Do You See What I See?: Exploring the 
Impact of Whiteness and Invisibility on Leadership Practice
Statement of the Problem
Legal scholar Cheryl Harris (1995), in her seminal article investigating the relationships between property and race, found convincing evidence in the law and society that there is a property right in Whiteness. She posited that racial identity and property are interrelated concepts and that whiteness evolved as property over time and that even as legal segregation was overturned, Whiteness as property continued to serve as a barrier to effective change. Hence, Harris (1995) reminds us that historically (and currently) in American law, White identity “conferred tangible and economically valuable benefits, and it was jealously guarded as a valued possession, allowed only to those who met a strict standard of proof” (p. 280). 
If racism permeates all facets of American life, then surely race and leadership are associated. There is evidence that the notion of Whiteness as property extends into educational leadership, and as Harris argues the reification of “whiteness as property” is an ideological proposition imposed through Black subordination, which incidentally is present in educational leadership. Taylor (1998) notes that while books and articles discuss race in education, few challenge us to use a particular racial theory or racial designation. Failing to thoroughly research these areas in educational leadership creates and continues to perpetrate an environment where school leaders feel ill prepared to examine or address such issues. This leads to some leaders ignoring race altogether or claiming that they do not see color (Beachum, Dentith, McCray, & Boyle 2008; Taylor 1998).  Moreover, some scholars that address race often do so from deficit-based theories.

Milner (2010) argues that in addition to the myth of meritocracy, teachers hold several assertions in mind when teaching students of color including color-blindness, deficit thinking, and low expectations. As the majority of principals begin as teachers, this phenomenon supports the need to expose school leaders to antiracist content in principalship programs. Many principalship programs relegate issues of race to one diversity class or avoid it altogether (Young & Laible, 2000; Lopez 2003). Lightfoot (2009) found that preparation programs still have trouble articulating antiracist praxis in the preparation of leaders. So a graduate of a preparation program who does not discuss race could find herself in a school with teachers who support color-blind approaches and believe strongly in a meritocracy. On a broader level, African American principals can face challenges because often teachers and the broader society will have deficit-based beliefs about them and their leadership that really make it difficult to be successful without attempting to fulfill unreasonable demands (Beachum et al., 2008; Madsen & Mabokela, 2002). Preparation programs must expose the fallacy of colorblind approaches to adequately address issues of power in leadership and examine how all three-individual, institutional, and societal racism operate to limit the potential of both African American leaders and children in urban schools.
Leader Identity

The first step in addressing these issues is to examine the social identity of the leader. Social and professional identities play an important part in who we are as individuals. Oftentimes we identify with our jobs, family histories, or cultural backgrounds. However, an important part of social identity that we may be missing is how it impacts our thinking about leadership and the connections between the decisions leaders make and their social identity lens. Ladson-Billings (2010), in examining practice of pre-service teachers found that the first problem “teachers confront is believing that successful teaching for poor children of color is primarily about “what to do”(p.34). She suggests that the problem of teaching these students is rooted in “how we think” about the social contexts, about the students, about the curriculum and about instruction.  We agree and as such intentionally engage our students in a process to help each student explore how social identify has influenced her or his thinking about race, culture, and leadership. 
Our theory of action is
If we provide graduate student/participants with multiple opportunities to reflect on how race plays a personal and professional role in their lives and in the lives of the students they serve, then our participants will develop a keen awareness of inequities and beliefs that may enable them to actively fight institutional racism in schools and society.
The first step in our course is for the leader to complete a racial autobiography with the intention that this experience will impact their beliefs, attitudes, and thinking when considering taking action. Cross (1991) has proposed an identity model for Blacks. Similarly, Helms (2000) posed a model for Whites. We realize there is the issue of the racial binary, but we rely on these models as a starting point of what we hope will be a broader discussion to further examine personal beliefs. 
We have conducted previous research to see if graduate learning experiences influence leaders and how they behave. For instance, in other work we have begun to explore leadership identity (ranging from leader-centric to participative-centric) and how leaders frame problems (authors, 2011). However, what is underexplored is an examination of  racial beliefs that leaders bring to the table. Educators have noted that teacher often bring a colorblind orientation and operate as if all children have an equal chance of succeeding. What about aspiring administrators who have been found to have a positive presupposition about social justice? 
Theoretical Framework
We have found Jennings and Lynn (2005) conceptualization of Critical Race Pedagogy (CRP) a relevant “theoretical construct that addresses the complexity of race and education” (p. 24). These researchers further describe the roots of CRP as growing upon a set of “very broad yet closely interwoven characteristics that form the basis for this continually evolving construct” (p. 25). Additional strengths of Jennings and Lynn’s (2005) CRP are highlighted in the following five tenets:

1. CRP must recognize and understand the endemic nature of racism. (p. 25)

2. CRP must be intimately cognizant of the necessary intersection of other oppressive

constructs such as class, gender and sexual orientation. (p. 26)

3. CRP must recognize the importance of understanding the power dynamics

inherent in schooling. (p. 26)

4. CRP must emphasize the importance of …reflexivity…[and how the] exploration

of one’s “place” within a stratified society has power to illuminate oppressive

structures in society. (p. 27)

5. CRP must encourage the practice of an explicitly liberatory form of both teaching

and learning... advocating for justice and equity in both schooling and education as

a necessity if there is to be justice and equity in the broader society. (pp. 27-28)
CRP is an appropriate theoretical framework for an exploration of social and racial identity development and change. 
Methods
Hughes (2008) argues that “transforming schools must begin with critical reflexivity and subsequent individual and collective action” (p. 24). This view was consistent with program goals of collective action and collaboration embedded in our approach to working with rigorously selected cohorts of aspiring school leadership students. Hughes (2008) argues that you can develop culturally responsive educators by connecting auto-ethnography to critical race pedagogy. To test this belief, we, similar to Hughes, assigned an auto-ethnography project to our principalship program students who were at the time all serving as classroom teachers. In this study, we explore the racial autobiographies of graduate students. We assigned the racial autobiography as part of an introductory principalship class where increasing self-awareness was one of several course objectives. We encouraged students to explore identity through the lens of race in particular. As professors co-conducting the class, we chronicled our journey’s as a Black male and White female and shared our own racial autobiographies with students prior to their attempting the assignment. 
Data Sources and Analysis
We gathered data from 12 principalship students by asking them to complete racial autobiographies. We conducted an analysis of each of the autobiographies to examine what growth, if any, appeared in individual awareness relative to race. Using Jennings and Lynn (2005) Critical Race Pedagogy as an initial lens for analysis, each researcher read and coded the racial autobiographies noting additional codes as needed. An examination of the codes revealed several connections to CRP and additional themes addressed below. 
Findings

The majority of the students enrolled in the course for the past two years self-identify as White non-Hispanic (n=12) and female (n=10). Only two of the students identified as Black. (one African American and the other Nigerian American). Consequently, the racial autobiographies reflect the development of White identify more often than that of Black identity and are more heavily weighted toward female perspective than male. While one student self-identify as half Mexican, some did and some did not identify as White, thus the convolution of race and ethnicity often reveals mixed patterns of identity development particularly for those students whose parents have different national or ethnic origins. Regardless of race, or ethnic identity, preliminary analysis of the racial autobiographies reveal a shift of racial awareness for all participants. Common themes noted include descriptions of: early indoctrination to deficit beliefs about racial groups, unchecked assumptions facilitated by racial separation in schools and neighborhoods, blind acceptance of status quo, failure to recognize or accept institutional or societal constraints on individuals based on race, feelings of inferiority based on racial stereotypes, realization that family members and colleagues expressed and acted upon deficit views, and feelings of anger or confused emotions in response to increased racial awareness. Of particular interest to us as teachers and researchers was a common theme noticed in many of the pieces regardless of racial or ethnic identity, once racial awareness had increased, the writer expressed an inability to “unsee” what had previously been “unseen”. 
Conclusions

This research supports prior studies that hold exploration and acknowledgement of racial beliefs allows participants to recognize and interrupt deficit thinking as well as expose racial inequities in institutional practices and societal structures (Brown, 2004; Ladson-Billings, 2010; Singleton & Linton, 2006). In subsequent writing and oral communication, student participants from this study have reported the experience of composing the racial autobiography has a lasting impact on leadership approach and practice. Programs interested in pursuing social justice are urged to intentionally engage aspiring leaders in learning experiences that lead to increased racial awareness, advocacy and action. Implications for future research include what impact, if any, does increasing racial awareness in graduate coursework have on the observed leadership practices of school principals. What differences, if any, can be determined through conducting equity audits of schools led by principals who have been challenged to explore personal racial beliefs as compared to principals who have not participated in intentional racial awareness learning experiences. We have also lead racial awareness seminars with central office employees in a large urban district. As a result of this work, we intend to explore, what impact, if any, might increasing the racial awareness of leaders have on the policies and practices within a school, district, and/or community. 
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