016), most ACEs are considered complex trauma, which is “an extreme form of stress
that affects brain development of children” (p. 38), and are a result of neglect from
caregivers over a length of time. Currently, interventions and educational policies do not
address the needs of those students affected by ACEs, and they are left to suffer the
impacts of trauma (Plumb et al., 2016).

The Covid-19 pandemic has further brought light to the mental health needs in
our schools, particularly in terms of accommodating the needs of changing student

populations. In the past 20 years, enroliment in public K-12 schools in the United States



CULTURE OF CARE AND PROSOCIAL LEADERSHIP

has increased by 3.5 million students (from 47.2 million students in 2000 to 50.7 million
in the fall of 2020), and racial and ethnic student populations have shifted (National
Center for Educational Statistics [NCES], 2020). According to the NCES (2020),

Between fall 2000 and 2017, the percentage of public-school students who were

White decreased from 61 to 48 percent, and the percentage of students who were

Black decreased from 17 to 15 percent. In contrast the public-school students who

were Hispanic increased from 16 to 27 percent during the same period.

With these changing demographics in schools and the increase of cultural diversity in the
US as a whole, cultural considerations are crucial and must be deliberated by school
leaders to guide decisions for supporting student learning. Educational programs need to
be developed with sensitivity to diverse student populations' needs, particularly regarding
social skills (Riveria & Adkinson, 1997).

Social and emotional needs, along with basic survival needs, have only been
exacerbated by Covid-19 and the pandemic-related trauma and economic instability that
have resulted. During the Covid-19 pandemic, schools have continued to struggle to meet
students' social and emotional needs. As the pandemic continues, children in poverty,
who rely on school-based services for nutritional, physical, and mental-health needs, have
been affected disproportionately (Masonbrink & Hurley, 2020).

Statement of Purpose

This study provides personal experiences of being a principal during the Covid-19

pandemic and examines the complexities and problems | experienced as a principal

during the school closure and reopening. I share the experiences | had as a leader during
4
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the Covid-19 pandemic and what | found to be most effective in leading a community of
students, families, and staff through unpredictable times of stress and unknowns. Creating
a culture of care and loving the people we serve is always important in leadership, but
during the pandemic it became absolutely necessary for successfully navigating the work
of a school principal. | hope that this autoethnography allows my colleagues and
educational peers to reflect on their own experiences during the pandemic and how they
have and can build relationships in their own school communities to hold one another up
through times of ambiguity, fear, anxiety, and uncertainty. The school closures of 2020
provided a unique leadership and growth opportunity for principals, and | hope my
dissertation encourages leaders to reflect on experiences that may be similar or different
than my own in how they dealt with the challenges posed by this unprecedented time. An
understanding of how leaders respond to large-scale complex problems is especially
needed given impending ecological and socio-political challenges.
Purpose of the Study

In this study, I used autoethnography to reflect on my time as principal at Davis
Elementary School in Portland, Oregon during the Covid-19 school closure and
subsequent reopening. | documented and explored the systems that | built as a leader to
support the community of teachers, staff, students, and parents. The self-analysis and
evaluation inherent in the autoethnography methodology support my reflection on my
experience of being a leader during the pandemic. The timeline of the study begins with

the initial school closure of Oregon public schools in March of 2020.
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Every school and district in Oregon had unique circumstances during the closure,
but an exploration of my experience may offer insights to other educators into their own
experiences of the pandemic and school closures. For instance, remaining calm and
always thinking a step ahead were imperative strategies for me to lead my school
community through an unpredictable year. Being resilient to constant changes was crucial
as a leader during this time. Also, leading from a place of hope kept me going. |
encountered and addressed innumerable problems that strengthened my leadership
practice as an elementary school principal, which may provide insight to other school
leaders who also navigated the Covid-19 pandemic.

Conceptual Framework

The conceptual framework for my dissertation is based on (a) a culture of care,
informed by the constructs of ethic of care, cultural wealth in critical race theory, and
culturally responsive leadership, and (b) prosocial leadership theories. Each of these
concepts helped frame my research as a principal during the Covid-19 pandemic.

Ethic of Care

The ethic of care (EoC) is a theoretical framework based on care and compassion
that became prominent in the 1980s (Noddings, 1984). In a school that has established an
EoC, all staff, including teachers, believe in the importance of the holistic well-being of
the students, and they support students through trust and relationship building.

Cultural Wealth in Critical Race Theory
Cultural wealth in critical race theory is grounded in the knowledge, skills, and

abilities that communities of color must obtain in order to survive and resist systems of
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oppression (Yosso, 2005). Cultural wealth is described as having six forms of cultural
capital: aspirational, linguistic, familial, social, navigational, and resistance. Davis
Elementary has a very diverse student body. In this study it was important to explore the
cultural wealth in our community and the strengths our students and families bring to our
school.

Culturally Responsive Leadership

Culturally responsive leadership is a leadership style that supports inclusive
learning environments for students and families from linguistically and culturally diverse
backgrounds. Culturally responsive leadership uses leadership pedagogies, practices, and
policies to create culturally inclusive school environments.

In an extensive literature review by Khalifa et al. (2016), four major strands were
identified involving the behaviors of culturally responsive school leadership. These
strands include: critical self-awareness, culturally responsive curricula and teacher
preparation, culturally responsive and inclusive school environments, and engaging
students and parents in community contexts. These strands will be explored in Chapter 2.
Prosocial Leadership

Prosocial leadership is a leadership style that puts people first within an
organization. In an organization with a prosocial leader, the leader has the skills and
knowledge to effectively influence the organization and goals that serve the common
good of the organization (Lorenzi, 2004). In a school, a prosocial leader has two primary
focuses. First, the principal’s own social and emotional competence is a focus, which

allows the leader to model caring for students and staff while also being able to handle
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stress. The second focus is on positive social, emotional, and academic outcomes for
students while making sure all members of their communities (parents, students, and
staff) feel safe, cared for, respected, and valued.
Research Methods

This dissertation uses the formal methodology of autoethnography to describe my
story of being a principal during the Covid-19 pandemic, told through my cultural lens of
being an elementary school principal. Autoethnography is a qualitative research method
used to examine an individual's personal experience (Adams et al., 2014). This method
“offers nuanced, complex, and specific knowledge about particular lives, experiences,
and relationships rather than general information about a large group of people” (p. 21).
"As method, autoethnography is both a process and a product” (Ellis et al., 2011, p. 273).

Documenting my story during the pandemic for my autoethnography has allowed
me to grow as a leader and learn from my experiences. “As our stories illustrate,
autoethnography is a method that allows us to reconsider how we think, how we do
research and maintain relationships, and how we live” (Adams et al., 2014, p. 21). I have
learned more about how I live as a leader and maintain relationships while reflecting on
my lived experiences.

Through the autoethnographic process, | share and reflect on my own experience
of creating a culture of care and relationship building that led my community through the
crisis. I will describe the ambiguities, fears, and barriers that | had to confront daily and

the systems that | had to create to support students, teachers, staff, and parents. | am not
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on an island by myself, and | will describe the supports | sought and was given as | coped
with challenges during the pandemic.

This study's research tools included documents created by me and external
documents that substantiate my self-reflections about my experiences of leading during
the Covid-19 pandemic. The primary data source was a reflexive journal, in which |
documented and reflected on my experiences; this creates transparency in the research
(Ortlipp, 2008). I also collected data through agendas, email, staff newsletters, social
media, the Remind app (used for parent communication), calendars, with which I used
reflective analysis. | used these tools to understand and share my experiences, and |
discovered and traced common attributes through these multiple research tools.
Research Questions

There is limited research regarding the principal’s role in a school during the
Covid-19 pandemic. My autoethnography of the principalship during the Covid-19
pandemic examines the following questions:

Q1. Asa principal, what were the most critical aspects of my leadership in

supporting my school community?

Q2. How did I promote a culture of care at my school?

Q3.  How did I show up as a culturally responsive leader each day?

Q4.  What did my school do to acknowledge the cultural wealth of our diverse

community?

Q5. How did I practice self-care during the pandemic?

Q6.  What did I learn about myself as a leader during the pandemic?



CULTURE OF CARE AND PROSOCIAL LEADERSHIP

Q7.  What are the best practices I learned during the pandemic that are useful
for continued application?
Definitions of Key Terms and Concepts
To provide a shared understanding of this research study, the main concepts and
terms used in the study are defined as follows:

Autoethnography: Qualitative research in which an author uses personal experiences as

data to self-reflect, analyze, and understand one’s experience.

Culturally Responsive Leadership: Leadership that supports inclusive learning

environments for students and families from linguistically and culturally diverse
backgrounds. Culturally responsive leadership uses leadership pedagogies, practices, and
policies to create culturally inclusive school environments.

Culture of Care: A theory that puts emphasis on relationships within an organization.

Distance Learning: Taking the components of a typical school day and moving them to

an online environment to educate students who are off site.
Ethic of Care: A moral theory that emphasizes the importance of caring for others
through relationships, concerns, and responsibility.

Hybrid Learning: Combining in-person classroom experiences and online learning.

Students attend part of the school week in person and the other part online.

Model of Cultural Wealth: Yosso (2005) defined cultural wealth as “an array of

knowledge, skills, abilities, and contacts used by Communities of Color to survive and
resist racism and other forms of oppression” (p. 154).

On-Site Learning: A typical school environment where students attend in person.

10



CULTURE OF CARE AND PROSOCIAL LEADERSHIP

Prosocial Leadership: A set of habits, values, beliefs, and skills that facilitate

achievement of an organization by attending to the well-being and functioning of the
members of the organization.

Reflexive Journal: A written record kept by a researcher during the research process

detailing what they did and why they made the decisions that they did.

Social and Emotional Learning (SEL): The process of developing skills of self-
awareness, self-management, relationships skills, and social awareness.
Summary

An autoethnography is a highly personalized account of a lived cultural
experience. My autoethnography tells the story of my time as an elementary school
principal during the Covid-19 pandemic. Schools were unprepared for the closures, and
as a leader | had no choice but to persevere and figure out how to educate our students at
home in a distance-learning model. Then, after a year, | had to figure out how to reopen
the schools in a hybrid-learning model. During this period, | learned a great deal about
myself as a leader and about implementing leadership practices that support the work | do
in my school community. Utilizing the theoretical frameworks of: (a) culture of care,
informed by the constructs of ethic of care, cultural wealth in critical race theory, and
culturally responsive leadership, and (b) prosocial leadership, this autoethnography used
self-reflection to elucidate the shared experiences and challenges of many education
professionals. Autoethnography allowed me to tell my story of being a principal during
the year 2020-2021 and of how | supported, and continue to support, my school

community through resilience and an established culture of care.
11
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Chapter 2: Literature Review

This chapter examines the existing educational literature related to leadership
models, a culture of care, ethic of care, and culturally responsive leadership. The
literature review supports the development of conceptual frameworks to provide an
understanding of my personal account of being a principal during the 2020-2021 Covid-
19 pandemic and address the complexities posed during that time period. This literature
review examines various leadership frameworks and the ethic of care. It also examines
critical race theory with a focus on the model of cultural wealth. As a leader, an
understanding of these frameworks provides a way to organize my self-reflective data.
Leadership styles, cultural wealth theory, and culture of care are important and relevant
to my experience of being a principal during the Covid-19 pandemic because they
provide the framework for me to examine my experiences, with these concepts being the
most important in my school community.
Leadership

Leadership is the ability to organize a group of people to achieve the goals and
objectives of an organization (Kalkan et al., 2020). Kruse (2013) defined leadership as "a
process of social influence, which maximizes the efforts of others, towards the
achievement of a goal” (p. 3). Leadership must be manifested at all levels of an
organization, not just at the top of the organizational hierarchy. In the case of school
districts, leadership development must be supported within all levels of their

organizations. As schools grow and adapt to best support changing student populations,

12
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adept leadership is one of the most critical factors in school improvement (Vélez et al.,
2017).

A significant body of research shows that strong leadership is imperative to the
successful functioning of schools, as well as to continuous school improvement. Sparks
(2018) defined continuous school improvement as "a cyclical process intended to help
groups of people in a system—from a class to a school district or even a network of many
districts—set goals, identify ways to improve and evaluate change” (p. 1). Continuous
school improvement looks at concepts in other fields, such as health care and technology,
to improve schools. Tools and strategies often used in continuous school improvement
include design-based implementation research, networked improvement communities,
and improvement science (Sparks, 2018). School leaders are under immense pressure to
improve schools, and there is a social demand for schools to be more dynamic because of
rapid changes and increasing needs that impact schools (Kalkan et al., 2020). We know
that leadership is instrumental to school improvement, and it is important to understand
the role of leaders and their leadership styles that promote school success.

Schools have organizational structures in place to run effectively, one of which is
the school leader, the principal, who is responsible for meeting the goals and objectives
within their school and for supporting leadership development throughout their
organization. A school principal's leadership style plays an instrumental role in
determining the organizational structure and outcomes of a school. Many principals,

however, lack the skills and capabilities to lead effectively (Doyle & Locke, 2014);
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therefore, it is essential to look at leadership styles and the training available to principals
to help them lead effectively.

In leadership research, many styles of leadership have been studied, some of
which are more successful than others. “Leadership theories have focused on what
leaders are like (personality or trait-based approaches), what leaders say (charismatic),
what leaders do (style based), and when leaders do it (contingency theories)” (Lorenzi,
2004, p. 282). This literature review explores the following leadership styles:
transformational leadership, transactional leadership, servant leadership, authentic
leadership, prosocial leadership, and culturally responsive leadership. My research is
grounded in the latter two leadership styles—these leadership frameworks are most
closely tied to who | am as a leader at my school. I believe supporting employees is
crucial as a leader, which is a direct aspect of prosocial leadership. | also serve a very
diverse school community, where our community represents 23 different languages;
therefore, it is imperative to my work that I am a culturally responsive leader. However,
these two leadership styles are better understood when contextualized by the first four
styles. This literature review, therefore, briefly describes the first four styles, then puts
special emphasis on prosocial leadership and culturally responsive leadership.
Transformational Leadership

Transformational leadership is the style that many researchers find the most
appropriate for school today (Anderson, 2017). In the last three decades, transformational
leadership, originally established in 1985 by Bass and colleagues as transformational—

transactional leadership, has become one of the most prominent leadership theories (Bass,
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1985; Bass & Avolio, 1990). Transformational leadership was preceded by transactional
leadership, which was a well-established leadership model based on an exchange
relationship in which the follower complies for expected rewards (Barnett et al., 2001). In
contrast, "transformational leaders help followers grow and develop into leaders by
responding to individual followers' needs by empowering them and by aligning the
objectives and goals of the individual followers, the leaders, the group and the larger
organization™ (Bass & Riggio, 2006, p. 3). In transformational leadership, leaders are
influential because they create new visions and missions for their organization, establish
new norms, support changing employees' attitudes, and make necessary changes to the
organization's culture (Simsek, 2013). Transformational leadership began to be seen as a
type of leadership that would motivate those within the organization to meet the mission
and vision (Barnett et al., 2001).

A principal's role is complex, and transformational leadership provides a
framework for understanding a principal’s role (Chirichello, 1999). Principals are held
responsible for transforming school cultures to meet all local, state, and federal
stakeholders' demands. Simultaneously, they must complete leadership tasks, such as
supporting struggling students, evaluating staff, hiring and developing teachers,
participating in community outreach, developing budgets, strategic planning, and
managing infrastructure (Anderson, 2017). Because transformational leaders motivate
staff to inspire employees and enhance performance, transformational leadership is
closely tied to teacher commitment, job satisfaction, and other areas that improve

schools, as documented by numerous studies (Anderson, 2017; Dumay & Galand, 2012).
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Kalkan et al. (2020) researched school administrators' leadership styles by
examining school culture and organizational image with a sample of 370 teachers. They
used a relational survey model to examine the relationship between leadership of school
administrators, school culture, and organizational image. This study looked at three
leadership styles: transformational leadership, transactional leadership, and laissez-faire
leadership. Teachers’ perception of their school’s culture is vital, and cooperation and
trust must be a part of the school culture in order for the school to operate successfully.
Transformational leadership also supports administrative and teaching teams to work
together cohesively, and the researchers found that in schools where transformational
leadership was high, there was a strong sense of the school’s culture and organization
image among the staff. This study also found that when teachers have a positive
perception of school culture, this is an indicator of cooperation and trust, which are "very
important aspects of the efficiency and productivity of educational institutions"” (Kalkan
etal., 2020, p. 10). Cooperation and trust are built through relationships that form strong
school cultures, influencing a school's productivity and performance (Kukla-Acevedo,
2009).

The results of Kalkan et al. (2020) showed a significant relationship between
transformational leadership and school culture, which was similar to previous research
findings. Kalkan et al. (2020) stated, "it would be beneficial to provide a sustainable
structure to educational institutions, to develop transformational leadership behaviors of

school administrators, and to organizational training and development programs for a
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strong culture and organization image” (pp. 11-12). A transformational leader will foster
the commitment of their followers and inspire them to enhance their job performance.
Transactional Leadership

Transactional leadership, which is concerned about the day-to-day and normal
operation of an organization, is the polar opposite of transformational leadership.
Robbins and Judge (2013) describe transactional leaders as “leaders who lead primarily
by using social exchanges and transactions” (p. 475). In transactional leadership,
employees receive rewards based on their performance at work. A reward is given by a
leader who communicates to their followers (employees) why they are receiving the
award (Wahyuni et al., 2014). An employee in an environment with a transactional
leadership style is rewarded for a job well done with commitment to the organization and
is punished if not. With this leadership style, there is very little looking ahead within the
organization; rather, there is a focus on the day-to-day operations.
Servant Leadership

Servant leadership is another style found in leadership research. This leadership
style, which puts serving the people of the organization as the top priority, was
popularized in the 1970s by Robert Greenleaf (R. Wilson, 1998). This type of leadership
focuses on helping followers do their jobs, rather than controlling or directing them, as in
a transactional leadership style (Wahyuni et al., 2014). “Servant leadership begins with
the natural feeling that one wants to serve, to serve first, then lead as a servant” (Cerit,

2009, p. 600). R. Wilson (1998) describes the characteristics of a servant leader to
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include listening, empathy, healing, awareness, persuasion, conceptualization, foresight,
stewardship, commitment to the growth of people, and building community.

Servant leaders are often not motivated to be leaders at first but take the position
in order to respond to a need for group success (Cerit, 2009). Laub (1999) identified the
following six characteristics of a servant leader: valuing people, developing people,
building community, displaying authenticity, providing leadership, and sharing
leadership. Each of these characteristics promote serving the people within the
organization and encouraging them to do their best.

There are many benefits in a servant leadership model, including altruism,
simplicity, and self-awareness (Johnson, 2001). There are also, however, criticisms of the
servant leadership model, including the negativity of the term servant (slave), which can
be seen as unrealistic, and that it may not work in every context (Johnson, 2001). Cerit
(2009) found that servant leadership in a school context can have a positive impact on job
satisfaction. “It can be said that school principals should be servant leaders to improve
job satisfaction, which in turn contributes to the effective work of teachers” (Cerit, 2009,
p. 616). Many characteristics of servant leadership are found in prosocial leadership,
which will be explored in a following section.

Authentic Leadership

Authentic leadership is “founded on a leader’s ability to establish meaningful

relationships by demonstrating self-knowledge and genuineness in representing oneself to

others, coupled with openness to others’ perspectives and a moral commitment reflecting
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unflagging personal integrity” (Atwijuka & Caldwell, 2017, p. 1040). Knowing your

people and building relationships is crucial in this leadership style.

Walumbwa et al. (2008) defined authentic leaders as possessing four
characteristics: self-awareness, relational transparency, balanced processing, and moral
perspective. Self-awareness is the ability for one to have insights into their own strengths
and weaknesses. Goleman (2005) argued that self-awareness is a part of social and
emotional intelligence and a leader’s own understanding and awareness of the verbal and
non-verbal cues they give when leading. Relational transparency is defined as alignment
between a leader’s true self and their behaviors when they deal with others (Atwijuka &
Caldwell, 2017). “Leaders demonstrate their internalized moral values and ethical
assumptions, and their conduct reflects those underlying beliefs with no attempt at
misrepresentation or deception about who they are and what they believe” (Atwijuka &
Caldwell, 2017, p. 1041). In authentic leadership, a leader takes into consideration all
viewpoints and makes a decision based on all the information they have received,
regardless of their own viewpoint, known as balanced processing (Atwijuka & Caldwell,
2017). Finally, authentic leaders possess moral perspective, which Atwijuka & Caldwell
(2017) describe as a perspective that, “enables them to call upon moral and ethical
guidelines in the decision-making process—and it is that defining moral standard that
forms the basis for decision making for themselves and their institutions” (p. 1041).
Prosocial Leadership

Prosocial leadership (Figure 1) is the first of the two primary styles that frame my

autoethnographic research. Prosocial leadership, one of the most explored styles in
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organizational leadership, has gained popularity over the years because it creates

organizational effectiveness and makes work more meaningful (Grant, 2007).

Lorenzi (2004) defined prosocial leadership as follows:
A positive, effective influence with constructive goals that serve the common
good. The leader's intentions, visions, and goals are positive ("pro™); they create
value. The leader is also capable of implementing change. The leader manages,
follows through, delivers. The leader's actions attend to the broader group's needs
("social™) rather than to limited, personal interests. (p. 283)

Figure 1

Components of Prosocial Leadership
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Note: Adapted from Principal’s Social and Emotional Competence: A Key Factor for

Creating Caring Schools by Mahfouz et al. (2019).
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Further, Brief and Motowidlo (1986) describe prosocial behavior as:

(a) performed by a member of an organization; (b) directed toward an individual,

group, or organization with whom he or she interacts while carrying out his or her

organizational role; and (c) performed to promote the welfare of the individual

group or organization toward which it is directed. (p. 711)

In a review of prosociality in educational leadership, Yada and Jappinen (2019)
defined several components of prosocial leadership: prosocial motivation, prosocial
behaviors, and prosocial impacts. Prosocial motivation is the value recognized by the
leader in helping others. Servant leadership, empathy, and caring are all connected to
prosocial motivation (Yada & Jappinen, 2019). Servant leadership, as related to a leader's
own identity or worldview, is tied to the goal or motivation of serving and of helping
individuals realize their capabilities (Stewart, 2012). C. Wilson (2016) argued that a
principal’s prosocial motivation, or caring, is pivotal in leading a school, especially in
schools with racial minorities. Principals must act in a caring way toward the staff and
teachers they supervise in order to establish trusting relationships to support the work of
the school.

Prosocial behaviors relate to the actions a leader takes to support others and the
positive effect on employee’s lives (Grant, 2007). Servant leaders have prosocial
behaviors that put others' needs over their own. “The prosocial behavior of servant
leadership is oriented toward individuals as well as organizations” (Yada & Jappinen,
2019, p. 987). Another prosocial behavior includes mentoring because it provides

individualized support to mentees for their professional development (Yada & Jappinen,
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2019). Other types of prosocial behaviors include induction, coaching, and knowledge
sharing. Induction is the support provided to new teachers. Coaching is a process in
which an individual supports another person at achieving and realizing their goals.
“Knowledge sharing is also considered as prosocial because it is aimed at facilitating
organizational members’ own learning and practice, and creating common understanding
and trust” (Yada & Jappinen, 2019, p. 988). Within an organization these actions support
prosocial behavior within the organization.

Research has found that prosocial leadership increases organizational
effectiveness by improving employee performance and emotional well-being (Grant,
2012). Through prosocial educational leadership, supporting employees, students, and
people can benefit the entire organization (Yada & Jappinen, 2019). However, there is
limited research on the role of prosocial impact in educational leadership, and more
research is needed.

Mahfouz et al. (2019) defined two critical characteristics of prosocial school
leaders, those leaders who embody the three components of prosocial leadership (Figure
1). The first characteristic is strong social and emotional competence (SEC) of a principal
and the ability to handle stress (Mahfouz et al., 2019). A prosocial leader with strong
SEC is aware of their own and others' emotions, leading to effective and positive
leadership. An effective prosocial leader proactively supports their community, is people-
centered, and keeps people's needs above those of an organization while also creating a

culture of collaboration (Harris, 2002). Also, principals with strong SEC are empathic
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listeners who lead toward change because they can accurately identify others' emotions
(Berkovich, 2018).

It is also imperative that a principal model caring and social and cultural
competence with both students and staff (Mahfouz et al., 2019). Louis et al. (2016)
argued that principals "set expectations in a school that create mutual obligations to
support all students and not just those who are ‘ready to learn,” and they can engage in
regular acts of caring with individual students that model expectations for others™ (p.
334). If principals with strong SEC are modeling positive relationships with students and
staff, this will become an expectation for teacher—student relationships.

The second, but related, characteristic of a prosocial principal is that they ensure
that the school community (students, staff, parents, and community members) feels safe,
cared for, and respected to create a healthy school culture. Louis et al. (2016) argued that
"caring and caring leaders provide a foundation for school community™ (p. 312).
Similarly, Mahfouz et al. (2019) stated, "Principals are responsible for the complex task
of creating a caring, healthy school climate that is welcoming, supportive, culturally
affirming, and respectful of all members of the school community™ (p. 4). A prosocial
leader with high SEC has skills that build a healthy school culture, including effective
leadership, healthy relationships, effective family and community partnerships, effective
social and emotional learning implementation, and positive social and emotional and
academic outcomes.

Positive relationships between all stakeholders are at the center of a healthy

school community, and a prosocial leader believes in and develops healthy relationships
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with the community that they serve. At its core, school leadership is a social relationship
(Louis et al., 2016). In one study, Harris (2002) found that principals with high emotional
intelligence were aware of the need to build positive relationships with students, staff,
and parents. A prosocial leader establishes caring relationships, including attentiveness,
motivational displacement, situationality, mutuality, and authenticity (Louis et al., 2016).
Noddings (2005) argued that it would not be possible to care for another genuinely
without understanding the individual through attentiveness. Leaders must attend to all
members of their school community to have healthy relationships. Noddings (2005) also
argued that one must put others' needs ahead of their own—motivational displacement—
because one must care for another in a selfless way to truly build a strong relationship. In
a school setting, caring is situational and must be dynamic rather than rule driven
(Noddings, 2005). Care must also be grounded in mutuality, and caring roles are not
fixed and may shift in a relationship (Louis et al., 2016). Further, healthy relationships
are established through authenticity, which requires transparency, openness, and being
genuine (Noddings, 2013).

In addition to building positive relationships within the school, a prosocial leader
welcomes both family and community partnerships. Prosocial principals recognize that
families are essential for school improvement processes to lead to improved outcomes for
children (Green, 2018). Chrispeels (2004) argues that principals "learn to share leadership
and shift their roles and responsibilities to include teachers, parents, and students in the
messy and challenging work to achieving educational excellence™ (p.4). The same applies

to community partnerships. Principals with high SEC strive to build relationships and
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connections with all school community stakeholders to serve their school communities,
including non-profits, mental health organizations, businesses, and other community
organizations (Mahfouz et al., 2019). Schutz (2006) points out that the partnership
between the community and schools can, and should, be improved, stating, "communities
are helpful to schools when they support the school's mission and harmful when they
resist or criticize the mission in some way” (p. 704).

Social and Emotional Learning Implementation. In the prosocial leadership
model, the implementation of social and emotional learning (SEL) is essential because it
informs the important task of addressing the needs of students with emotional and mental
challenges. According to the Collaborative for Academic, Social, and Emotional
Learning (CASEL), SEL is the process by which children and adults acquire and
effectively apply the knowledge, attitudes, and skills necessary to understand and manage
emotions, set and achieve positive goals, feel and show empathy for others, establish and
maintain positive relationships, and make responsible decisions (CASEL, 2018).
Research has demonstrated that SEL is key to important life outcomes both in school and
in students’ future careers (Swartz, 2017). In the K—12 education system, SEL is often
referred to as ‘the missing piece’ (Gayl, 2018).

Many students come to school having experienced complex trauma and stress,
which impairs emotional regulation and executive functioning (Compas, 2006). Of the
children surveyed by the National Survey of Children Exposed to Violence, 60% have
been exposed to trauma (Wiest-Stevenson & Lee, 2016). This trauma is not always

visible and may manifest as behavioral issues at school, affecting a student's ability to
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pay attention and remember information learned at school (Mendelson et al., 2015). For
schools to address the needs of students, it is imperative that they consider the needs of
the whole child—academically and emotionally—Dby creating trauma-sensitive schools.
Trauma-sensitive schools understand trauma and the impact it has on the brain, which
allows them to put supports in place to help students succeed in the classroom (Plumb et
al., 2016). These trauma-responsive schools have systems in place to increase students'
coping skills, improve attendance and classroom behavior, increase graduation rates, and
provide emotional and physical safety for students (Hoover, 2019).

To mitigate trauma and teach social skills, schools are putting systems in place
and training staff to address mental health needs in schools, of which SEL is just one.
Other evidence-based practices include Response to Intervention (RTI), which is a
process used by educators to help students who are struggling with a skill or concept, and
Positive Behavior Intervention Supports (PBIS), which supports core behavioral curricula
(Cook et al., 2015). SEL also infuses self-determination strategies into the curriculum
(Bohanon & Wu, 2012). Both PBIS and SEL address different mental health needs (Cook
et al., 2015). In a classroom implementing both PBIS and SEL, these methods had the
most significant effect, with a 1.0 effect size in a pre and post screener that rated students
on externalizing behavior (Cook et al., 2015). In addition to formal systems, schools are
also using restorative practices and mindfulness to support students.

Taken as a whole, these systems and practices are part of the Multi-Tier Systems
of Supports (MTSS). MTSS provides universal support for all students and is an effective

way to organize and deliver a continuum of support at school to address students' social
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and emotional, as well as mental, health (Cook et al., 2015). The key to an effective
MTSS system is that it focuses on schoolwide SEL.

For school systems to effectively teach prosocial skills, social and emotional
supports must be provided systemically by involving families, the community,
implementing school and districtwide SEL practices, and using social and emotional
curricula to instruct (Lenz et al., 2018). SEL curricula are effective as both core
instruction and intervention. The five competencies taught in SEL are: self-awareness,
self-management, social awareness, relationship skills, and responsible decision-making
(CASEL, 2018). To enhance learning, instruction of social and emotional skills must
occur, and students must have the opportunity to apply these skills in a culturally
appropriate way (Durlak et al., 2011). SEL skills foster youths’ ability to manage
emotions and behaviors that lead to positive results in academics and behavior.

History of SEL in Education. Social and emotional learning has a long history
and is not a new concept in educational theory and practice (Comer, 1988; Edutopia,
2011). In 1968, James Comer started a pilot program called the Comer School
Development Program, or the Comer Process, at Yale's School of Medicine Child Study
Center in two New Haven schools (Comer, 1988). These two schools had the lowest
attendance and the worst academic outcomes for students in the city. Unlike other school
reforms that were focused on academics, the Comer Process focused on improving the
educational experiences of minority youth, predominantly African American students
living in poverty (Coulter, 1996). This program's goals were to promote a positive school

climate and to create supportive relationships and bonds between school staff, children,
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and parents, goals that are shared with modern-day SEL. The schools established a
collaborative-management team that included teachers, parents, the principal, and a
mental health worker (Comer, 1988) to support academic and social programs in the
school. By 1980, by focusing on social and emotional learning concepts, the two schools
had improved academic performance, decreased truancy and discipline incidents, and
surpassed the national average in academics (Comer, 1988).

The Comer Process became the steppingstone for social and emotional
programming in schools. It was followed in 1982 by the New Haven Social Development
Program, the first districtwide, K-12 social development program, implemented by Yale
professor Roger P. Weissberg (Shriver & Weissberg, 1996) and in 1986 by the William
T. Grant Consortium for School-Based Promotion of Social Competence, a
multidisciplinary group focused on the implementation and design of social and
emotional programming for K-12 schools (Weissberg, 2019). Following this work,
CASEL was created in 1994 to establish evidence-based social and emotional learning as
part of preschool through 12" grade (CASEL, 2020). During a meeting in 1994 at the
Fetzer Institute, the term social and emotional learning emerged (CASEL, 2020), which
became part of popular culture in 1995 when Daniel Goleman published Emotional
Intelligence: Why It Can Matter More than 1Q, where he argued that character could be
developed through teaching social and emotional skills (Edutopia, 2011). Soon after, in
1997, the Association for Supervision and Curriculum Development published Promoting
Social and Emotional Learning: Guidelines for Educators, in which nine CASEL leaders

defined the field of social and emotional learning (Edutopia, 2011).
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Effectiveness of SEL in Schools. Durlak et al. (2011) conducted a meta-analysis
of 213 school-based social and emotional learning programs that included 270,034 K-12
students. This study, which is one of the most extensive studies on SEL to date, examined
school-based SEL programs and their effect on children's behaviors and academic
outcomes. This research focused solely on universal school-based social-emotional
development programs and evaluated the impact on the development of academic
performance, social behavior, and problem behavior. The study addressed the
implications of the findings for educational practices and policies and concluded that
teaching SEL skills led to improved competencies and attitudes about self, others, and
school. The study showed that SEL instruction is successful in K-12 and urban,
suburban, and rural schools and is not dependent on students' socioeconomic status. The
study also found that with the implementation of SEL instruction, there was an 11% gain
in academic performance, indicating that SEL instruction improves students' connections
to school and, therefore, academics. Further, the study found that schools could
implement SEL instruction without the need to add any additional staff. This body of
research indicates that universal school-based SEL instruction can enhance educational
outcomes for all students.

O'Connor et al. (2017) assessed SEL programs to identify qualities and
components that determined their level of success. They found that effective SEL
programs had three things in common. First, effective SEL programs met the specific
needs of a district, school, or classroom. The first step in an SEL program is making

students' social and emotional competency a priority (O'Conner et al., 2017). Using an
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evidence-based SEL program provides a theoretical framework, supportive materials,
planned activities, and guidance for implementation, assessment, and evaluation, which
can be used to directly address the unique needs of a region, school, and classroom.
Second, an SEL program must be aligned both vertically (across grade levels) and
horizontally (throughout different contexts in a school). Horizontal alignment allows
students to practice SEL principles in various environments, such as classrooms,
cafeterias, school buses, and even their own homes. Finally, an SEL program must have
sustainable school and community support. An SEL implementation plan must be put in
place with all stakeholders at the table, including teachers, administrators, families, and
the community. With all partners on board, SEL becomes the way schools do business,
rather than an afterthought.

Teachers’ Roles in SEL. Teacher training is imperative, not only in SEL
implementation, but also in preparing teachers’ own social and emotional competencies.
Teachers' beliefs are shaped by their own life experience and backgrounds, which
impacts their social and emotional competencies (Hanson-Peterson et al., 2016). When
teachers are prepared to teach SEL skills, they are able to manage their emotions in
positive ways, be compassionate, respectful, responsible, and resilient members of the
community who are kind to self and others, have strong relationships, manage peer
conflicts and pressure, and become their best selves. Schonert-Reichl (2017) stated,
"teachers are the engines that drive SEL programs and practices in their classrooms, and
their social-emotional competence and well-being strongly influence students™ (p. 137).

Malm (2009) further argued, "there is an urgent need for teachers today to develop new
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and creative emotional competencies to cope with an increasingly complex, changing and
diversified school environment™ (pp. 79-80). Teachers must be prepared to meet students'
needs by building their own emotional competencies, and teacher preparation programs
are crucial to developing these social and emotional skills within our teachers.

Culturally Responsive Leadership

Culturally responsive leadership (CRL) is the second leadership style that
provides a framework for this study. This leadership style takes into account different
cultural needs and backgrounds, and it is a particularly relevant style in current K-12
education because of changes in student populations and demographics. Growing student
populations—enrollment in K—12 school increased more than 300% from 2000 to 2015
(NCES, 2020)—and shifts in racial and ethnic student populations mean that cultural
considerations are crucial in school leaders’ decision making. All racial and ethnic groups
other than White (and American Indian/Alaska Native, which remained at 1%) increased
during that same period (NCES, 2020), underscoring the importance of developing
educational programs that are sensitive to these diverse populations’ needs and
particularly in terms of social skills (Riveria & Adkinson, 1997).

Although culturally responsive teaching is important, Gay (2013) argued that it
cannot alone solve the problems facing diverse student populations. All aspects of the
educational system need to be transformed, including funding, policy making, and
administration. Research has found over many years that school leadership is essential to
any school reform effort (Leithwood et al., 2004), and culturally responsive leadership is

necessary in schools that are attempting to implement culturally responsive pedagogies.
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Culturally responsive leaders must develop, support, and promote a welcoming climate in
which the school is inclusive and welcoming to minoritized students (Khalifa et al.,
2016), who are defined as “individuals from racially oppressed communities that have
been marginalized—both legally and discursively—because of their non-dominant race,
ethnicity, religion, language or citizenship” (p. 1275). Minoritized students have been a
part of historically oppressive structures in schools, in which schools have been complicit
(intentionally or unintentionally) in reproducing systems of oppression. School leaders
have an ethical obligation to counter this oppression by being culturally responsive
leaders. Khalifa et al. (2016) further advocated the benefits of culturally responsive
school leaders:
Culturally responsive leadership influences the school context and addresses the
cultural needs of the students, parents, and teachers. For example, culturally
responsive school leaders are responsible for promoting a school climate inclusive
of minoritized students, particularly those marginalized within most school
contexts. Such school leaders also maintain a presence in, and relationships with,
community members they serve. They lead professional developments to ensure
their teachers and staff, and the curriculum, are continuously responsive to
minoritized students. (p. 1274)
The Four Strands of Culturally Responsive School Leadership. An extensive
literature review by Khalifa et al. (2016) identified four major strands involving the
behaviors of culturally responsive school leadership (CRSL). These strands include

critical self-awareness, culturally responsive curricula and teacher preparation, culturally
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responsive and inclusive school environments, and engaging students and parents in
community contexts.

In CRSL, critical self-reflection of one’s leadership practices is ongoing and
constant (Theoharis, 2007). A culturally responsive leader is committed to their own
continuous learning of cultural knowledge and contexts (Gardiner & Enomoto, 2006).
Leaders must understand their own cultural background and the biases, assumptions, and
values they bring with them in order to be anti-racist leaders. Dantley (2005) stated, “A
psychology of critical self-reflection involves the educational leader coming to grips with
his or her own identity and juxtaposing that against the identity of the learning
community” (p. 503). Culturally responsive school leaders constantly examine their own
biases to identify how those biases are affecting their leadership practices (Dantley,
2005). In CRSL, leaders are transformative leaders for social justice. They measure
student inclusiveness, policy, and practice using equity audits and school data to critically
reflect on the culturally responsive practices within the school (Khalifa et al., 2016).
Ishimaru (2013) discussed the importance of the community voice in measuring the
cultural responsiveness of a school. Low-income parents and parents of color often do not
feel welcomed at their children’s schools, but principals can support parents, educators,
and the greater community in developing relationships to create a sense of belonging
(Ishimaru, 2013). Ishimaru (2013) found that with parents, shared leadership was non-
negotiable. “A shared conception of leadership consistent with organizing principles may

begin to bridge the ‘worlds’ of professional control and community interest” (Ishimaru,

33



CULTURE OF CARE AND PROSOCIAL LEADERSHIP

2013, p. 41). Social capital was also found to be important between educators and parents
in elevating parent voices in a school (Ishimaru, 2013).

While self-reflection is essential in culturally responsive leadership, so is the
development of culturally responsive teachers within the school. Khalifa et al. (2016)
believe that principals focusing on developing culturally responsive teachers is one of the
most important aspects of being a culturally responsive leader. Some of the ways
principals can support teachers in becoming culturally responsive include reforming the
school curriculum to be culturally responsive, modeling culturally responsive teaching,
using culturally responsive assessment tools, facilitating collaborative walk throughs, and
developing teacher capacity to be culturally responsive educators (Khalifa et al., 2016).
Another action principals can take toward fostering culturally responsive teachers is to
establish a CRSL team that is responsible for reviewing culturally responsive practices
and looking for new ways that teachers can be culturally responsive (Gardiner &
Enomoto, 2006). Khalifa et al. (2016) described necessary leadership actions:

Such leadership activities will vary from one context to the next, but overall

school resources, leadership teams for cultural responsiveness, and mentoring (or

challenging) teachers for culturally responsive teaching must be a constant part of

the ongoing professional development in schools. (pp. 1287-1288)

The leader must also use school data to identify cultural gaps in student
achievement, discipline, enrichment, and remedial services to guide the culturally
responsive work in the school (Skrla et al., 2004). Lindsey et al. (2004) argued,

“Culturally proficient educational leaders take responsibility for helping each student
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understand himself or herself as a unique, competent, and valued member of a diverse
cultural community rather than a deprived minority in a dominant culture” (p. 44).

Third, culturally responsive leaders promote a vision for a culturally responsive
and inclusive school environment and behavior practices through modeling CRSL for
staff and through building relationships (Khalifa et al., 2016). In a culturally responsive
and inclusive school environment, all students are accepted, and you will find student
voice, acknowledgment of the social capital of students, and recognition of the value of
student’s indigenous cultures (Khalifa et al., 2016). School data can also be used to look
at exclusionary practices and to challenge policies, teachers, and behaviors that lead to
exclusion (Madhlangobe & Gordon, 2012). Building relationships between students and
staff is critical in culturally responsive school environments because it supports reducing
anxiety among students, and relationships between students and school leadership are
equally as important (Madhlangobe & Gordon, 2012).

The fourth culturally responsive leadership practice is engaging students and
parents in community contexts. Culturally responsive leaders care for students and
families and connect directly with students (Khalifa et al., 2016). They create a nurturing
and caring environment and find ways in which the community and school spaces can
overlap (Cooper, 2009). “This often occurs through the promotion of overlapping school—
community spaces—bringing the community into the school and establishing a school
presence in the community; this happens by leveraging school resources for cultural
responsive schooling” (Khalifa et al., 2016, p. 1297). It is important for culturally

responsive leaders to develop positive relationships with the community and to provide
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opportunities for the greater community and parents to be a part of the school community
(Gardiner & Enomoto, 2006). The mindset school leaders have about the community they
serve is important because it will impact the work that they do within the community.
Culturally responsive school leaders also make sure not to have a deficit mindset about
students and families they serve (Flessa, 2009). A leader must understand and
acknowledge the cultural wealth of the individuals that they serve.
Cultural Wealth Model

The students attending schools in the United States are more diverse than ever,
but the teaching and administrative personnel do not reflect these changing
demographics. The proportion of students of color in our schools is increasing and
projected to continue on that trajectory. By 2024 the NCES predicts that 46% of US
students will be White, 29% will be Hispanic, 15% will be Black, and 6% will be
Asian/Pacific Islander (Policy and Program Studies Service, 2016). However, 82% of the
educator workforce is White (NCES, n.d.). Over time, educator diversity has slightly
increased, from 13% teachers of color in the 1987-1988 school year to 18% in 2011
2012. During this same school year, only 20% of principals were people of color.

Our diverse student bodies bring community cultural wealth to our schools.
Community cultural wealth (Figure 2) can be described as “an array of knowledges,
skills, abilities, and networks possessed and utilized by communities of color to survive
and to resist racism and other forms of oppression” (Yosso & Burciaga, 2016, p. 1).
Throughout history, racism has shaped our social institutions, including our schools. To

serve successfully as educators of diverse student populations, school leaders need to
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understand the lived experiences of people of color. Critical race theory (CRT)
established by Delgado and Stefancic (2012) is a well-established and research-based
framework for educators to do this work. Yosso and Burciaga (2016) describe CRT as “a
dynamic interdisciplinary framework used to identify, analyze, and challenge the ways
race and racism intersect with multiple forms of subordination to shape the experiences
of People of Color” (p. 1).

The CRT framework has been applied to school settings to examine the impacts
of racism in schools and to make changes (Parker & Stovall, 2004). Using the CRT
framework, we can see the historical experiences of communities of color through
examining their lived experiences. There are six types of cultural assets described in the
cultural wealth model (Yosso, 2005), including:

e Aspirational capital— the ability to maintain hopes and dreams for the future,

even in the face of real and perceived barriers.

e Linguistic capital—the intellectual and social skills attained through
communication in multiple languages and/or language styles (including
communication through art, music, poetry, theatre and dance).

e Social capital—networks of people and community resources.

e Navigational capital—skills in maneuvering through social institutions.
Historically, this implies the ability to maneuver through institutions not
created with communities of color in mind.

e Familial capital—cultural knowledges nurtured among familia (kin) that carry

of sense of community history, memory, and cultural intuition.
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e Resistant capital—knowledges and skills fostered through oppositional

behavior that challenge inequality (Yosso and Burciaga, 2016, p. 2).

Figure 2

Kaleidoscope of Community Cultural Wealth

Aspirational Linguistic Social
capital capital capital
Critical L
Race ) [ l
Theory
Navigational Familial Resistant
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Community

cultural
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Note. Critical race theory, the community cultural wealth model, and the six cultural

assets representing community cultural wealth within critical race theory (Yosso, 2005).

This model originally appeared in Yosso and Garcia (2007), and this figure is adapted

from Villalpando and Sol6rzano (2005) and Yosso (2005, 2006).
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These six cultural assets reframe culture as a resource for communities of color
instead of a barrier and provide points of consideration for educators working within
communities of color. Communities of color have passed down these cultural assets
through generations and preserved them, despite dealing with difficult experiences, such
as violence and unfair laws. “As we consider the generations of communities who have
preserved and passed down cultural wealth despite harsh conditions, let us be fierce
visionaries for generating opportunities to cultivate community cultural wealth as a tool
of reclamation—a tool for social justice” (Yosso & Burciaga, 2016, p. 2).

Culturally Responsive Social and Emotional Learning

Cultural wealth and cultural assets can be called upon in SEL that is focused on
being culturally responsive. Culturally responsive SEL integrates instruction that uses
lived experiences and frames of reference of students to reinforce and teach SEL
competencies (Barnes & McCallops, 2019). For educators to teach culturally responsive
SEL, they must be culturally effective and responsive. A culturally responsive educator is
aware of their biases and assumptions, seeks out knowledge of the group of students they
are working with, and uses culturally appropriate strategies when working with diverse
students (Han & Thomas, 2010).

Current research on SEL in urban schools focuses on "fixing students” exposed to
risk factors common in urban areas (McCallops et al., 2019). This is problematic because
it bases social and emotional interventions on a deficit model. Integrating cultural wealth
into SEL means including and considering students’ familial and cultural strengths in

social and emotional programming while also considering systemic inequities that lead to
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negative social and emotional outcomes for students in urban areas (Gay, 2013). With
increasing diversity of student populations in the United States, it is critical to incorporate
culturally responsive practices in SEL programming and to have culturally responsive
leaders in schools today.

SEL occurs alongside the environment in which one engages (Zwaans et al.,
2008). All children face dual demands of family and school, and navigating these social
demands can be challenging for some children (Garner et al., 2014). When trying to
understand the social and emotional competency of a child, it is important to understand
the dominant socio-cultural demands of the child’s culture because they shape a child’s
social and emotional competency (Chen & French, 2008; Graves & Howes, 2011). The
socio-cultural factors that significantly impact SEL intervention programs include
race/ethnicity, socioeconomic status (SES), gender, disability status, family emotional
socialization practices, and school context (Garner et al., 2014). Culturally responsive
SEL programming in schools needs to address each of these factors.

Considering race and ethnicity is important in addressing social and emotional
competence. Through this review of the literature, it is clear that SEL is necessary for
improving learning outcomes for all students. If teachers are provided training and tools,
schools are able to implement schoolwide universal practices around SEL and students

significantly benefit.
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Ethic of Care

Creating a Culture of Care

In the last several decades, K—12 educational strategies have focused on school
leadership, increasing academic achievement, the rigor of courses, and teacher evaluation
(Louis et al., 2016), but this approach has not been sufficient for positive educational
outcomes. Many schools have reported an increasing level of challenging and disruptive
behaviors, and within these schools there has often been frustration, conflict, and stress
from both students and staff (Cavanagh et al., 2012). However, schools can adopt
responsive practices to support students and improve outcomes by implementing a
culture of care and culturally responsive pedagogies. That is, leaders within school
systems can shift their focus away from impersonal academic measures and toward
caring for their students.

A caring community provides a safe and supportive school learning environment.
School communities that are caring communities have “an ‘ethic of care’ that works to
develop students who will become empathetic adults and transport a caring mission
beyond the walls of the school to their communities” (Doyle & Doyle, 2003, p. 259).
Also, when a school has a culture of care, equity is a focus and vision (Doyle & Doyle,
2003). All members of the school community must look at the systems that serve students
in order to ensure equitable decisions are being made and that inclusion, which “begets
equity and models caring for everyone in the school community” (p. 259), is a priority.

Positive school culture is directly tied to student outcomes, and, therefore, schools

benefit when their principal takes on a caring role as part of their leadership and
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management responsibilities (Habegger, 2008; van der Vyver et al., 2014). Cavanagh et

al. (2012) described the need, when creating a culture of care, to be “cognizant on how
the school and classroom values, beliefs and practices make it safe for all students to
engage, to contribute, to belong and to feel confident in their own cultural identities” (p.
443). Creating a culture of care is part of fostering a trauma-sensitive environment where
students can access both academic and social and emotional learning. Further, creating a
culture of care involves all components of an educational community—not only school
leadership but also the teachers, students, administration, and community at large. Doyle
and Doyle (2003) used Lincoln Center Middle School (LCMS) in Milwaukie, Wisconsin
as an example of a caring school community, which was created through five critical
activities including “establishing powerful policies for equity, empowering groups,
teaching caring in classrooms, caring for students, and caring by students” (p. 259).

At the helm of creating a culture of care in a school community is the school
principal. In order to instigate a caring culture within their school, "the principal has to
act in a caring way towards the teachers under his or her supervision. . . . the principals'
leadership/management function also includes a caring role" (van der Vyver et al., 2014,
p. 1). A principal who holds to a culture of care will model caring for their staff, which
influences the entire organization’s culture. There must be a districtwide effort to create a
safe and supportive learning environment in our schools. School staff, teachers, and
principals cannot do it alone.

Effective teachers must have the ability to implement a culture of care in their

classrooms (Owens & Ennis, 2005). Owens and Ennis (2005) stated, "teachers need to be
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able to care for themselves, their students, the content, and other members of the school
community” (p. 392). Teachers being empowered in their own development is very
important within a culture of care. “Because professional development directly influences
teachers’ role responsibilities, teachers need to have decision-making authority for their
own professional development” (Doyle & Doyle, 2003, p. 260). For example, at LCMS
this meant some teachers were provided funding to attend conferences and given time to
share what they learned with the other staff. Teachers were also provided with funds to
develop writing competencies for creating curricula (Doyle & Doyle, 2003).

Caring communities also include structures that allow for shared decision making.
These structures include parent committees, such as parent—teacher associations, and
school improvement/leadership teams. Caring communities look at structures for
developing the capacity of the members of their communities by empowering them to
support the school in making decisions (Doyle & Doyle, 2003). This shared decision
making requires that schools allow community members to “have authentic decision-
making power,” rather than just “advisory input” (p. 260).

Another key component to a school with a culture of care is caring for students. In
a school with an established culture of care, “schools and teachers take ownership and
responsibility for students’ holistic well-being (adopting an ethic of care), for building
trusting and respectful relationships and for repairing those relationships that have been
harmed through wrong doing” (Cavanagh et al., 2012, p. 444). Reciprocal and respectful
student—teacher and student—student relationships facilitate student learning and allow

students “to know that they belong and feel safe to participate without threat of their
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culture identities, values and practices, all characteristics of an effective culture of care”
(p.452). Additionally, “students need to feel that their teachers care about them, want the
best for them, and are invested in their success, before students will give their full effort”
(Shann, 1999, p. 409).

It is important that students are not only cared for, but that they care for others.
“To make caring a metacognitive activity, student must be not only cared for, but they
must also think, plan, and reflect on how they are involved in caring for others” (Doyle &
Doyle, 2003, p. 261). Schools must embed opportunities for students to learn about
caring for their community within their curricula. As an example, LCMS staff
implemented service learning as part of the social-studies curriculum. Students were
involved in projects in the community, such as visiting nursing homes, painting a daycare
center, and visiting a nearby elementary school to share their experiences of service
learning, which promoted care in the greater community (Doyle & Doyle, 2003).

Trust in Caring School Communities. “Trust is increasingly recognized as an
essential element in vibrant, well-performing schools” (Tschannen-Moran & Gareis,
2015, p. 257). The concept of trust includes five commonly recognized concepts:
benevolence, predictability, competence, honesty, and openness (Hoy, 2003). Trust is
based on the belief that individuals or groups act in ways that are in the best interest of
the group (Hoy et al., 2006). Tschannen-Moran and Gareis (2015) found that trust in
schools is associated with effective leadership practices that support student achievement,

teacher efficacy, and teacher professionalism.
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A 2015 case study about Martha Johnson, principal at Bullen Elementary in the

Belmont School District in Belmont, North Carolina, illustrated the role of trust in
building a community of care to improve teaching and learning (Brown |11, 2015). In the
25 years prior to Johnson becoming principal, there was a history of principal turnover
because the position was a difficult one. Johnson, who has now been an effective leader
at Bullen Elementary for 18 years, was able to regain the trust of the community, staff,
and families and to build a culture of care at the school.

In rebuilding trust with the school community, Johnson took three actions (Brown
I11, 2015). First, Johnson changed the physical environment of her office by putting in a
table and chair to welcome staff, families, and students who came to meet with her. She
added student-made decorations throughout the school, creating a welcoming
environment. Through extensive personal involvement in modifying the school’s physical
environment, she also made it apparent that she was invested in her role as principal. A
fifth-grade teacher at the school related, “the physical environment shift gave the initial
impression to the staff that she was not looking to be here short-term, she and her
husband practically lived here the first summer helping the custodial staff decorate the
building” (Brown III, 2015, p. 312).

Second, Johnson worked to develop home—school relationships. Johnson knew
that parent involvement would be a key to her success at Bullen Elementary. Under
Johnson’s leadership the school offered many opportunities for families to be actively
involved in their children’s educational experience. She invited parents to join the school

leadership team and to be a part of the after-school program. The school began hosting
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parent events, workshops, and festival nights, which empowered parents and built trust
and a sense of community.

Finally, Johnson used a shared leadership model. In her first year, she worked
with the superintendent to change the negative school culture by replacing six teachers.
She also implemented Professional Learning Communities during which she gave
teachers additional time to look at data and monitor students (Brown I11, 2015). Allowing
for shared decision making and empowering teachers to incorporate caring into their
approach toward students contributed to a community of care. This case study illustrates
actionable methods for improving a school’s outcomes by incorporating trust and caring
by a school principal. Johnson was able to rebuild trust with the community through
changing the physical environment, developing home—school relationships, and using a
shared leadership model.

Mindfulness in Caring School Communities. Mindfulness is a concept that is
useful for creating a culture of trust in school communities. Two types of mindfulness,
individual and organizational, can support principals and teachers in making intentional
decisions and building trust within their school systems (Hoy et al., 2006). Hoy et al.
(2006) described individual mindfulness as

A habit of mind that continuously seeks disconfirming evidence to test

assumptions. Mindful administrators know that “believing is seeing,” and they are

on guard—wary of the obvious and searching for “the danger not yet arisen.”

They are suspicious of facile explanation as well as their own success. (p. 239)
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Organizational mindfulness comprises five processes: preoccupation with failure,
reluctance to simplify, sensitivity to operations, commitment to resilience, and deference
to expertise (Weick & Sutcliffe, 2001). A preoccupation with failure and always looking
for small mistakes prevents them from becoming large problems (Hoy et al., 2006). Hoy
et al. (2006) argue that “because success breeds complacency and sometimes arrogance,
preoccupation with failure prevents being lulled into a false sense of organizational
confidence” (p. 239). Mindful organizations are also reluctant to simplify because “life in
schools is complex, [and] teachers and administrators need to adopt multiple perspectives
to understand the shadings that are hidden below the surface of the obvious” (p. 239).
Mindful schools are also sensitive to operations, which means that they remain focused
on the education of their students (Hoy et al., 2006). A commitment to resiliency is
important in a mindful organization as well. Educators must be flexible and emotionally
strong in order to cope with inevitable unexpected events (Hoy et al., 2006). Finally,
mindful schools defer to expertise. They are flexible in decision making rather than
adhering to strict rules and regulations without regard for specific situational needs (Hoy
et al., 2006).

The Ethic of Care Framework

In social science research, there is a theoretical framework based on care and
compassion called an ethic of care (EoC), which became prominent in the 1980s. This
framework was created by philosopher and educator Nel Noddings and psychologist

Carol Gilligan (Gilligan, 1993; Nodding, 1984), who argued that there should be care at
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the center of the educational system. The EoC can be applied in many fields and used to
re-imagine current educational practices.

In the book The Challenge to Care in Schools, Noddings (2005) provided
recommendations for schools in creating classrooms based on care ethics. She stated,

In particular, we believe that students should be given opportunities to learn how

to care for themselves, for other human beings, for the natural and human-made

worlds, and the world of ideas. This learning to care requires significant

knowledge; it defines genuine education. (p. Xxxi)

When there is care, there is an established relationship. In a caring relationship, relational
practices are in place that foster mutual recognition and realization, growth, development,
protection, empowerment, and human community, culture, and possibility (Owens &
Ennis, 2005).

In Noddings' ethic of care, there is a reciprocal relationship between the "one
caring" and the "cared for.” These roles can shift depending on context. For instance, in a
school, the principal is the one caring, and teachers, students, and parents are cared for. In
a classroom, the teacher is the one caring, and the students are cared for. To be
considered a caring relationship by this definition, there must be reciprocal care by and
from both parties.

In a classroom context, teachers are responsible for empowering students
(Noddings, 2005). Noddings (2005) said, "teachers not only have to create caring
relations in which they are carers, but they also have the responsibility to help students

develop the capacity to care” (p. 18). An important facet of this dynamic to consider is
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the possibility that the student does not feel cared for. “No matter how hard teachers try
to care, if the caring is not received by the student, the claim ‘they don’t care’ has some
validity. It suggests strongly that something is very wrong” (Noddings, 2005, p. 15).

Moral Education in a Caring Community. Each person has a different capacity
for caring, and it is the responsibility of educators to support students in developing the
capacity to care. Care can be taught through moral education, and in the EoC moral
education has four components: modeling, dialogue, practice, and confirmation
(Noddings, 1984).

In creating schools that embody a culture of care, it is important that the principal
models what it means to care about the teachers, families, and students within an
organization. “We do not tell our students to care; we show them how to care by creating
caring relations with them” (Noddings, 2005, p. 22). Modeling is also important because
people need to have the experience of being cared for in order to have the capacity to
care.

Dialogue is also important in an EoC, and dialogue must be open ended to
connect us with other people. In open-ended dialogue, neither party has an intended
outcome to the conversation. Open-ended dialogue affords an opportunity to create
understanding, empathy, and appreciation within a relationship (Noddings, 2005).

Next, practice is an important part of moral education. Attitudes and mentalities
of people are shaped through experiences and practices. “If we want people to approach
moral life prepared to care, we need to provide opportunities for them to gain skills in

caregiving” (Noddings, 2005, p. 24). Noddings (2005) believes that if we practice caring
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in our schools, eventually we will not only transform our schools into caring
communities, but we will transform our society as well.

The final component in moral education is confirmation. This is the act of
affirming and encouraging the best in others. “Confirmation requires attribution of the
best possible motive constant with reality” (Noddings, 2005, p. 25). Caring is knowing
where someone wants to go and being able to confirm and support them toward their
goals.

Continuity in a Caring Community. Noddings (2005) also described that in a
caring community there must be continuity of purpose, place, people, and curriculum.
“Although schools should continue to reflect on and pursue many purposes, their first—
their guiding purpose—must be to establish and maintain a climate of continuity and
care” (Noddings, 2005, p. 64). In education there must be strong, long-term relationships
to establish trust for there to be caring communities, which differs from short encounters
with others (Noddings, 2005).

Continuity of purpose in a school happens throughout an entire day and portrays
what is important to the school. Students need to be aware that their school is a place
where they are cared for and they will be encouraged to care for themselves as well
(Noddings, 2005). For continuity of purpose in schools, community members and parents
should be welcomed into the school to be a part of the caring community that is the
school. Every stakeholder in a school, including administrators, students, parents, and
community members, should know and understand the purpose of the school and be able

to remind each of that purpose (Noddings, 2005).
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Continuity of place is also important for building a caring community. Ideally,
students should be in a single school setting for two to three years because “children need
time to settle in, to become responsible for their physical surroundings, to take part in
maintaining a caring community” (Noddings, 2005, p. 66). Students are often moved
from school to school for a variety of reasons, including declining enrollment, specialized
programs, and to achieve racial balance (Noddings, 2005); therefore, school systems
should be better prepared to address enrollment declines and racial integration without
changing a student’s school and disrupting their continuity of place.

In addition to benefiting from long tenures at the same school, students also
benefit from continuity of people. For instance, staying with the same teachers for a
continuous period of time,