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In January 1991, our journal group of five Philadelphia elementary- and
middle-school principals and an educational ethnographer began to
meet twice a month at one of our homes to share dinner, conversation,
and journal entries about our professional practice. We did not know
then that our writing group would become essential to our lives and our
professional practice or that we would come to see this kind of work as
educational reform.

“The group,” as we have come to call ourselves, grew out of the
Writing Leadership Institute, a four-day seminar sponsored by the
Philadelphia Writing Project for Philadelphia School District adminis-
trators. We begin our meetings with dinner, where we catch one another
up on our lives and share what we have heard about goings-on in the
large urban district in which we work. After dinner, we read from our
journals. We discuss each entry—contributing related experiences, ask-
ing questions, debating. We also respond to the writing itself, each of us
connecting to the voiceinthe journal. Oneof usserves as recorder during
the journal discussion and enters notes into a notebook of our meetings.
At times, we have focused our talk and /or writing on an article or book;
we have also experimented with more structured kinds of talk like the
reflective conversations and descriptive reviews that Pat Carini has
developed in her work at the Prospect School (see Carini 1974). But such
occasions are infrequent.
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We had been meeting about twice a month for alittle over a year when
we presented this articleas a paper at the 1992 Ethnography in Education
Research Forum, at the University of Pennsylvania. In this article, we
share some of our journal entries and reflections on that writing; finally,
Jolley discusses the connections between our work and that of educa-
tional ethnographers.

Holly Perry is the principal of Academy for the Middle Years, Northwest, a
desegregation magnet program and an early member of the Coalition of
Essential Schools. Holly literally dreamed and wrote our group into being.

In preparing my contribution to this article, I thought back to the
beginning—before “the group” was formed—to my first journal entry
at the Writing Leadership Institute. We were assigned randomly to
journal groups and given time to write. The power of writing and
sharing in a small group overwhelmed me. People whom I thought I
knew [ came to know in new ways in those brief days of the institute. 1
wanted to find a way to continue. “The group” was formed as a result
of a Philadelphia Professional Growth Partnership grant.

I had no idea the importance this group would take on for me when
I wrote the grant. Our conversations, written and spoken, help me make
sense below the surface of the job called principal. In the beginning, our
group wrote in parallel fashion, each of us writing essentially alone, then
reading our entries, and then responding with our separate under-
standings about the writer’s topic. During those early meetings, it was
rare that one of us would challenge another’s meaning. Since then we
have gone deeper, bringing more of who we are to the group as we
struggle together to keep essential balances in our personal and profes-
sional lives. We have begun to write in response to one another and to
explore each other’s salient themes as we think about our own work. An
excerpt from my November 11, 1991, journal entry:

Tonight 1 feel like I understand what Rita has been talking about when she
has raised concerns and resisted structuring our group too forcefully. I find
myself scrambling to get a handle on something for the ethnography forum.
Jolley says we will be focusing on each other’s writings in order to help hone
them into papers appropriate for conference participation. 1 don’t know a
procedure for this task. Do | do an analysis of what I have written here and
there, over the past year? Should | go back and look at what I've written to
teachers in their lesson journals? I'll just select one of my pieces about “time”
in school.

Later in that same journal entry, I discussed how each of us approache
our journals in a different wav, noting that my writing often consists ot
reflections on school life. 1 enjoy letting the words run, as in the selectior:
below.
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I think life passes so quickly, particularly in middl it is s
to hold on to the fact that the WEEB: | w“\cqr with moﬂwvwm_m Hm Wﬂzﬁ%ﬂﬂﬁg
w%::m adults. Somehow, when these children graduate from cighth WBQM
: va\ mnmmw\ __~_~ my 5_.:9 toarealm where nrqo:c_ommnm_ time has scant mea :m:m‘
i on‘t really imagine them as grappling with life beyond the boundaries of
e years Em.v\ are with me. It is, therefore, astonishing to hear they are
sophomores, juniors, graduates of Penn State, Ursinus Tuskegee ,;m% a )
MM.MA mnzm_v\.wﬁ.w with E..E::mnm::nm_ companies! moEmma\gmw\ when ﬁ.rmv\ Wo:MM
back mMmM._nmm_.r there is only a faint trace of the chubby, woz edge of early

I'am thinking about time and time cycles in schools. A partial list:

periods seconds holidays
mornings years Fridays
afternoons units Mondays

days seasons paydays

weeks full moons off paydays
months requisitions open enrollment
semesters curriculum elections
quarters heating book fairs
trimesters distribution greeting dates
passing minutes graduation

I wonder if certain feelings and moods go wi i
th certain cycles. I've looked
old folders of meeting notes and found %m _ ® rais ally.
same
What a rambling piece of writing! concems raised annually.

The groupliked this entry. Wealllau i
r entry. ghed as Iread my list. “It' s al
m:vomB\ Someone said. Rita asked, “Didn’t you _Aboi%”rm vmmanEEmowm
the week is Friday night, and the best day of the year is the night of the

last day of the school i
] year, before summer begins. It’ i
night ever—even if it’s Tuesday!” ¥ egins 165 the best Friday

Mollie Williams is the principal of the Disston S j

: 1 . chool, a K-8 school in the
:owmwwn&mw: section of Philadelphia. Mollie’s journals are filled with themes
familiar to any \NSEN principal, but the themes particularly resonate for
women principals in the early years of their administrative careers.

In thinking about the ethnograph

_ Inthi phy forum and what

init, I listed some themes that I felt recurred in my SMNHMWS mouldbe
sthe parent-child relationship; .

rve :-—m AOH my own H:ﬂmHQMﬂm ar —Q ﬂw—m 1I —DU-—H to

erole playing—which side (male/hard: f ;
whem, and e /hard; female/soft) to show; to
edoing what you have to do;
etrust.
_>m I'thought about the list, I saw that each theme contains a “wall” that
construct to protect my soft underside. These walls are the boundaries
that protect me from constant and intolerable hurt.
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An excerpt from my March 4, 1991, journal entry:

Went to work, planned my morning; nothing went right. All my plans were
shot. | can’t find time for me!!

An excerpt from my February 11, 1991, journal entry:

Bread winner versus mother: how do we reconcile these two opposing forces?
Kia has decided to display the same attitude that I suspend students for. Do I
suspend her from the house? From my life? Do | roll with it, remain calm,
reinforce positive behaviors when | am so angry 1 don’t want to talk to her?
Is it really what the principal as an ethnographer should deal with? How do
you keep personal and professional lives in sync?

An excerpt from my March 18, 1991, journal entry:

Once again time has run out. . .. Each day I’'m further away from achieving
my self set goals. | plan, I organize, and I'm still behind.

What I'm realizing is that my inaction in problem areas has contributed to
my being behind and not having enough time for myself. A lot of my time is
spent feeling angry because something is bothering me. That keeps my mind
in a state of tension that keeps me from relaxing and involving myself in more
pleasurable activities.

At home, I told Kia that she could not go to the movie. Sounds like no big
deal but my reasons had to do with her not completing some chores. I didn’t
even allow her to do them quickly, so that she could go, because I realized that
even that was a source of anger tor me. | was very calm when I reminded her
that our relationship was built on give and take. Thus far, she had been taking
and I was willing to give if she carried her own weight. She was grumpy as
could be that night, but I felt fine. I was relaxed, and that is one way of having
time for me.

Atwork, one person in particular was not doing her job.  had evenreminded
her that she was not meeting her responsibilities. She smiled and said she
knew and would do better. She didn’t. I didn’t act further, but the anger was
eating away at me. It wasn’t until I acted that I began to feel relief. Once that
burden was off my shoulders, | could relax and then expend less energy and
get the same work done. Even the paperwork, as a result of my action, is not
a threat to my relaxed state of mind.

So, for me, having time for myself doesn’t always mean setting aside 3—
p-m. on Tuesday. Having time for myself means doing what I have to do to
ensure that my mind is not in a prolonged state of tension. When I am relaxed,
I can better handle my responsibilities and can better prioritize what needs to
be done, so that I feel less pressure.

I believe that I can do just about anything I set my mind to do. But
there is a price for that confidence. It can mean alienation from others
when I have to make decisions for the common good and not go alony,
with the self-interests of the people involved. There are the nagging and
worrisome afterthoughts that come when I wonder if [ have made the
right decision and then must realize that lam humanand not everythiny
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I do will be perfect or correct. As I reviewe
questions appearing in different forms.
*Was the decision the right one?
“OUE ~_ q.:i or offend someone in making that decision?
m: - - .p- )
oncanl | mwm with the feelings of hostility that those affected will have
*Was [ trying to lord it over an "
; yone that I am “the boss”?
“W\mﬂw MQ nN_m as :Wm cowm: affect my personal relationships?
oes it seem that “friendships” |
sible, i the srarhomeer riendships” are so hard, or perhaps impos-
My life is a continuum. The ed j
n . ges between the job and h
M_Mawma. m cannot “suspend” the child from my life, mE I can m”m_ﬂwnam
,_,ﬂ :% y distance myself from the horrors of an adolescent daughter
n _mn wa “ rmomm up so that I can protect myself, and the constant battle is
o eep the wall from staying up too long. [ am coming to realize that
noﬂ Mﬂ”mm_m .mﬂﬂm not so distance myself and depersonalize my connec
> that * just do not care. I have always felt that you must give j ,
relationship and take the chance of being hurt. :W\oc mmm__m :m _MH.MM: mww
MMM»M ”M..WMM Srﬂm_ﬂ. _mrﬂmw_mmﬁsmgv might be. Now I am scared. [ Em:vﬁ to
,bu notlike being hurt. Iam building walls, teari :
mﬂcm_m__:% MQ :8 rebuild them. What a nosqw&nmwswm::m themdown,
a’so find that I need a support system that ::m.man
- . . . . N Q T
EMQ part of my day is like. This is where the journal mao”wmn%:wh ”M )
nexcerpt from my January 31, 1992, journal entry: .

d my journals, | saw the same

Today I have been thinkin i i

) g again about something that was said at

HM.MM_.MW. I had reacted very strongly toa selection thatI felt w:o:__a :Mﬁﬂwa:_www
orum. As | examined my teelings, I saw that I have become protective

of :ﬂrm mﬂocvt and our mmm_ 1 : R
that a group member :mmE_MMmr: MB afraid that we might expose too much,

We've often talked about the trust level i
feel free to share our thoughts ro:mwam_m Eveny thaap iohe fact that we

) . y- Every thought is not
audience. In this often-crazy world, there has Sva a mmmm _u_mn.w wo M%«wmwwmﬂw

¢ ) e at are reflected in our actions in th
W:mﬂﬂm tire of hearing our stories because they really don’t :M%ﬂa.wrrﬂm_mm.
ork days that we do, and are unable to offer the support that is needed. “The

group,” formed around a common occupation. i : ;
saneina very demanding and _o:m_w _MWm lon, isessential to helping me keep

Arlene B. Holtz is the principal of Wilson Middle School, located i
northeastern section of Philadelphia, a predominantly Sm:m nowhhmhww
whose schools are desegregated by busing in African American m:iw:m
Arlene is also an educational ethnographer, having completed her doctorate
at the University of Pennsylvania, and a gifted storyteller.

The most significant journal entr i i
e y that I wrote during our first yea
a group told the story of Takia Richards, a mm<m:5-m%amn Sroav“ [ MMM
arrested for bringing a knife to school. The journal entry made explicit
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to me some important changes that I had experienced in my conceptu-
alization of the principalship.
Excerpts from a 1991 journal:

Takia Richards entered my office on Thursday afternoon shouting a stream
of threats and profanity at Mr. O’Connor, the red-faced assistant who threw
her into a chair. He told her, “Shut up!”, which had no effect on her, and he
handed me a six-inch florentined brass object.
“It's a butterfly knife,” he told me. “Open it up.” . o
Gingerly 1 released the catchand pulled back on the brass casing. A six-inch

blade, sharpened on both sides, emerged. .
“She was carrying it open beside her thigh in the yard,” he said.

He explained that once she realized that he had seen her with it she
threw it into her girlfriend’s pocketbook. He produced a small black
shoulder bag, with the thin strap broken. He explained that her girl-
friend wouldn’t release the bag, “so I ripped it off her shoulder.”

Throughout this explanation Takia continued to shout a stream of
invectives at everyone until I told her, “Shut up!”

My tone and the attitude of my body communicated that this was nonnego-
tiable, and she snapped back into the chair, folded her arms, and mercifully
stopped talking.

At this point, Kneesha, the girl who owned the pocketbook, entered
my office crying. Her house leader had her arm around her and ex-
plained that she was innocent. Kneesha and O’Connor immediately
began shouting at each other over the details of what occurred. At this
point I felt no particular care or concern for either of the girls.

As | write this now, I wonder what I was thinking as it all unfolded. I'm a
principal, an educator. This was police work. I have no stomach for it. For
crying out loud, my strengths were supposedly language arts, curriculum,
and middle-school organization. This was as far from all that as I could get.
I asked the house leader to sit with Kneesha to calm her down. “She was
innocent,” the teacher said. “She’s an honor roll student. She’s very upset.”

Now honor roll carried some weight with me, and those words caught
my attention. | really looked at Kneesha.

1 saw a frightened child, not a criminal. | realized she was afraid of e. Her
fatelay inmy hands. llooked ather. 1 really looked at her. Four feet, five inche-.
dark-skinned, well-dressed, frightened. A child. At first 1 missed the child |
reached out and touched her shoulder. “Trust me, Kneesha. I'll protect you
Had I made a promise | couldn’t keep?" | wondered. I felt like crying. That «
the wrong emotion, | thought. I shut it off.

Once again, | asked Takia to tell me what happened. She started witt:
a lie, stating she had found the knife in the schoolyard.
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“That’s a lie,” I flatly stated.
“Don’t you be callin’ me no liar,” she shouted at me.

_\wmw‘mnwo:m finds the weapon,” I said. “That's the story they all tell. And it's
alie.

“Lain’t no liar!” she snapped.

All this time I had been standing. Now I sat across from her and briefly held
my head in my hands. | spoke softly. “Takia, we're about to begin the rest of
your life. You just did something very bad, very wrong. What matters now is
what you do from here on. You will be arrested—" She started to talk, but Bw
raised hand silenced her. “You will be arrested. You will be handcuffed and
taken out of here. But your life will goon.

"At some point there may be a hearing. I'll be called. The judge will ask me
"How did she behave? Did she tell the truth?’ Let's start over with the truth.”

HM_ME looked down and began to cry. “I want to ask you something first, she
said.

\\Ormwnxx
“Will youdon'tlet anything happen to Kneesha? She didn’t have nothin’ to

do Sm:; this. I put it in her pocketbook. She maybe didn’t even know what it
was.

Ishook my head yes.
“Say it,” she shouted. “Promise.”
“I promise, Takia. Nothing will happen to Kneesha.” I felt worried by my

promise. | said, “The police may question her. I can’t stop that, but she won’t
be arrested.”

Takia shook her head. I knew she didn’t trust me. Why should she? Neither

of us trusted the other, but at least she spoke up for her friend. This i
me. Takia began, “I brought the knife v P e impressed

Ummwzm. my authoritarian demeanor with this child, I managed to see
something in her character that I value: she was loyal to her friend. What
is more, for reasons unknown to me, she was willing to trust me, with
her trust based on my word, my promise.

Takia tells me the “truth.” She was threatened by girls from another
school on the way home and brought the knife for protection. I had been
very clear with my students about the rules prohibiting weapons in
school, and so I dialed 911 to summon the police. I also called Takia’s
mother. There was no answer. I winced. I wished she could at least have
her mother to meet her in the police station. I also called Kneesha’s
mother and asked her to come to school.

I'had concerns about the way the police would handle this matter. The
school was located in a white neighborhood, and I was dealing with two
black girls. The new police captain told me that “all our trouble started
when they began busing in those kids.” | had heard white police officers
make racist comments. And I had never seen an African American police
officer in the district surrounding our school.

Two white officers arrived in my office. Neither made eye contact with me.
So what do you want?” the cop asked. “I guess we'll take both girls.”
“No.” I said. “Not both. Just one.”
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He looked at me. “Look, we'll let J.A.D. [Juvenile Aid Division] sort it out.”

“No,” I said. “You either take one, or no one.”

“You tryin’ to tell me my business?”

“No,” I'said. ”I'm the principal, and I'm reporting that we confiscated a knife
from this student.” I pointed to Takia. “She threw itinto this girl’s pocketbook.
She had nothing to do withit.” I sat beside Kneesha and put my arm around
her tightly. “You can’t take her. If you do, I'll withdraw everything.”

“All right. All right,” the cop said. “Stand up,” he said to Takia, “and put
your hands behind you.” As he snapped the handcuffs on her, she began to
cry.

NS.: not hurting you,” he said meanly. “This would hurt.” He did something
I couldn’t see which made Takia arch her back. “I'll leave ‘em loose, but don’t

fight me.”
Takia spoke. “I'm scared, Dr. Holtz. I'm scared. You didn’t tell me it would

be like this.”

Something inside me broke, some silenced emotion I had held in check.
Finally, I saw Takia as a child who was frightened and somehow linked to me
as her only supportin a terrifying world.

“Frisk her,” the cop told me.

“What?” I said.

“Frisk her!”

“I don’t frisk my own student.”

“Either you do or I will.” He walked toward us.

“Please do it, Dr. Holtz. Please you do it.” Now she cried, uncontrollable
tears. “Please do it. I don’t want him to touch me.”

I'looked at her face. [ didn’t know what to do. Now she led me.

“Unzip my jacket,” she told me. “Inside there’s a pocket with a pen.”

“Take the pen,” the cop said.

“That’s all I have.”

“Frisk her!”

“Please do it.”

I felt all her pockets. Up her legs. Her sides. For those few moments I felt
almost locked in an embrace before some perilous journey.

“I'm scared,” she told me.

“I know,” I said.

He yanked the cuffs and led her out. “Watch your attitude,” I whispered.

When it was over, | felt exhausted. 1 left the office and started walking
through the school. I returned to find Kneesha and her mother there.
“I'm glad you're here,” I told her. Before I could speak further she inter-
rupted me.
“What do you plan to do about this pocketbook?”
Ilooked atit. “I think it can be easily repaired,” I said. “Mr. O’ Connor’s first
concern was to get the knife out of harm’s way.”
“He could have asked politely.”
“Well, I think he did ask her, but she clutched the bag and wouldn’t give it
to him.”
“Then he could have gotten someone else to speak to her.” .
“There wasan open knife in the pocketbook,” I'said. “Hesecured it for safety
concerns.”
“You can tell my lawyer that.”
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“What?”

“Oh, I'intend to sue you.”

“Me, what for?”

“Did you reprimand Mr. O’Connor?”

“Repp S . A
E:mwm_uﬂm:a him? No. Mr. O’ Connor, | think, did his best. It was an unfor-

“Oh, I'm sick of listening to you. i J
ciation for our children’s Mm::«mm.ﬂ Tellitto my lawyer. You have no PP
m felt slapped across the face. What was this whole day about?
“Tell your lawyer to call our lawyer,” I said. “I don’t talk te _ms.vﬁ.nm “
I resumed my walk around the school, but no longer saw m:v;?‘:m\.mxnm?

anger and frustration. Ironically, my th i i
e rustali y. my thoughts turned to Takia. I realized I felt

After hearing me read this journal entry, Mollie reread t
K:wmmrmm s mother tells me, “You have no vaamnmm:.o: for %Mhﬂ_%wwmm
mmw__:mm. Hw_o:_.m said, “This is about race. I see race issues throughout
this piece. Without waiting to hear a word of what happened
Kneesha S mother passes judgment on my actions because I am white
Mﬂm& the children are black. Her reaction is the worst part of the day for

The relationship between Takia and me shifts in the jour
the cm%ﬁ.:::m Iam clearly the adult, the authority mm:_am. KHM_ Mwﬂ__wmhu
esting shift occurs when the police officer asks me to frisk her. She leads
Sm.fm.:ﬁ _umnouﬂmm the adult, and I become the child. .

15 journal entry begins on a level of mistrust and ev.
tween Takia and me. I resent her potential for violence Ewmwrmmw:mwmu
1zes the other children in the school. She begins to redeem herself W:m:
she speaks up for Kneesha. I promise her that nothing will happen to
Kneesha if she tells the truth. I also lead her to believe that I want to hel
her get through this ordeal in a manner that will enable her to :..E.:B%
some sort of self dignity. What she did was wrong, but not beyond
redemption. Theattitude and behavior of the policeleave me feeling that
I vm:.m%& her. They treat her with contempt and meanness. [ felt m set
c%_ﬂr_m vmnM_:mw in betraying her I betray my own principles. P
was only in our journal group that I began to feel forej

how I handled the matter. Holly mmmg \‘E_m:m is trying to Mmﬂwmwmwm MMM
moment what is best for the children and, all in all, doing a good job, but
still feeling so bad, so bitter, somehow off the mark. It amd:.:n__m me of
situational ethics. The importance of understanding the context, the
situation, _nﬂ o_.mmu. M_o understand the decisions we make.” It is ozmv\ in
our group that I find acceptance and i 1
our gro %Omm [ ond acce v safety in which1 can explore events

I entered the principalship with the idea that what mattered most was
%vmﬂ.:mﬁvmzma inside classrooms. | saw the problems associated with

discipline” as roadblocks that I had to negotiate in order to get on with

the important work such as improving instruction. The events in this
Journal entry forced me to reconsider this attitude. By the end of the
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journal entry, Takia really matters to me. ] entered the principalship with ﬂmmnw:nﬂm.cﬁimmd ,H:m_m and female administrators . . . are they significant?
jour ’ - L eone at1s their genesis?
the mistaken notion that I could delegate this M_.:mﬂ.o”w\,\wmnw%o Mwmsn as Today, | 3% Anna, Rita’s mother. Rita and | walked into the day room of
else. I cannot. I should not. What happens to lakia P : the nursing home to greet Anna, who was cating dinner in a geriatric wheel-
what happens to the honor student. Each child matters. ; chair. [watched Anna being fed thickened strained food by a nursingassistant.
: I continued to watch, almost as a voyeur, as Rita kissed her mother’s cheek
At the time of these journal entries, \o.nz ruth Hirshman was ml:wmmnm at M*.S . wmwrnwhm_%..mw her mother’s shoulder down onto her arm, and | was transported
Lingelbach Elementary School, and Rita Spelkoman was principa. at ow m I'looked m~.>::m and saw my mother-in-law, m father-in-law, my mother
issahi Elementary School for 18 years before her recent retirement. ., PN h p N o the y hich i ,»my er,
Wissahickon : hip, Lingelbach gained national recognition for the . my father, and my grandmother, in t € order in which they were in nursing
Under \oﬁm:\”r 5 NMQMMM whﬂ\m ?ﬁm: RS%N:::% how Chapter I services homes at sad ends to busy, productive lives, | watched and again lived
success that she an r

3 . through the anguish of attempts to have a mother speak, react, demonstrate
might really support children. Rita is our matriarch; her life, her work, and emotion, show recognition—care.

her writing have shown us much about going the distance. Rita wheeled her mother in my direction giving instructions as to a child to
, say, “Good night.” Anna stated, “Ich dankt dir zair far kimming [I thank you

very much for comingl.” With her next breath, she informed Rita that she
wanted to see her own mother. How well I remember how I felt when each

We present selections from our journals in point/counterpoint mmw_r.
ion. This rendering begins to capture how we respond to one another

over time—how listening and responding to one anoth mmm:oM oavm aging member of my own family expressed the same wish. What a fear that
deepens our friendship, but also more closely connects each of usto ou the wish to see one’s mother was an omen to the end being near.
. i d, as Holly has said, takes us deeper beneath the The sum of all of these life experiences causes me to reflect. [ was the sole
OWN EXpeETIEnce and, oY ’ caretaker for my grandmother, my mother, and my father. I shared responsi-
surface of this job called principal. bilities for my mother-in-law and father-in-law with my twe sisters 1]
) 1991 journal: _ S y mother-in-law and father-in-law with my two sisters-in-law.
An excerpt from Rita’s January But I was the only one of the three living less than an"hour away. I never
. : n, questioned my role. I visited every day with each of them. I tried at first to
I keep thinking about MaryAnn. She nmﬁ_u_wmaLwMNMw ﬂmwamww.ﬂ Wﬁﬂﬂ% wmnw\hﬂ is keep my parents and grandmother at home until logistically it was no longer
and being 18, she found a way to _,w.‘_\mﬂ kept thinking, why did she have to possible. I made all of the decisions for doctors, second and third opinions,
dying om,\nw:nmn.ﬁimﬁ Mm:”_mw Mﬂmvm:um _,__%?m ﬁovmmm my mother. I won’t be there and specialists. I battled with doctors and nursing home administrators and
call now? 1 must get to the

! 3 - s. MarvAnn kept .:::.nm.nma givers. I battled with insensitive relatives, friends, and unscrupulous
for the next two days because of professional commitments vary P individuals. Were all of these experiences, feelings, and insights my true
describing her dad.

. ; i ir. Pale, sad, Qm:::m.?wn the principalship?

Images swirled in 3%::@,&. w:m% ﬁwwwwﬂhﬂm w%mxﬂwm.ﬂ_mmrm._?o:aml:r Organizing, managing, and distributing time and resources were lessons
worn, forlorn Mrs. A, who is only p ww incipal, Mr. A. First-grade Mary- learned. How to juggle teaching, children, a weekend husband, washing
warm, gruff, caring, frightened of the princip " bescechin urging, argu- clothes for children and extended family, replacing clothes in drawers and
Ann—so cute, such a :Jwaﬂﬁﬂmﬂ&”iﬁ.ﬂmﬂw%wﬂml9 to expe nm.m:nm life with a closets, bringing clean clothing back to the nursing homes, searching for
ng- Emﬂmm@ M(._mQ.\w:M Q-wwmw uﬁoﬁnowo to move on. We can’t continue to pretend. clothing removed from nursing-home rooms by patients suffering from geri-
serious handicap, to ’ , :

atric dementia, cleaning, chauffeuring, shopping, checking homework, trips
to the library, and so on ad infinitum.

The warp to the woof were the emotions, feelings, and realizations. I learned
from my deepest depths about how insensiti veindividuals behave toward the
helpless. How casily even small amounts of power are fuel for abuse. Have |
now programmed myself to meet and greetevery parent and to address needs

There is anger, there is forgiveness. Now, death approaches.
Echoes of confidences:
“I hate my father.” . . )
\\rmw M_oﬁwﬂmn won’ttell you, but she’s making our life togetherhell. . . .Ican’t

Ewmgws%ﬂd:ﬂnﬂmmsw only child,” says she. “He has children from his first

o o & e 4 S Mgt s

) et . . rebral : personally because of these experiences? I know that I want to ensure that all
marriage. .. .MaryAnnis my only :n.ﬂm_QS%&MWMMW_WV?““W%MM%M walk. A families are treated as I would want to be treated. I need and want to
palsied, E:mm_n:m:.vo%:m\_o:_?,:. never walked : personalize the institution called school. Human beings have a right to be
Mrs. A. willed her to walk. Mary as : :

MaryAnn called on Monday. “Miss Spelkoman, I have something totell you. reated with respect and dignity.

. i ou suggested. . . . | took advantage
My father died on Wm“_%mwmﬂ_%% M,.“Jmﬂw_vﬁ\u ZBm:moi much | love him, that | . o
of what | knew an i v: t ) and smiled. He hasn’t done that in weceks. In another session the group returned to the theme of caretaking in
forgive him. Fe looked :m m,mw_ ﬂMMQ . our writing. During thatdiscussion Holly said, “Relational issues appear
He knew. ... Thank you. I teel good. s0 often at the heart of what we're saying. But why do we choose not to-
From Joanruth’s December 1991 journal: act as good little girls? Good little girls stay in the garden. Why are we
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eating of the tree of knowledge? Why did we decide to do that?” We
later examined our journeys beyond the garden in the following entries.
From Rita’s February 1992 journal:

Time for what? for curriculum? for instruction? for current students and staff?
for the future as well? Time for friends, for family, for love, for me? . .. Where
isit? Whenisit? Will it ever be? I guess there will never be enough. The garden
has very high walls. It is a daily struggle to escape.

From Rita’s November 1991 journal:

Today, as 1 sit down to my journal, I am surrounded by thoughts of Elsie A,
MaryAnn’s mother. I last saw her ten days ago as she lay in her coffin. I can
honestly say that she appeared to be at peace and free of herimmense burdens.
Had she too left the garden?1 picture her floating free, walking beside her able
daughter.

Today I am confronted with the utter madness of dealing with the aftermath
of a senseless murder. I never knew the victim. The killers were my 7 year
olds—two of them. At least they were seven when I saw them last. Now they
are grown men of 20 or so. Where did I fail? Elsie had her chance at life. They
never did.

A day like today is endless. The group will understand. Do male principals
need or want a group of their own? Can they just leave the garden at will?

From Joanruth’s January 1992 journal:

No female can step out of the garden, because the garden is a fantasy. The
garden only lives in the minds of those who wish it in efforts to control and
teel powerful or through a desire to be controlled.

“You are the only female administrator in this group; therefore, you are the
recorder. You take the notes.” “Why do you want to be a principal? You have
a husband; he has a job.” The tapes run through my head. Determination is
viewed as aggression and unladylike, or is it just threatening?

What boundaries? My mental garden has no boundaries except for those I
deliberately choose for myself.

The first time that I decided that I would absolutely not straighten the
kitchen, make the beds, and leave a Leave It to Beaver house in the morning,
my three children became fearful. They left the house before I in the morning
and returned home from school before I did. I found them sitting outside,
waiting for me. They announced, in a state of alarm, that we had been
burglarized. The house was a mess; it had been ransacked! I carefully ex-
plained to the frightened trio that 1 was no longer the maid.

Stepping out of a mental garden is a matter of control, the individual control

of one’s life.

Jolley Christman is founder and president of Research for Action, which
works with educational institutions and community organizations to use
inquiry processes to build coalitions and to create agendas for action that are
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purposeful and socially just. She is also an associate faculty at the G ’
School of Education, University of Pennsylvania. foculty at the Gradat

What is the relationship between the issues that arise in our journals

w“nma mnmcma that the future work of ethnography must encompass both

>Qmw: § tasks,” the traditional work of anthropology, and “Eve’s
tasks,” the emerging vision of anthropology as mch:m:mmcm_% “forgiv-
ing and emancipating.” Adam’s tasks involve competent thick Qmmnm -
M%nwrwnmmﬁ_:w Interpretation that includes the ethnographer’s nmnm%_

S Own perspecti i iti
Emu<om nv\mm_.m s own %BoMmMMMM W.:Q the postmodernist recognition that
ne of Eve’s tasks is exposing the power dj i i

Umaiwm: observer and ovmWQQO..: m:@ nmmmmnnﬂnnmmmwm.%m zmw”:w ”“M
.Em.onmra. have m?\mv\m been sensitive to power issues and nm_wmo:mz S
in fieldwork. ?a:s Stacey asks, “Can there be a feminist mwrsomnm h m
(1988), a question that emerges from her belief that the rapport, maﬂc.vm.m-

in such relationships. And so Stace uestions whe ini ]
Support any ethnography of the :oﬁw\y%n.: Fred &mn:MMMM Mmmnﬂmmzﬁwwm
for Eve: deep reflection into herself to reveal, name, and ultimatel
mon.mZm the many and diverse voices found there. His ﬁ.o:: was that Ew
voices of all “others” exist within us, and only by listening to and namin
them can we move past them and on to purposeful action &
What is the relationship between the issues that arise in our journals
and the 1ssues that thoughtful ethnographers currently nosw.o:a in
Q.o.:m and writing about their fieldwork? Our journals and our reflec-
tions about them have much to say about the work of Adam and Eve:
about recognizing all of the voices within us, taking a stand, and devel.
oping a stance toward our work. \ .
.S\:m:.~ looked back over the notes of our meetings, I saw that we
toiled with Adam and Eve in our discussions about Srm:ﬂmn to present
at the mﬁgomnmﬁ:v\ forum, whether to make our work 308@ ublic
Arlene was determined that we be heard: “The forum was a nmw~ day
for me last year. But the voices of principals were absent. H,Wm moE:v“
needs our voices.” Holly wondered, questioned: “What is a process for
reviewing and researching our journals? Who are we writing for? What
kind of writing is appropriate? Poetry? Stories?” Mollie wanted a record
of our work together and a public sharing of some portion of that work
But mr.m worried about finding an authentic voice that might still m:m&.
essential privacies. Could we be real? Could we tell the truth? Rita was
protective of our time together and its purpose: “We'll be turning the
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group over to something else. It won’t be journaling any more. It will be
writing for the ethnography forum.” These are the concerns and voices
of educational administrators and ethnographers who are “out there,”
pushing the limits, working at the edges of their respective professions
to connect research to practice.

Like Adam and Eve, our journals also have much to say about exercise
of power and authority. Our journal group is feminist activity, good
old-fashioned consciousness-raising, because naming and under-
standing our experience as the “other,” women principals in a still-male-
dominated professionis an acknowledged, central purpose. But there is
a haunting and significant subtext in our writing. Just as Judith Stacy
asks “Can there be a feminist ethnography?”, there are uncomfortable
contradictions in our work, many voices within each of us. “Can we be
feminist principals? Can we exercise the power and authority of our
positions as principals withina context of connection to and care for the
other?”

Finally, like Eve, these reflections speak about creating a space where
we can examine and forgive within institutions that too oftenignoreand
blame. In telling the story of hostile and dangerous Takia, Arlene cap-
tures the moment of her connection to and transformation into “the
other.” First, she identifies with Kneesha, the honor-roll student. Then
Arlene transforms as she becomes the child, and Takia her teacher. But
as Holly pointed out, connection, transformation, and conversation end
when Kneesha’s enraged mother arrives ready for battle with a spent
principal. Later in the life of our group, Joanruth’s anxious memories of

turning beloved and helpless family members over to institutions that -

so often show how little they care, reconnect us to Kneesha’s mother’s
anger. Can we be feminist principals?

Can we bring our experience as “other” to the many difficult and
threatening interactions that we have with wounded teachers, parents,
and children? And as Holly asked when we discussed Arlene’s story,
“Can we forgive ourselves when we miss the mark” so that we can wave
to the experience and move on to more thoughtful, more purposeful
practice? Eve’s work s real work. Eve’s work is hard work, even for Eve.

Jolley Christman is the president of Research for Action and is an associate
faculty in the College of Education at the University of Pennsylvania. Holly
Perry is principal of Academy for the Middle Years, Northwest, in Philadel phia.
Joanruth Hirshman is principal of Lingelbach Elementary School, in Philadel-
phia. Arlene Holtz is principal of Wilson Middle School, in Philadelphia. Rita
Spelkoman is a retired principal of Cook-Wissahickon Elementary School, in
Philadelphia. Mollie Williams 1s principal of Disston Elementary School, in
Philadelphia.
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“Insider” Narratives of Transformative Learning:
Implications for Educational Reform

GARY L. ANDERSON AND ELIZABETH SAAVEDRA
The University of New Mexico

In February 1992 at the Ethnography in Education Research Forum at
the University of Pennsylvania, one of the authors noticed that several
principals were going to present their research. Being a former principal
and veteran of educational administration conferences, he went, pre-
pared for the usual bragging session about how these principals had
“turned their schools around” through their commitment to the latest
restructuring scheme. What he found instead were a group of women
principals talking about how their work affected them emotionally, how
it intersected with their personal lives, and what it was like to be a
~woman in a field dominated by men. Although he had taught a course
on the school principalship for years, these narratives took him back to
his own experience as a principal and tapped into his own repressed
feelings about the job. He was struck by the extent to which university
researchers like himself—even qualitative ones—had failed to explore
the inner lives and daily dramas of school practitioners.

The narratives of these women principals are radically different from
the prescriptive practitioner narratives that appear in practitioner jour-
nals. Their appearance in an academic journal provides an opportunity
to reflect on what kind of knowledge about educational practice is
legitimate and who has the right to produce it. They become, in a sense,
disruptive voices (Fine 1992) that force us to come to terms with our
feelings about school practitioners, our “cultural informants”, speaking
for themselves. Before addressing the principal narratives directly, we
would like to discuss what this kind of inquiry means for readers of
Anthropology and Education Quarterly.

The shift in academic research in education from an exclusive reliance
on positivistic research to an increased acceptance of naturalistic re-
search has been extensively documented. Ineducational administration,
itis not uncommon to find naturalistic studies of principals and teachers
around issues of leadership and supervision. Anthropologists will rec-
ognize Wolcott's classic study, The Man in the Principal’s Office: An
Ethnography (1973). Academic traditions of phenomenology and inter-
actionism have also produced the occasional academic foray into the
lifeworld of school administrators (Blumberg 1984; Burlingame 1979;
Greenfield 1986; Gronn 1983; Mitchell 1990). Regardless of how sensitive

these accounts are to local realities or how thick the resulting descrip-

Anthropology & Education Quarterly 26(2):228-235 Copynight © 1995, American
Anthropological Association.
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tions, they remain accounts of educati ;
, cation i . y
strucied by outontore al practice which are con-
I - -
of mM “Mmmﬂwon“”w_\ W“MMmMmOMMnm m”m @M@m:_:m to provide their own accounts
fed -‘nspiteot callsto privilege the insider’s pers
. I3 . . 3 U mnl
tive in :m::m:m:.n Inquiry (Lincoln and Guba 1985), nothing :wm :,M:
prepared naturalistic researchers for assertive informants insistin ow
nm_m_:m Mrm:.oiz unmediated voices. At conferences where ?mnznmzmn
and academic researchers come together—s
Searc . —suchas the 1992 ethnogra
forum—the tension in the air around this issue can be cut with mmrsﬂw

Insiders Speaking for Themselves

__.<~Wm:MMMw~r EM _:M:mao:m of academic researchers representing the
€rs has been extensively documented i
es of ¢ , problems associat
<~<a_:.~ _:.m_am\a research rm<m gotten less attention. Sm\vm know that S:mm
M om w_wﬂd&mn mr construction of reality is more “experience-near” A\Omm:N
an the outsider’s, it nevertheless remaj
\an , mains a reconstruction and
not reality itself. The advantage of being nearer the experience described

1 €, as one increasingly loses “perspective.”
Moreover, the right of school practitioners to nw:m:.:nn perspective.

wnmnna.o:ma@ ._‘: their rush to empower their own voices
::%_ﬁ:m_w\ silence the voices of others (Anderson et al. 1995)
urthermore, most models of practitioner research and n.mmmn:.o:

provide.

:62.8:3 before educational administration (and teacher educati
) . cati
WmMMMM M~ M_M__w Mm_ MMMMMHW M:%H Yy, r:mi_mamm abouteducational ?mnmmw
as. ou, ractition i
ministrators passed down the mo_Emnmﬂm the mm_mn%mﬂww ”Mrw_mm Ma-
moom_ or ill) younger administrators. Superintendent and principal :SMH
stories _umnmu.zw the curriculum of university coursework, to be Wm laced
later by administrative texts that eschewed narrative mow_.:m of _W:oi_-
edge for propositional knowledge increasingly derived from social SCi-
ence n.rmoJﬁ As in other fields within education, this shift from appren-
:.nmmr_m models of practitioner preparation to models based WM the
dissemination of academic knowledge has produced new hierarchies of

_Hn%%ma%_mamm that are currently being contested (Anderson and Page
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Transforming Practice and Creating New Knowledge through
Dialogue

How do we produce knowledge that is based on insider under-
standings of educational practices while not simply reprod ucing current
practices? How do we create spaces in which practitioners can come
together (with or without “outsiders”) and engage in transformative
learning rather than reproductive learning? Because reform movements
are increasingly encouraging practitioners to engage in what often turns
out to be mock participation in decision making and “contrived collegi-
ality” (Hargreaves 1990), an understanding of how transformative
learning takes place in “authentic” groups is essential. In her extensive
experience and research with teacher study groups, Saavedra (1994) has
identified certain conditions that must be met for school practitioners to
engage effectively in transformative learning through a process of in-
quiry. We will describe these conditions and discuss how the principals
_group provides an illustration of how they can be put into practice.

1. Dialogic context. There must be an intentional effort to create a
democratic setting in which all participants’ voices are heard and val-
ued.

2. ldentity and voice. Although one brings a voice to the group, one’s
voice/identity is also constructed within the group through dialogue.
The study group must provide a location in which participants can
become consciously active in the (re)construction of their identities and
voices.

3. Ouwnership of goals of the group and direct access to sources of knowledge.
Current in-service and restructuring models convene practitioner
groupings to discuss agendas determined elsewhere and present knowl-
edge about practice to practitioners that is mediated and predigested by
others. In transformative groups, practitioners must be able to negotiate
their own goals and be in control of deciding what knowledge about
their practice they wish toaccessand how, thatis, library searches, action
research, reflective journaling, and so forth.

4. Disequilibrium and conflict. An inevitable and necessary condition
of transformative learning is disequilibrium and conflict. Usually when
practitioners begin critiquing their beliefs and practices, they are faced
with clashes between conflicting paradigms, ideological commitments,
and personal histories. These conflicts occur cognitively in each individ-
ual practitioner, within the study group, and in the relationship between
theindividuals and their institutions. Embracing the disequilibrium and
conflict as learning opportunities is essential for transformative learn-
ing.

mm. Mediational events. A mediational event occurs as individuals
translate their understandings, interpretations, and practices to their
peers, offering to their peers differing perspectives and strategies that
will assist in mutual transformation. This process involves utilizing

one’s own capabilities and knowledge, and working collaboratively
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with another to accomplish what one cannot do alone. This is what
Vygotsky calls the “zone of proximal development,” the distance m.“r
tween the actual development level as determined by independent
problem mo_ﬁ:m and the potential development as determined through
problem solving in social collaboration with peers. &
6. Demonstration. Demonstrations provide practitioners occasions i
which they can actively interact in an authentic activity, in essen e
observing Interpretations and acts of learning. Demonstrations can va oy
?o.B. presentations during study-group sessions to sharing of ammmmnm_v“
activities, journal entries, and reflections and responses to experience

or current events collaboratively.

7. Generation. Generation is a r i
7. G . esult of reflective action that leads t
. (o
_maﬂ_mm__mﬁ x:oi_mamm\ belief, mda future action. The generation of new
aom%on. mﬂanm: Wrm %_mnm during mediated events through demonstra-
ough reflection on acti ithi i i
ooty g actions taken within practice settings
8. Agency. Finally, as iti
. . Y, as practitioners transform, develop new beliefs
E.m.naﬁmm\ and nm_m:o:mgﬁm with their own contexts, 5%% construct a
nd:ﬂn% awareness of social processes and practices in such a way that
W:%Lwo BM%M nhmmn is :oﬁvm_Bﬁ_w how the forces of social control work
€y can be overcom indivi \
colleatieely, y e and changed individually and
Our intent in providin ies i
in g these categories is not an attempt to privile
. e
propositional knowledge over the principals’ :mﬂmmﬁwm.mwm iﬁm 58%&

to show, the categories that we describe are clearly embedded in the

Principals Engaging in Transformative Learning

Although the principals had only met for a |
an atmosphere of :cmw and safety wma been whmﬁmaﬂmaﬂmwﬂ MMMWM&.\
were Wmma and valued. Group goals were negotiated with the \\A_u:mm
sider,” anthropologist Jolly Christman, although it would be interestin
to _Sni more about what impact, if any, the outsider had on EM
direction that the group ended up taking. Mollie indicates that:

[d]uring those carly meetings, it was rare that one of us would challenge
another’s meaning. Since then we have gone deeper, bringing more of SMO
we are to the broup as we struggle together to keep essential balances in our
personal and professional lives, We have begun to write in response to one

another and to explore each other i i
nd ) f s salient themes as we th
work. [this issuc, p. 214] inkaboutour own
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Clearly these principals are engaged in the important work of construct-

ing voice and identity together and learning how to “challenge each

others’ meaning.” A group’s ability to embrace difference and the con-

flicts that negotiating difference can bring can often determine the

success or failure of a group. Too many groups view conflict as negative

and consequently get frustrated with members of the group when the

inevitable conflicts occur. Some groups are successful at keeping conflict
at bay by promoting norms of civility that keep authentic issues off the
agenda. This is the fate of many school restructuring groups in which a

diverse group of stakeholders are brought to the table, only to outdo
each other at conflict avoidance (Malen and Ogawa 1988). Demonstra-
tion and mediational events are key to the group’s collaboration. The
journal entries that are shared often represent mini—case studies of
authentic practice situations. Arlene Holtz’s story about Takia and
Kneesha is a case in point. This demonstration of a critical incident
during Arlene’s workday provided an event for collaborative reflection.
Mediation occurs when Molly stresses the role that race played through-
out the event. While Arlene was not totally unaware of the racial subtext,
Molly foregrounds for Arlene the extent to which race forms a context
for much of what happens in her school. This then becomes grist for
further discussions in the group about race and schooling in urban
settings. Although Mollie, the only African American in the group, is
burdened by having to “educate” her white colleagues about race, this
mediational event may make it more likely that in the future and in other
contexts the white principals will take this role.

This mediational event also provides Arlene with the kind of affirma-
tion that she needs to “begin to feel forgiveness for how I handled the
matter,” and to feel reassured that she did the best she could under the
circumstances. The group provides a collaborative space in which she
can make herself vulnerable. It also generates the insight that these
“discipline” issues that many principals view as an unpleasant but
routine part of their work are really as much about teaching and learning
as what goes on in the classrooms.

Transformative Learning as Educational Reform

The group members indicate that they have “come to see this kind of
work as educational reform” (this issue, p. 213). This is a powerful
notion, since practitioner study groups are generally seen as a quaint,
“soft” activity that takes place at the margins of reform, almost a luxury
in these days of school restructuring councils, IEPs, Curriculum Plan-
ning Committees, and the myriad other after-school activities that clut-
ter a practitioner’s work week.

But as Jolly points out, just as groups of women found strength and
transformation in the 1960s through “consciousness raising” groups,
school practitioners are finding strength and transformation in journal
and study groups. Just as a social movement of empowered women

Anderson/Saavedra “Insider” Narrativpes 233

grew out of apparently innocuous groups, a reform movement, led by
empowered Ew& tioners could result from informal gatherings vh”r 4.«,
this principals group. Groups like this one represent a challenge .~v
empowerment schemes directed from the top. Empowerment ::w..,* m
serves Ew nameis notgiven by outside agents but is constructed ::,c:p ..r
critical a_m_omcm that results in the transformation of ractitione K
of the institutions they construct together. P s and
We would like to conclude with two observations. First, there i
another set om._:mamam and outsiders that are missing in this C n_m _w
narrative inquiry—the “insider” students and their “outsider” n%Bm .
nities. School practitioners who embraced participatory decision B:MMH
Ing asa way to empower themselves have too often balked at using it t
empower other constituencies. Can we create dialogic nosnmxﬁmm EN
include diverse voices and that lead to transformative learning? Or m»
as the women’s movement opted for women only groups, is mm. ml.__:m
important for each school constituency to reserve the ri ht »W cr m_,wm
safe” spaces in which to be authentic and deepen z._m:m:m ki to
gether before embracing other constituencies? e fo
Second, although these principals have taken care to set up all of th
Mwwwm_wmoﬁm for Wm:mmo.zsm_né learning, they arein the early mnwmmm of nrm
- -ranstormatve learning is a process that ith ti
Trust builds, insights deepen, nrmgmm %o ::883%% MW MMWMN_MM w_M“M..
Nsiwwnom Mclﬂazm when the group is ready to deal with them. Most
mQW:m»ﬂ:?%h am %mﬂcﬂw w%mmﬁmm mmmocaw of intellectual and emotional
anstormativ i ithi i
context. These actions become amgo:mqm_nmmmmnmmmw%m_%ﬁﬂnﬁmmﬂmwmw

agency. The struggle of transformative learning Les i
ag . ning liesin how e
1S interpreted, reinterpreted, and then acted :wo:. achcontext

Can Feminist Practitioners Change Schools?

w Mmcwanmﬁmﬁmﬂowwwm M:NAWMMWM‘MOQMM %n%o& Builda MMS Social Order? (1932)
n. cha rogressive Education Association.
MHMMM MMM:%:MN m:n MMWMNOA\MMW Mmﬁwnm»m.m m.%Qm_ order based on nmlzm\
2 , sking si ions: ini
practitioners build a new social onamm M:MNMMMWMMW m%hmﬂmm%: »E '
engage in a “power with” approach to authority in a “power om.<nmVHW
world? How do we raise authentic voices in the context owm:m:.n::. .
that blame and silence? Mollie’s question “Could we tell the nw::._omam
m_on.:wi in this regard (this issue, P- 226). Arlene asks, “Can we _U_M
mms.:.:mﬂ principals? Can we exercise the power and m:m:ow: of our
positions as principals within a context of connection and nmaw for the
other? (this issue, p. 226). These principals are seeking nothing less that
a total reconceptualization of their ad ministrative role. & )
These “ind tviduals-in-community” are ready to test the waters in their
schools, institutions that blame and silence. Ferguson (1984), critiquing
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Gilligan (1982), warns that institutions that are hierarchical and bureau-
cratic work actively to distort a feminist discourse of caring and connec-
tion:

Assertiveness is always risky for the powerless. The impulse toward helping
and caring is held hostage to the need to please; under conditions of unequal
power, the need for approval is a politically rational need, not a psychologi-
cally weak one. As long as women are subordinate to men, the virtues of
female experience will be turned to the requirements of surviving subordina-
tion: the capacity to listen, to empathize, to hear and appreciate the voice of
the other, and so forth, will be used as strategies for successful impression
management. [Ferguson 1984:168]

Under current bureaucratic and hierarchical conditions, principals’
reputations depend on their skills at impression management. There is
little room for authenticity insucha system. As these principals go about
the task of opening up authentic spaces in their schools, new grist for

_reflection will be created. Those who have reason to fear authenticity
will resist such efforts. There will be casualties. But journal groups like
this one will document these struggles, and their reflections will be
extremely valuable. In fact, their reflections will be maps to an authentic
reform movement created through the transformative actions of insiders
creating authentic spaces for caring and connection within institutions
that blame and silence.

Gary L. Anderson is an associate professor in the College of Education at The
University of New Mexico. Elizabeth Saavedra is an assistant professor in the
College of Education at The University of New Mexico.
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