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ABSTRACT 
 

Every single person has leadership ability. 
Some step up and take them. Some don't. 

My answer was to step up and lead. 
 

̴ Wilma Mankiller  ̴
 
 

How well prepared are New Mexico school leaders to serve in leadership positions in 

rural communities with high ratios of Indigenous populations? In this study, I utilized an 

Indigenous research paradigm to explore policy, reciprocal relationships, licensure 

requirements in one state, and perceptions from a variety of individuals in rural communities 

to develop an understanding of what is necessary to create and sustain successful school 

leadership in an Indigenous community. An Indigenous paradigm of research works from 

design qualities including: 1) reciprocal relationships between researcher and the community 

or individuals; 2) developing understandings directly from Indigenous community members, 

a critical approach to consider both what is helpful and limiting in all that is analyzed; and, 3) 

being open to multiple perspectives of gathering data, interpretations, and experiences. The 
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qualitative methods of data collection I used included individual electronic/email interviews 

of educators and community members, especially from Indigenous origins, using purposeful, 

snowball sampling and document analysis of policy related to Indigenous Education in the 

state, post-secondary educational curriculum, and internships required for principal licensure 

as well as legislative statutes. My overarching research question was: What are the 

leadership needs and expectations in rural Indigenous communities and how do they 

compare to leadership preparation? 

I analyzed participants’ responses to seven interview questions. Six distinct themes 

emerged: 1) Preparation to Lead, 2) Impact on Academic Progress, 3) Involvement in 

Indigenous Community, 4) Effective Skills, Qualities, Characteristics, and Experiences, 5) 

Preparation in College and Universities, and 6) Expectations. Participants expressed their 

expectations of school principals, described their observations of and experiences with 

principals’ leadership styles, and provided recommendations to create an Indigenous rural 

post-secondary school leaders’ program.   

My hope is this study may inform necessary elements in leadership preparation 

programs that are Indigenous-based so they are able to positively serve Indigenous rural 

education systems. 
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Chapter 1 

Introduction: A Glimpse into Western and Indian Education 

Listen Grandfather Where I Stand 

“Hey-a-a-hay! Lean to hear my feeble voice. 
At the center of the sacred hoop, 

You have said that I should make the tree to bloom. 
 

With tears running O Great Spirit, my Grandfather, 
With running eyes, I must say…. 

The tree has never bloomed. 
 

Here I stand, and the tree is withered. 
Again, I recall the great vision you gave me. 

 
It may be that some little root of the sacred tree still lives…. 

Nourish it then, that it may leaf and bloom and fill with singing birds! 
 

Hear me, that the people may once again go back to the sacred hoop. 
Find the good road, and the shielding tree.” 

 
̴ Black Elk  ̴

 
It seemed difficult to design an academic program to prepare school leaders to lead in 

Indigenous communities because of complexities of the history of Indian education, its effect 

on Native Americans, and the need to decolonize the present educational system to alter the 

miseducation of Indigenous children. Western educational philosophies and values have 

become the norm in educating all students in the United States.  

As recorded by numerous authors, the roots of Indian education can be traced back to 

treaties between the United States Government and Native Americans as a strategy to acquire 

their land and assimilate them into Western culture. Throughout this tragic event, established 

parochial and boarding schools were headed by White school leaders with no knowledge of 

Native cultures or intentions to learn the differences and similarities between all cultures. The 
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mentality of White superiority prevailed in establishing educational institutions to “civilize 

savages” (Adams, 1995, p. 15). 

Today, Western educational institutions continue to employ non-Native American 

school leaders who lack cultural knowledge and sensitivity of local Indigenous communities 

to lead in rural schools. 

 Decades of evidence reflect continuous low academic performance among Native 

American students. Years of research support the need to transform schools serving 

Indigenous communities through revitalization of languages; interweaving cultures into 

standardized curricula; and school leadership preparation to meet community expectations 

and mandates of tribal, state, and federal regulations. We must recruit “school leaders who 

possess the cultural understanding, knowledge, and awareness of developing culturally 

relevant curricula…to lead rural Indigenous schools” (New Mexico Public Education 

Department, 2021).  

New Mexico has the “fifth-largest land mass in the U.S. but ranks 45th in population 

density” (Casey, 2011, p. 1). New Mexico is comprised of counties that encompass vast rural 

areas with small, settled communities of Native American tribes and Hispanics. The state is 

predominantly tri-cultural: Native Americans, Hispanics, and Anglos. Most rural Hispanic 

communities are in northern and southern parts of the state. Many Native American tribes 

reside on reservation lands in the north and northwestern parts of the state with two tribal 

groups located in southern New Mexico. There are twenty-three tribal groups who speak 

eight different dialects. Of the twenty-three tribes, nineteen are northern and southern 

Pueblos, three Apache groups, and Navajo tribe (New Mexico Public Education Department, 

Indian Education Division, 2002). Each of these tribes are distinct and unique in their cultural 
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practices, traditions, customs, religions, languages, and beliefs despite similarities. As 

Secatero (2009, p. 15) reminds us, “It is important to note that American Indians are a 

diverse group.” As of January 2018, the Bureau of Indian Affairs (BIA) updated the list of 

federally recognized tribes from 563 to 573 tribal groups, (U.S. Federal Register, 2019, p. 

1200, Vol. 84, No. 22). New Mexico’s population is diverse with, 

High levels of poverty found regionally within the state and the remoteness of its 

extensive rural communities create significant challenges to the state’s education 

system…and the state is the second highest in the percentage of rural students who 

are minorities (70.61 percent). (Pitzel et al., 2007, p. 4) 

The New Mexico Rural Revitalization Initiative was established in 2005 to replicate a 

South Australian model to address the dwindling economic opportunities and declining 

population in New Mexico rural areas through school-and-community-based projects (Casey, 

2011). The intent of this project was to reverse the declining trend of community 

socioeconomics in rural areas through community school partnerships involving community 

members and students to undertake entrepreneurial activities benefitting both the community 

and students. Six New Mexico school districts, Tatum Municipal Schools, Cimarron 

Municipal Schools, Loving Municipal Schools, Jemez Valley Public Schools, Maxwell 

Municipal Schools, and Jemez Mountain Public Schools were involved in the revitalization 

efforts of this project during the first year and seven school districts were added to the rural 

revitalization initiatives for the following year. Unfortunately, in 2010, under the leadership 

of Hanna Skandera, then NM State Secretary of Public Education Department, the New 

Mexico Rural Initiative Revitalization Initiative program was eliminated and legislative 

funding discontinued.  
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Prior to Skandera’s decision to eliminate this program, the Rural Education Bureau of 

the New Mexico Public Education Department’s mission (Pitzel et al., 2007, p. 5) was to: 

a) Assist in the improvement of educational opportunities,  

b) Advocate for rural districts, 

c) Provide and support programs to strengthen relationships among schools, 

families, and communities, and, 

d) Implement a comprehensive school-led public-private partnership for community 

revitalization. 

The vision of this initiative was to focus on school improvement and community 

economic revitalization, which requires “school leadership to understand shared leadership 

fosters (a) direction, (b) alignment, and (c) commitment…By framing leadership 

development…current theory and research reinforce some existing priorities for change 

while also pointing to new possibilities for improvement” (Bellamy, Crockett, & 

Nordengren, 2014, p. 8). 

Conceptual Indigenous Framework and Research Paradigm 

 My intention for this dissertation was to conduct an in-depth analysis of the 

phenomenon of how New Mexico school leaders are formally prepared to lead in rural 

Indigenous schools and how this preparation compares to meeting the expectations of 

Indigenous community members. I conducted my research through the lens of an Indigenous 

paradigm, which in turn influenced my conceptual framework and research philosophy. 

Chilisa (2012. p. 101) explained: 

An Indigenous paradigm perspective…shares a common understanding…informed 

by a relational ontology, epistemology, and axiology meaning the researcher 
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is…challenged …to invoke Indigenous knowledge to inform ways in which concepts 

and new theoretical frameworks for research studies are defined, new tools of 

collecting data developed, and the literature base broadened, so that we depend not 

only on written texts but also on the largely unwritten texts…such as Indigenous 

knowledge, languages, metaphors, worldviews, experiences, and philosophies…of the 

formerly colonized and historically oppressed peoples. 

This approach allowed me to develop a reciprocal process during my research with 

community members where I had the opportunity to provide them with various types of 

training on topics such as parental/community involvement, roles and responsibilities of 

tribal leaders, federal/state/tribal educational mandates, and understanding the use of 

assessment data. In the spirit of reciprocity, I asked them to share their knowledge with me 

through my research study.  

 Working within an Indigenous research paradigm required me to be culturally 

sensitive to the community norms. Building this rapport with community members was 

important to alleviate any suspicions or mistrust among them due to prior experiences with 

non-Native researchers who may have intruded upon their livelihood and taken advantage of 

their situations. I established this rapport with community members and school staff first with 

appropriate Native introduction, then identified clan kinship when appropriate, and explained 

the purpose of my research in basic lay terms as needed. As a Native American researcher, it 

was my responsibility to apprise myself of the tribal government, cultural societies, 

educational systems in their community, and inquire about cultural ethics. Indigenous 

scholars such as myself must take “the Maori lead in protecting what gets researched” and 

“sketch out how research is conducted from within the parameters of Indigenous languages, 
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cultures, and philosophies” (Pewewardy, 2015, p. 78). Through “culturally responsive 

research” Indigenous scholars also “explore[s] their struggle for autonomy over their own 

self-determination process” (Pewewardy, 2015, p. 78). 

Indigenous and Western Education Models 

For years I worked in the field of education in schools primarily located in remote 

reservation areas. During my employment in these schools, I observed non-Native American 

school leaders hired to lead these schools. Most of these individuals came from urban schools 

out-of-state and had little or no experience working with Indigenous student populations.  

I was concerned as to why non-Native school leaders were being hired at rural 

Indigenous schools with little or no cultural knowledge and expected to work with 

Indigenous students and their communities. I noted the contrasts between non-Native school 

leaders’ school management and leadership styles that reflected Western educational 

philosophies and Indigenous education models. Table 1 presents a comparison of Indigenous 

and Western Models where the Indigenous model reflects a community-based approach in 

contrast to an individualized Western Model (Arenas, Reyes, & Wyman, 2009). 

Table 1 

Indigenous and Western Models Comparison 

Indigenous Model       Western Model 

1. Indigenous education exposes children 

to their histories, and the traditions of 

their communities. 

1. Modern schools emphasize 

cultural homogenization. 

2. Indigenous education stresses holistic 2. Modern schools foster mostly 
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Indigenous Model       Western Model 

learning, with an emphasis on 

children’s attachment to nature. 

indoor, decontextualized, and 

intellectual learning. 

3. Indigenous education connects 

children with caring adults, including 

elders. 

3. Modern schools separate 

children from caring adults in 

the community. 

4. Indigenous education helps to 

perpetuate and revitalize minority 

languages. 

4. Modern schools undermine 

linguistic diversity. 

5. Indigenous education exposes 

mainstream children to Indigenous 

histories and traditions. 

5. Modern schools promote the 

commodification of education. 

 

Indigenous Education 

Rehyner, Gilbert and Lockard (2011, p. vi) cited Demmert’s (1971) explanation of 

how Indigenous education is communal and collaborative with local schools:   

If the school is to be effective and play a more important role in the development of a 

child, then it must work with community problems as it attempts to educate its young. 

Responsibilities to others as well as self must be recognized and understood. 

Interaction of rights and responsibilities between the school and community is 

necessary.  

Native tribal communities and professional Native educators “hold a firm belief” that 

“this cultural context is absolutely essential if one is to succeed academically and to build a 



 

8 

meaningful life as adults” (Demmert & Towner, 2003, p. 1). Demmert and Towner’s (2003, 

pp. 9-10) definition of culturally based education in the following six critical elements 

supports the need for rural school leaders to understand how the school and community 

complement one another: 

1. Recognition and use of Native American (American Indian, Alaska Native, 

Native Hawaiian) languages. 

2. Pedagogy that stresses traditional cultural characteristics, and adult-child 

interactions. 

3. Pedagogy in which teaching strategies are congruent with the traditional culture 

and ways of knowing and learning.  

4. Curriculum that is based on traditional culture and that recognizes the importance 

of strong Native community participation (including parents, elders, other 

community resources) in educating children and in the planning and operation of 

school activities.  

5. Native spirituality. 

6. Knowledge and use of the social and political mores of the community. 

Western Education 

A Western education model contrasts the Indigenous model and focuses on 

individuality. Demmert and Towner (2003, p. 2) found: 

The public school system in each state may be defined as generic because they are 

designed to meet the academic needs of all students without regard to the racial 

ethnic, or cultural mix of students served by each local school. In many cases it may 

be appropriate to define public schools as Culture Specific because many believe 
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public schools reflect the cultural mores and priorities of Northern European White 

middle class America. In either case the language of instruction is English with 

limited opportunity to learn one’s heritage language or one’s Indigenous language if 

that language is other than English.  

Public school systems today continue to emulate the Western education model and 

philosophy promoting the undermining of culturally-based pedagogy and linguistic 

deprivation of Native languages.  

Indigenous Leadership 

The responsibility lies with the rural school administrator to ensure the six critical 

elements (Demmert & Towner, 2003, pp. 9-10) are implemented in accordance with 

Indigenous community expectations. Without this understanding, non-Native school leaders 

are likely to be challenged with a lack of acceptance in the community; lack of parental 

support or involvement; display of cultural insensitivities; mistrust; an inability to develop 

culturally congruent, responsive educational systems; and ultimately being removed from 

their position. Pete, Schneider, and O’Reilly (2013, p. 103) explained:  

Claiming Indigenous knowledge in the educational system is the promotion of 

Indigenous education, and to be effective, such Indigenous education must reflect the 

political, social, spiritual, as well as pedagogic, instructional and communicative 

needs and aspirations of Indigenous peoples and their communities. 

As cited by Pete (2013, p. 10), Asabere-Ameyaw further emphasized, “Claiming Indigenous 

knowledge in the classroom is about affirming the relevance of Indigenous knowledge in the 

disciplines we teach.” 
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Minthorn’s (2014, pp. 10-15) research pertaining to culturally sensitive leadership 

perspectives and leadership development identified ideal characteristics, traits, and qualities 

of Indigenous leaders exemplifying interconnectedness between school and community:  

1. When an Indigenous leader is committed to the community, they are willing to 

stand up as a voice for the community.  

2. The Indigenous leader gives back to the community the strength they gain by 

serving as an Indigenous leader. 

3. Their role is to be committed to the leadership position and the community. All of 

this occurs within a community that maintains and sustains the person. 

4. Being aware of the needs of the community means that an Indigenous leader 

should be invested in who they represent, and facilitate changes that will benefit 

the community. 

5. Indigenous leadership means being opened minded, teachable, and able to 

communicate with multiple audiences; these are not confined to the tribal 

community but entail connecting with others across the state, nation, and world. 

Although these are ideal characteristics and qualities rural school leaders should 

possess, it must be understood they are not culturally specific traits to only Native 

Americans. The key to rural school administration preparedness as stated in number five is 

being “open minded, teachable, and able to communicate,” thus, developing Indigenous 

knowledge, meeting community expectations, and establishing a relational worldview as an 

advocate for students and community. It is not uncommon for non-Native school rural 

administrators to effectively lead in rural schools and be accepted into an Indigenous 

community. At the same time, “as the roles of school leaders are constantly evolving and 
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increasing in complexity” the pressure remains to recruit “skillfully trained personnel 

proficient in all dimensions of school leadership” (Wagner, 2012. p. ii). 

Indigenous Research Paradigm 

I conducted this research as an instrumental case study through an Indigenous 

research paradigm. This approach allowed me to develop a deeper understanding of the 

importance in encouraging post-secondary programs that, 

Encompass the importance Indian people place on the continuance of their ancestral 

traditions, respect individual uniqueness in spiritual expression, facilitate an 

understanding within the context of history and culture, develop a strong sense of 

places and service to community, and forge a commitment to educational and social 

transformation that recognizes and further empowers the inherent strength of Indian 

people and their cultures. (Cajete, 1994, p. 27)  

By comparing school leadership programs and state licensure requirements in New Mexico 

with participants’ expectations of school leaders serving in a rural Indigenous community, I 

was able to apply the spirit of Cajete’s (1994) suggestion.   

Minimal use of an Indigenous research paradigm indicates a lack of understanding in 

conducting educational research from an Indigenous perspective. Cajete’s (2000) explanation 

of the differences in scientific viewpoints also applies to educational research utilizing 

Indigenous research paradigms: 

As is true of all lenses, what one can see depends on the clarity of the images made 

possible through the use of a particular lens. In the past five hundred years of contact 

with Western culture, Native traditions have been viewed and expressed largely 

through the lens of Western thought, language, and perception. The Western lens 
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reflects all other cultural traditions through filters of the modern view of the world. 

Yet, in order to understand Native cultures, one must be able to see through their 

lenses and hear their stories in their voice and through their experience. (p. 4) 

As a Native American educator, my intent was to conduct my research through 

Indigenous insider/outsider lenses to portray a rich-thick description of my research findings. 

As an Indigenous inside/outsider, I hold “the values, perspectives, behaviors, beliefs, and 

knowledge” of the community I studied, “whereas the indigenous-outsider has assimilated 

into outsider culture and is thus perceived as an outsider by the indigenous people of his/her 

community” (Greene, 2014. p. 3). In accordance with Greene (2014), I anticipated the 

possibilities of being perceived as an outsider to the culture of the research participants’ 

community. Conducting my electronic/email interview with educators and parents made me 

realize I was an Indigenous-insider since I, too, was an educator and parent who also shared 

cultural knowledge with my Indigenous participants. Although some of my participants were 

members of tribal groups outside of New Mexico or were non-Native educators, what we had 

in common was our careers in education. As a consequence, I was not perceived as an 

Indigenous-outsider. To minimize bias errors, I worked diligently to explain things as much 

as possible through the voices, narratives, stories, and examples provided by participants, 

which reflected blended responses to the electronic/email interview questions regardless of 

ethnicity, career, or gender.   

Tree Model Contextual Framework 

Keeping alignment with an Indigenous research perspective, I thought for weeks what 

type of model I could use to represent a contextual framework for my study. After much 

thought and discussion, it became apparent a tree model would represent the organization, 
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culture, and context of my research. The significance of the tree model in Figure 1 is 

culturally relevant in many tribes:  

The tree presents an archetype of life, learning, and development that begins with the 

sprouting of a seedling from a seed embedded in fertile ground, then moves to the 

various stages of growth and development through all seasons of life and its trials and 

tribulations until it begins to form seeds of its own. The tree is a natural analogy for a 

living philosophy. Each species of tree is of a particular “tribe” originating and rooted 

in the soil of a particular place, living and growing into its own particular form and 

completing itself in the distinct way of its species, yet having its own unique and one-

of-a-kind expression of life. The leaves, fruits, and seeds of each tree are really the 

outward expression of its life and it’s ‘treeness.’ Each of these is an expression of the 

philosophy, art, and soul of the tree and of Native cultures. (Cajete, 2000, p. 58) 

The sacredness of a tree holds many teachings and carries forth the knowledge and wisdom 

from our ancestors into the future through traditional songs, prayers, ceremonies, and 

offerings. 
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Figure 1 

The Tree Model 

 

 

 

 

 

 

 

 

 

 

 

 

 

Although I have never planted a tree, I recall a time in my childhood when I patiently 

sat under an apple tree watching my brother plant apple tree saplings. I remember seeing him 

digging up rich brown soil with an old red, rusted shovel a few feet away from a full-grown 

apple tree. He placed the sapling into the rich dark soil and began shoveling the soil onto the 

sapling for rooting. He doused the sapling with water explaining to me in Navajo this would 

nourish the sapling to sprout roots into the soil. While he was planting the sapling, he began 

talking to it, coaxing it to grow strong to bear sweet fruits for our nourishment and in return 

he would care for it. As the sapling grew into a strong rooted tree, our work began. My chore 
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was to pull weeds to prevent the weeds from taking over growing space and depriving 

necessary nutrients the sapling needed. While I pulled weeds, my brother tended to making 

sure the saplings did not become infested with bugs and disease, weakening its survival. As 

the sapling matured and began bearing fruit, my brother undertook a major task of keeping 

predators from picking the fruit off the tree. 

Reflecting on this experience, I did not realize how committed and dedicated my 

brother was to assuring we would benefit from the fruits of his labor. Now, I understand why 

he would sing and talk in prayer to the apple trees as I followed closely behind him through 

the apple orchard, smelling the sweet scent of apples and feeling content.  

My childhood experience and cultural understanding of the significance of a tree in 

my life led me to its relativity to this study, which I chose as my diagram and Indigenous 

model. Indigenous scholars are increasingly turning to Native epistemology that “continues 

to rise from the ground like sprouting corn…to meet the needs of their respective indigenous 

communities and to build a foundation for future generations to carry on” (Secatero, 2009, 

pp. 53-54).  

Within this Indigenous framework of the tree model, I conducted this research 

through an Indigenous holistic based research, analysis, and methodology such as Secatero 

(2009) identified for his Indigenous corn model. This tree conceptual framework set the 

foundation for me to organize this study from the history of Indian education through the 

steps of identifying my research question, research methods, data collection and analysis. 

The framework helped me to view Indian education from different lenses to identify changes 

in the education system today; its impact on non-Native school leaders beginning with a 

historical recollection of school leadership to the present day.  
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The tree symbolizes the struggles to survive and perseverance of Native Americans in 

an educational system foreign to their cultures. The roots of the tree depict numerous 

attempts by the dominant society to “de-Indianize” and “miseducate” them into the melting 

pot of society.  

Reyhner and Eder (2004, pp. xxv-xxvi) cited the 1878 Annual Report of the 

Commissioner of Indian Affairs as an example of “de-Indianizing” Native American children 

where “education of their children” was seen as the quickest way to civilize Indians, and 

education could only be given “to children removed from the examples of their parents and 

the influence of the camps and kept in boarding schools.” The attitude and actions of non-

Native American leadership in that era led to generations of abuse, pain, suffering, and loss 

of innocent lives in the name of education. Tribal cultures, customs, religions, and practices 

deteriorated because of the actions to remove young children from their homes and place 

them into boarding schools. These children were the future; the beneficiaries and sustainers 

of their traditional Indigenous livelihoods. However, all that changed with the colonization of 

Native tribes.  

Within the past five hundred years (Pewewardy, 2005, p. 148), “The only education 

allowable was education for pacification, servitude, and inferiorization…When people are 

educated to respect the knowledge, the scholarship, and the history and the background of 

everybody except themselves, then those people are miseducated.”  

Pewewardy (2005. p. 144) identified Estelle Reel as one of the White policy makers 

of Indian education who was appointed in 1898 by President McKinley to serve as the 

superintendent for Indian schools: “At the end of the nineteenth century…Estelle Reel’s, 

educational philosophy for Indigenous students was to design a curriculum that focused on 
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trades and domestic training, military discipline, and regimentation of student life.” This 

form of education was later referred to as the BIA Relocation Program, which my mother 

survived, as did many other Native American students.  

In the mid 1970’s, as my mother and I were driving to Gallup, she shared a story of 

her experience being sent to the BIA Relocation Program in Phoenix, Arizona when she was 

about 14 or 15 years old. She remembers her oldest sister telling her in Navajo she was going 

to a place called Phoenix to learn a trade, become employed, and live there. Her sister told 

her there was nothing at home on the reservation for her to do and that she would be better 

off in this relocation program. My mother’s only response to her sister’s decision was out of 

concern for the sheep: 

What about the sheep? Who’s going to herd the sheep and take care of them? I’m the 

only one who takes care of them. I don’t want to leave my sheep. No one will take 

care of them. No, I can’t go to that place where you want to send me. I have to stay 

here with my sheep and take care of them. I have to take them out every day and herd 

them in the fields. 

My mother’s sister told her the sheep would not sustain her livelihood and she posed 

the question of how my mother would live among the White people if she did not know their 

language or have a job to support herself. With this, my mother lost the argument with her 

sister and left to attend the BIA Phoenix Indian School Relocation Program in Phoenix, 

Arizona. There she underwent domestic training in housekeeping and laundry work. As a 

boarding school student, she was required to follow regimented student life rules and 

regulations, which she recalls as being very strict. She also remembers having to wake up to 

the sound of a bugle and go through military drills every morning at the break of dawn. She 
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was homesick and often thought of running away but feared harsh punishments if she were 

caught and taken back to school. There were no opportunities for returning home for school 

breaks or vacation nor did anyone speak of it. The focus of her program was not academic 

but vocational trades. She learned very basic oral English for communication purposes with 

her employer as well as how to write her name and the address of Phoenix Indian School. 

She went through on-the-job training until she was hired permanently; then she left the 

school. Because she was unfamiliar with urban life, she found employment as a live-in 

housekeeper until she became familiar with her urban surroundings and confident enough to 

find herself a small house to move into. Unfortunately, she did not gain an education beyond 

the first grade, but excelled in her vocation as a housekeeper, then later as a dry cleaner shirt 

and pants presser for forty years.   

The boarding schools were an “experiment in education” that was “decidedly an 

ethnocentric one. Through education, Indians were to lose their heritage, in particular, their 

native religion and language” (Reyhner & Eder, 2004, p. 74). The “early boarding schools 

provided vocational and manual training and sought to systematically strip away tribal 

culture” (Meza, 2015, p. 355). 

Native Americans have endured and are learning to decolonize themselves into an 

educational system of Indigeneity. To catch a glimpse of what this might look like through an 

Indigenous lens, it was necessary to develop an understanding of the four segments of my 

tree model and its relativity to my research. The four segments depicted in the tree model in 

Figure 1 embody:  

(a) Root of historical events from the development of treaties in the 1600’s to educate 

Native Americans,  
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(b) Trunk is my research question connecting past, present, and future education 

systems,  

(c) Branches are sub-questions that guided my research into a frame of reference that 

was practical, constituting reality for Indigenous communities, and,  

(d) Leaves of constant change in data, educational trends, and stakeholders.  

Roots of Historical Events 

For generations, Native American tribes have fought to retain their traditional 

education as roots within their Native communities. The colonization of Native American 

tribes resulted in replacing traditional education with Western education ideals, practices, and 

philosophies through treaties. 

Historically, traditional education was threatened with assimilation. However, it 

prevailed as trickles of water to the point that traditional education is beginning to flourish 

through immersion schools of Native languages and cultures as well as bilingual education.  

The roots in the bottom soil represent Western educational systems as it was 

introduced to Native Americans in the 1600’s. The intent of Western education was to 

civilize Native Americans through their form of education for the purpose of acquiring land. 

The roots symbolize the ideals of educational thought throughout the history of education by 

numerous school leaders to identify an effective educational process that would de-Indianize 

the savage to become civilized. Initially, these were missionary and Bureau of Indian Affairs 

(BIA) schools. Fedullo (1992, p. 54) commented:  

For over a hundred years, the missionary and BIA schools had sought to reach the 

core of Indian inner life and destroy that which made it ethnically and culturally 

unique. Somehow many Indians had managed to steal away into the center of a 
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complex maze of minimal outward adaptation and maximal inward adherence to their 

particular vision of the world.  

Trunk Connecting Past, Present, and Future Educational Systems 

The trunk of the tree is where I posed my research question, What are the leadership 

needs and expectations in rural Indigenous communities and how do they compare to 

leadership preparation? 

Contemplating my research question, I came to realize applying an Indigenous 

research paradigm required a process of decolonization (Chilisa, 2012, p. 23). Chilisa (2012, 

pp. 15-17), building on the work of Laenui (2000, pp. 1-7) described five phases in the 

decolonization process:  

1. Rediscovery and recovery, 

2. Mourning, 

3. Dreaming, 

4. Commitment, and 

5. Action. 

In the first phases of rediscovery and recovery, Chilisa (2012) explained this is the 

process where the colonized Other rediscovers and recovers their own history, culture, 

language, and identity. Most Elders who attended BIA schools and programs will find this 

phase the most painful if their experiences were oppressing. Others may not have shared the 

same negative experiences and may have found it to be rewarding. However, the importance 

of acknowledging the historical chain of events that occurred in this era of educating Native 

Americans is an important factor in understanding how personal school experiences have 
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molded attitudes about school officials, school environment, and expectations of an 

individual’s ability to lead rural schools within Indigenous communities. 

 The second phase is mourning, the process of lamenting the continued assault on the 

historically oppressed and formerly colonized Other’s identities and social realities (Chilisa, 

2012, p. 15):  

It is difficult to generalize how long a people remain in the mourning phase…societal 

mourning depends on the circumstances…When there does not seem to be any 

alternative to the present condition, the mourning seems to be the only thing to do. 

Thus, an extended period of mourning may be experienced (Laenui, 2000. p. 3). 

A prime example of an extended period of mourning is the BIA boarding school 

experiences that led many Native Americans into social ills and addictions such as alcohol 

abuse, drug abuse, domestic violence, neglect, mental illness, and poverty. In 2009, President 

Obama signed a bill apologizing to Native Americans for the treatment of their people in 

BIA boarding schools (https://indianlaw.org/node/529). Acknowledging this traumatic era 

did not restore lost traditional identities, cultures, languages, or livelihoods, but it opened 

doors to communication and healing. Native tribes have taken initiatives to begin addressing 

this historical trauma through community meetings, talking circles, and other types of Native 

healing ceremonies. This has been the most important step Native American communities 

have taken on behalf of their tribal members towards the disempowerment of colonialism, 

which led to post-traumatic stress.  

Chilisa (2012) explained the third phase of dreaming is where the colonized Other 

explore their cultures and invoke their histories, worldviews, and Indigenous knowledge 

systems to theorize and imagine other possibilities. Laenui (2000. p. 4) discussed this phase 
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as being the most crucial for decolonization because if the, “dreaming is cut short in any 

action plans or programs designed to create a remedy meeting the perception of the issue at a 

premature stage the result can prove disastrous.” Laenui (2000. p. 4) further stated, “It is 

during this phase where people colonized are able to explore their own cultures, their own 

aspirations for their future, considering their own structures of government, and social order 

which encompass and expresses their hopes.”  

For example, during the 1800’s, the Cherokee Nation made two major attempts to 

maintain tribal languages and cultures (Rehyner & Eder, 2004, p. 6): 

1. Sequoyah of the Cherokee Nation developed a syllabary for his people to learn to 

read and write but the State of Georgia confiscated the press.  

2. After walking the “Trail of Tears” and settling in Oklahoma the Cherokees 

established a sophisticated school system for their children but later it was 

dismantled by the U.S. Government.  

These attempts were early stages of decolonization, which threatened and challenged 

the control of Native tribes by the U.S. Government. The only recourse for the U.S. 

Government to retain control of the Cherokee Nation was to confiscate the press and 

dismantle the school system. These actions ultimately led to assimilation and continued 

colonization. 

My interpretation of this phase is that tribal sovereignty within this era builds further 

on Laenui’s (2000. p. 4) statement of, “…dreams…eventually becomes the flooring for the 

creation of a new social order.” However, I am reluctant to believe Native tribes understand 

this phase because of the complexity of what it entails in terms of Indigenous education and 

leadership. Applying tribal sovereignty protocols to establish a “true” Indigenous education 
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program challenges state and federal laws of discrimination in education. I bring this to light 

because my definition of what an Indigenous education program is closely resembles 

traditional education where the Native language, culture, and livelihood are the foundations 

of the program. Brayboy and Maughan (2009, p. 3), for example, remind us, “Indigenous 

communities have long been aware of the ways that they know, come to know, and produce 

knowledge, because in many instances knowledge is essential for cultural survival and well-

being.” 

The fourth phase of commitment (Chilisa, 2012) occurs when researchers define the 

role of research in community development and their roles and responsibilities to the 

communities and scholarship of research. This phase “culminate[s] in people combining their 

voices in a clear statement of their desired direction…the commitment will become so clear 

that a formal process merely becomes a pro forma expression of the people’s will” (Laenui, 

2000, p. 5 as cited in Chilisa, 2012).  

I envisioned this phase as an opportunity for all Native tribes to exert tribal 

sovereignty in establishing an Indigenous school system that draws on the Indigenous 

Knowledge of students, teachers, administrators, families, and community (Brayboy & 

Maughan, 2009).  

Chilisa (2012) explained the fifth phase of action when dreams and commitment 

translate into strategies for social transformation. Laenui (2000, p. 6 as cited in Chilisa, 2012) 

further explained the action called for in the 5th phase of decolonization is not a reactive but a 

pro-active step taken upon the consensus of the people.  

I believe this phase challenges tribal leaders, educators, and community members to 

ask themselves these three questions if any social transformation is to take place: Where have 
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we come from? Where are we now? Where do we want to go? In answering these questions, 

tribal leaders must understand, 

Tribal sovereignty is indirectly being affected by the education of the future 

generation…Children are the tribes’ most vital resource to tribal sovereignty, but 

without student success in education and the foundational knowledge of culture and 

language, tribal governments may be left ill prepared…When all major players 

influencing the education of Native American students work together, the state of 

Indian education has the potential to make a dramatic turn. (Meza, 2015, pp. 361-362) 

Branches of Interview Questions 

I used branches as the analogy for the interview questions to develop an in-depth 

analysis of my case study to identify underlying themes through personal interviews, 

observations, and document reviews to describe the comparison of administrative preparation 

requirements to leader needs and community expectations in a rural Indigenous community. 

 Triangulation of my data collection from two methods including electronic/email 

interviews and administrative licensure collegiate programs and state requirements allowed 

me to provide a rich, thick description of my findings that is culturally sensitive and 

culturally responsive to assure research participants’ views and frame of reference will not be 

subjected to further acts of colonization or oppression.  

I developed interview questions that focused on specific topics to further explore and 

describe responses to my research question. As Creswell and Plano (2007) explained, 

questions begin with words such as how or what and use exploratory verbs. They continue to 

explain: 
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Appendix D 

Anchor Codes 

 
PR1:  Expectations  
School principal serving in Indigenous community 
 
PR2:  Impact Academic Progress  
School principals impacting students’ academic progress 
 
PR3:  Preparation to Lead  
School leaders prepared to lead in Indigenous school 
 
PR4:  Involvement in Indigenous Community  
School principals involved in Indigenous community 
 
PR5:  Effective Skills, Qualities, Characteristics, Experiences  
School principals serving Indigenous community effectively 
 
PR6:  Preparation in Colleges & Universities  
School principal preparation to serve Indigenous students, schools, and community 
 
PR7:  Comments, recommendations, suggestions  
Additional information for school leaders to lead and meet community expectations  
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Appendix E 

Frequency of Codes/Themes 

 
Question #1 
PR1:  Expectations (2) 
School principal serving in Indigenous community 
 
PR2:  Impact Academic Progress (2) 
School principals impacting students’ academic progress 
 
PR3:  Preparation to Lead (1) 
School leaders prepared to lead in Indigenous school 
 
PR4:  Involvement in Indigenous Community (2) 
School principals involved in Indigenous community 
 
PR5:  Effective Skills, Qualities, Characteristics, Experiences (1) 
School principals serving Indigenous community effectively 
 

Themes 
Expectations 
 
Impact Academic Progress 
 
Involvement in Indigenous Community 

Question #2 
PR2:  Impact Academic Progress (3) 
School principals impacting students’ academic progress 
 
PR4:  Involvement in Indigenous Community (1) 
School principals involved in Indigenous community 
 
PR5:  Effective Skills, Qualities, Characteristics, Experiences (4) 
School principals serving Indigenous community effectively 

Effective Skills, Qualities, Characteristics, 
Experiences 
 
Impact Academic Progress 

 
Question #3 
PR1:  Expectations (1) 
School principal serving in Indigenous community 
 
PR2:  Impact Academic Progress (1) 
School principals impacting students’ academic progress 
 
PR3:  Preparation to Lead (1) 
School leaders prepared to lead in Indigenous school 
 
PR5:  Effective Skills, Qualities, Characteristics, Experiences (3) 
School principals serving Indigenous community effectively 
 
PR6:  Preparation in Colleges & Universities (1) 
School principal preparation to serve Indigenous students, schools, and 
community 

 
Effective Skills, Qualities, Characteristics, 
Experiences 
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Question #4 
PR1:  Expectations (1) 
School principal serving in Indigenous community 
 
PR2:  Impact Academic Progress (3) 
School principals impacting students’ academic progress 
 
PR4:  Involvement in Indigenous Community (3) 
School principals involved in Indigenous community 
 
PR5:  Effective Skills, Qualities, Characteristics, Experiences (1) 
School principals serving Indigenous community effectively 

Impact Academic Progress 
 
Involvement in Indigenous Community 

 
Question #5 
PR1:  Expectations (3) 
School principal serving in Indigenous community 
 
PR2:  Impact Academic Progress (2) 
School principals impacting students’ academic progress 
 
PR3:  Preparation to Lead (8) 
School leaders prepared to lead in Indigenous school 
 
PR5:  Effective Skills, Qualities, Characteristics, Experiences (4) 
School principals serving Indigenous community effectively 
 
PR6:  Preparation in Colleges & Universities (8) 
School principal preparation to serve Indigenous students, schools, and 
community 

 
Preparation to Lead 
 
Preparation in Colleges & Universities 

 
Question #6 
PR1:  Expectations (1) 
School principal serving in Indigenous community 
 
PR3:  Preparation to Lead (1) 
School leaders prepared to lead in Indigenous school 
 
PR4:  Involvement in Indigenous Community (1) 
School principals involved in Indigenous community 
 
PR6:  Preparation in Colleges & Universities (1) 
School principal preparation to serve Indigenous students, schools, and 
community 

 

 
Question #7 
PR2:  Impact Academic Progress (3) 
School principals impacting students’ academic progress 
 
PR6:  Preparation in Colleges & Universities (1) 
School principal preparation to serve Indigenous students, schools, and 
community 

 
Impact Academic Progress 
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Appendix F 

Major Themes 

Email Interview Question Responses 

 PR1 PR2 PR3 PR4 PR5 PR6 PR7 
EIP-1 2 11 8 5 11 8 0 
EIP-3 2 2 0 0 0 5 0 
EIP-6 3 10 9 0 2 0 0 
EIP-8 0 2 0 4 0 0 0 
EIP-10 4 14 17 6 22 2 0 
EIP-12 0 5 4 8 7 8 0 
EIP-13 0 12 14 4 13 10 4 
EIP-14 0 2 0 10 4 3 0 
EIP-15 - - - - - - - 
EIP-17 0 0 5 4 2 0 0 
EIP-18 0 6 4 6 7 6 0 
EIP-19 0 12 10 9 2 9 2 
EIP-20 0 2 0 2 0 0 0 
EIP-21 2 4 9 6 9 2 0 
EIP-24 0 0 3 2 5 0 0 
EIP-25 0 0 0 2 2 3 2 
EIP-26 0 10 10 11 12 16 0 
EIP-27 0 2 0 2 4 0 2 
EIP-29 5 17 19 5 9 7 0 
EIP-32 0 6 9 4 2 2 0 
EIP-33 0 2 6 8 2 2 0 
EIP-34 2 2 5 9 5 0 4 
EIP-35 0 0 0 6 0 0 0 
EIP-36 0 0 6 2 0 0 0 
EIP-37 0 11 4 8 4 2 2 
EIP-39 0 5 5 3 2 2 0 
        
TOTAL 20 137 147 126 126 87 16 
 
Tally Results = Themes (Email Interview Question Responses) 

1. 147 – Preparation to Lead (PR3) 
2. 137 – Impact Academic Progress (PR2) 
3. 126 – Involvement in Indigenous Community (PR4) 

  “      Effective Skills, Qualities, Characteristics, Experiences (PR5) 
4.   87 – Preparation in College & Universities (PR6) 
5.   20 – Expectations (PR1)  
6.   16 – Comments, Recommendations, Suggestions (PR7) 

Legend 
1. PR1-7 = Participant Response 1-7 (Email Interview Question Numbers) 
2. EIP1-39 = Email Interview Participant 1-39 (Numbers assigned to participants at random) 
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Appendix G 

School Administrator Course Requirements 

 

UNM Course 
Requirements   

NMSU Course 
Requirements   

NMHU Course 
Requirements 

NMPED  
State Licensure 
Requirements 

LEAD 501  
School leadership in 
a Democratic Society 
LEAD 503   
Data-Informed 
Instructional 
Leadership 
LEAD 509 
Leadership and 
Organizational 
Change 
LEAD 529   
The Adult Learner 
LEAD 530 
Leadership for 
Conflict Resolution 
in Schools and 
Organizations 
Practicum/Internship 
LEAD 594 Practicum 
LEAD 596 
Administrative 
Internship  
M.A. Students 
Seeking 
Administrative 
Licensure:  
• LEAD 520, 521, 

560, 561, one 
LEAD elective 

ELA 575 The 
Principalship 
ELA 586 
Multicultural 
Leadership in 
Education 
ELA 578 Leadership 
and Administration 
of Bilingual 
Education 
ELA 590 Basing 
Decision on Data: 
Pk-12 
ELA 570 School 
leadership, 
Supervision, and 
Evaluation 
ELA 576 Educational 
Financial 
Management 
ELA 579 Public 
School Law 
ELA 530 
Management of 
Educational Change: 
Public Schools 
ELA 531 Special 
Education 
Administration 
Internship 
ELA 564 Public 
Schools Part I 
ELA 565 Public 
Schools Part II 
 

EDLD 6000 Instructional 
Leadership & 
Organizational Change  
EDLD 6150 School 
Finance & Resource 
Allocation  
EDLD 6200 Legal Issues 
for School Leaders  
EDLD 6400 Supervision & 
Evaluation of Personnel  
EDLD 6600 Data-
Informed Instructional 
Leadership  
EDLD 6800 Reflective 
Leadership 
Option One 
EDLD 6980 Internship K-
12 licensure candidates 
Option Two Electives  
EDLD 6100 Action 
Research in Education  
EDLD 6250 School 
leadership & Principal-ship  
EDLD 6300 School 
Community Relations  
EDLD 5/6350 Selected 
Topics in EDLD (1-3) 
EDUC 6630 Principles of 
Curriculum Construction  
EDLD 6900 Independent 
Study  
Research Methodology:  
GNED 6050 Statistics for 
Educators  
EDUC 6100 Educational 
Research Interpretations  
Field 
Project/Thesis/Comprehens
ive Exam  
EDLD 6970  
• Field Project  
EDLD 6990  
• Thesis  
• Comprehensive Exam    

Hold a level 2 teaching 
license and met all 
requirements for a level 
3-A teaching license  
 
Hold a level 2 teaching 
license at least four years 
& held a level 3 school 
counselor license  
 
Bachelor's degree and a 
post-baccalaureate 
degree or current 
national board 
certification 
• Completed a PED 

approved 
administration 
apprenticeship  

• Minimum of 180 
clock hours for one 
calendar year  

• Minimum of 
eighteen (18) 
semester hours of 
graduate credit in 
educational 
administration 

• Take/pass licensure 
test (Praxis)    


