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Abstract

Educational leaders work in 1'ncreasing/y comp/ex, lzigh pressure environments with peop/e
who have diverse backgrouna/s, interests, and goa/s. To be effective, these leaders must
understand the dynamic process ofcreating and managing culture and c/:ange. Stories have
the potentia/ to influence culture and to lve/p peop/e connect, c/eve/op genuine
understanding, and unite around common purposes (Fisher, 1984; Guber, 2011a). This
action research stua’y exp/ores the concept of intentiona//y using storyte//ing as a /eaa’ers/u'p
strategy and examines the impact and effectiveness of assigning, creating, and sharing stories
in grao/uate classes focused on educational /eaa’ers/vip and school improvement.
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There is widespread agreement that educational leaders make a difference
(Leithwood, Seashore Louis, Anderson, & Wahlstrom, 2004; Waters & Marzano, 2006).
However, regardless of title or position, educational leaders cannot merely impose their
beliefs and goals on followers. Tliey must navigate complex environments and uncertain
conditions over which tliey often have little control, working amid multiple stakeholders
who frequently have different and competing priorities (Duke, 2010). In order to exercise
influence, effective educational leaders must strengthen organizational culture, working
through and with others to set direction, create a sense of shared purpose, and develop
people and the organization (Leithwood & Riehl, 2003). One essential tool for leaders
who seek organizational change and improvement is storytelling. (Denning, 2004;
Hackman & ]olinson, 2013; Smith, 2012).

[n the words of famed author Madeline L’Engle (1993), “Stories make us more alive,
more human, more courageous, more loving.” Stories are part of the fabric of the world,
and are a portion of the inescapable human narratives that define and sustain us. With the
telling of a story, a “person performs the self” (Goffman, 1959), evoking a sense of personal
passion and sliaring that links one person to another, inspiring self-reflection and a deeper
consideration for the world and the systems that surround us. We share part of ourselves
when we tell a story (Denning, 20]1), “mal<ing others feel the ways in which we are similar
to them” (Ranciere, 1991, p. 71). Stories can create community and encourage an
understanding of each individual within that community (Rappaport, 1993). Barthes and
Duisit (1975) state that narrative is simply there “like life itself . . . international,
transhistorical, and transcultural” (p. 237) and it “constantly substitutes meaning for the
pure and simple facsimile of narrated events” (p. 267). Stories become metapliors for life.
Stories have the potential to lielp people connect, develop genuine understanding, and unite
around common purposes (Fisher, 1984; Guber, 2011a). According to Boje (1991),
storytelling in organizations is “the preferred sense—mal<ing currency of human relationsliips
among internal and external stakeholders. . . . part of an organization-wide information
processing network” (p. 106).

Altliougli storytelling is a powerful communication tool for leaders, and is a topic of
popular interest, there are not a large number of empirical studies on storytelling and
leadership (Auvinen, Limsi, Sintonen, & Takala, 2013). Within the scholarly literature,
much of the academic work related to storytelling has focused on the field of business and
management, with less research aimed towards educational leadersliip. Moreover, altliougli

reflective storytelling is sometimes employed to lielp students and faculty foster a deeper

sense of self-understanding (Brill, 2008; Guajardo et. al., 2011; Guerra & Pazey, 2016),
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little attention has been given to incorporating storytelling in educational leadership
preparation programs explicitly as a leadership tool (Scott & Solyom, 2011). In fact,
aspiring educational leaders may be discouraged from using storytelling because a more
dialogic communication style is often associated with effective leadership (Gergen &
Hersted, 2016; Gigliotti & Dwyer, 2016).

This action research study explores the concept of intentionally using storytelling as
an educational leadership strategy and examines the effects of assigning students the task of
crafting and sharing stories purposefully designed to clarify an important expectation, build
trust, or positively impact an organization’s culture. The impetus for this study emerged
because of the instructor’s personal experience and curiosity. As a classroom teacher,
educational administrator, and non-profit leader, the important influence of narrative kept
surfacing. As a result, the instructor began researching organizationa] storyte]]ing and
developed a lesson and assignment around the idea of students telling a story with a purpose.
The students were members of four graduate classes in educational leadership and school
improvement at a university in Texas. One student, because of her own background in the
arts, knowledge and regard for pedagogy, and experience with the assignment, took a
particular interest in the topic and became a co-author of the study with the instructor. The
authors were interested in discovering if, more than six months after the class, students
reported: 1) increased awareness of others using storytelling as a leadership strategy; 2) the
assignment had increased their storytelling skills and confidence; 3) they had used or
planned to use storytelling as a strategy in the future; and 4) they thought the stories they

told had the intended effect.

ORGANIZATIONAL CULTURE, LEADERSHIP, AND STORIES

Educational leaders work in comp]ex environments with people who have diverse
backgrounds, interests, and goals. To be effective, these leaders must understand the
dynamic process of creating and managing culture, which, according to Schein (2010), is
the essence of]eadersnip. The concept of culture has different meanings and definitions in
various contexts. According to Schneider, Ehrhart, and Macey (2013), “organizational
culture may be defined as the shared basic assumptions, values and beliefs that characterize
a setting and are . . . communicated by the mytns and stories peop]e tell” (p. 362). Giroux
(2004) suggests, “Rather than being viewed as a static force, the substance of culture and
everyday life—knowledge, goods, social practices, and contexts—repeated]y mutates and is
subject to ongoing changes and interpretations” (p. 60). As the contributing members of

that culture alter the collective know]edge, individuals can reach a better understanding of
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the community and their own unique selves (Stets & Burke, 2003; Stryl<er, 2002). The

dynamic flux associated with any culture or community can often best be understood
through stories that become the form of discourse we use to create culture, and can be used
as tools to promote change within that culture (Rappaport, 1993).

Educational leaders are often asked to quickly initiate and implement changes that
will result in improved organizational performance. Sometimes embedded within the
directive and desire for improved results is the expectation to cliange an organization’s
culture. Schein (2010) argues that leadership and culture are two sides of the same coin.
Understanding an organization’s culture is critical for leaders because of its significant
impact on individual and organizational performance and to make sure their efforts are
effective and lielpful.

Educational leaders, as a result of their roles, often function as cultural gatekeepers,
acting as mediators of cultural norms and helping to codify language that surrounds change
initiatives and organizational expectations. Fullan, Cuttress and Kilcher (2009) describe
developing cultures for learning and evaluation as two of eight drivers critical for bringing
about effective and lasting educational system cllange. According to Bolman and Deal
(2013), in order for leaders to have the best chance of success, they must view organizations
througli multiple frames, including the symbolic and cultural elements that are inherent in
any organization. In addition, Schein (2010) describes various methods leaders use to
embed and transmit culture. Communicating stories about important ideas, events and
people is one of these mechanisms.

[n a study focusing on wellness education in American Indian communities in
California, Hodge, Pasqua, Marquez, and Geishirt-Cantrell (2002) highlight how
important it is that leaders understand how to use culturally responsive stories as tools for
educational improvement and organizational transformation. In her book on organizational
storytelling for librarians, Marek (2011) describes how stories can be used for effective
leadership. Educational leaders can use storytelling to humanize their position of authority
and to connect to others in a genuine way (Guber, 2011a; Kuran, 2013; Mladkova, 2013).
These ideas encapsulate some of the discourse surrounding current trends in organizational
leadersliip. In order for leaders to transform, they must be willing and able to facilitate
rather than dictate (Fullan, 2011; Harris, 2002). According to Boal and Schultz (2007),
strategic leaders working in complex organizations can foster organizational learning and
adaptation through dialogue and storytelling by constructing shared meaning. Similarly,
l\/lcCartliy (2008) notes that storytelling can reinforce an organization’s evolving value

system as employees “make their way through their organizational challenges” (p. 185).
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Other researchers and writers have also explored the use of storytelling as a
managerial technique to bring about change initiatives (Baker & Boyle, 2009; Hsu, 2008;
Marshall & Adamic, 2010). Interestingly, the majority of the literature surrounding the
topic of using purposeful storytelling in leadership comes out of the business paradigm
(Marshall & Adamic, 2010). Denning (2004), a prolific author on the topic, posits, “the
age-old practice of storytelling is one of the most effective tools leaders can use” (p. 122).
Similarly, Guber (2011b) states, “Magic happens when you narrate otherwise soulless data
into emotional nodes that render an experience to an audience . . . that makes the
information inside the story memorable, resonant and actionable” (p. 4).

Leadership is, according to Denning (2004), “above all, about getting people to
change. To achieve that goal, you need to communicate the sometimes complex nature of
the changes required and inspire an often skeptical organization to enthusiastically carry
them out” (p. 126). According to Denning, stories do just this. He proposes that by using
stories to frame the discourse around change initiatives in organizations, a leader can inspire
those within the organization to change, especially if the leader is sensitive to the purposeful
and timely use of these stories. Denning (2004) catalogs a variety of narrative patterns
that leaders may use to achieve different objectives in different contexts. He describes seven
different storytelling aims: sparking action, communicating who you are, transmitting
values, fostering collaboration, taming the grapevine, sharing knowledge, and leading people
into the future. For example, a story for the purpose ofleacling people into the future might
include a historical allegory of perseverance or a metaphor in order to create an emotional
appeal (Simmons, 2016). A story focused on communicating about the leader might
include an engaging personal anecdote that reveals something meaningful about the leader,
hopefully creating a positive connection between the leader and the listener (Denning,
2004). The “ability to tell the right story at the right time is emerging as an essential
leadership skill” (Denning, 2014, p- 129).

Similarly, Ganz (2010) describes storytelling, or what he calls public narrative, as
one of four key leadership practices for leading change. He argues that we analyze the world
cognitively, looking for patterns and trends, and that we also map the world affectively,
“coding experience, objects, and symbols as good for us or bad for us” (p. 8). Ganz (2010)
identifies three types of pul)lic narratives: a story of self, which communicates the personal
values that call one to action; a story of us, which communicates shared values; and a story
of now, which communicates an urgent challenge that demands immediate action.
Goodman (20]0) also writes about the importance of storytelling in organizations, with a

special emphasis on the non-profit sector. Goodman argues that individual stories are often
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more convincing than sets of data and are underutilized as tools for creating a cohesive
culture internally as well as obtaining external support.

In addition to the perspectives provided by Denning and Ganz, there are researchers
who examine narrative through an ethical lens and point out that the current managerial
focus on culture and storytelling can serve as a form of manipulation and control used to
gain power and influence (Auvinen et al., 2013). Auvinen et al. (2013) describe four types
of manipulation in storytelling leadersliip: humorous, pseudo—participative, seductive, and
pseudo-empathetic. They reject the distinction between power and influence, attempting
to integrate the concepts. They also point out that since leadership is a socially constructed
relationship, manipulation can occur in either direction. Takala and Auvinen (2014) state,
“stories are information-rich entities for organizational values and beliefs, and contain moral
positions” (p. 4). They argue that since the narrator has the power to shape discourse and
our shared social reality, we need to examine the ethical dimensions of leadership stories.
Similarly, Michel Foucault (1971) argues that “every educational system is a political means
of maintaining or of modifying the appropriation of discourse, with the l<nowledge and the

powers it carries with it” (p. 19).

THEORETICAL FRAMEWORK: COMMUNICATIVE ACTION,
UNCERTAINTY REDUCTION AND NARRATIVE PARADIGM

Three theoretical frameworks of human communication provide the foundation for
this study. The brief descriptions of these complex theories provided below are necessarily
simplified and narrowed due to the purpose and scope of the study. In his theory of
communicative action, Habermas (1987) proposes that language plays the role of
coordinating goal-directed activities and transmitting culturally stored knowledge, as well
as a medium of socialization. Communication is itself a form action, not just a channel for
conveying facts. The genuine communication associated with what he characterized as the
life-world of human beings creates a dialogue of communicative action where members of
any given society work in coordination to derive mutual understanding and meaning.
Groups maintain their identities to the extent that their members’ share narratives that
overlap sufficiently, securing continuity of tradition and coherence of l<nowledge. In
addition, according to Habermas (1987), narrative not only serves as a way to reach mutual
understanding when trying to coordinate action, but also plays arole in developing personal

identities and has an important function “in the self-understanding of persons” (p. 136).
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Uncertainty Reduction Theory (Berger & Calabrese, 1975) embodies the notion that
in order for peopie to deveiop a reiationship with another person they must gain information
about the other person, develop trust, and thereby reduce both cognitive and behavioral
uncertainty between the two parties. According to the axioms and associated theorems of
Uncertainty Reduction Tiieory, appropriate self-disclosure can decrease uncertainty and
increase communication and iii(ing. Thus, siiaring relevant and appropriate personai and
professional stories may result in improved positive communication between and among
leaders, staff, and stakeholders.

This paper is also framed by Fisher’s (1984) narrative paradigm. Fisher suggests that
we shift from a rational world paradigm, which assumes peop]e are iogica] and make
decisions based on evidence, to a narrative paradigm, which maintains that all humans are
essentially storytellers and story listeners. Because we are narrative beings, the world is a
set of stories from which we choose, and all communication is a form of storyte]]ing. Each
individual may interpret a narrative’s meaning and assess its value differentiy. The basis for
determining the meaning, va]idity, reason, rationa]ity, and truth of communication is based
on peopie’s inherent awareness of a narrative’s coherence and fideiity in the context of
history, culture, biography, and character (Fisher, 1984). Thus, from a narrative paradigm
perspective, people can be more persuaded by a good story than a logical argument. These
three interrelated frames taken togetner nigniight the essential role that narrative plays in
understanding self and others, as well as in deveioping and maintaining relationsiiips, and

thus its importance to leadership.

METHODS

Kurt Lewin (1946) originated the idea of action research as a way to systematically
work in the field to “solve a problem or answer an important question about professional
practice” (Willis & Edwards, 2014, p. 10). According to Ferrance (2000), action research
“is a process in which participants examine their own educational practice systematically
and carefu”y, using the techniques of research” (p. 1). Depending on the particuiar
circumstance, action research usuaiiy involves probiem identification, data collection and
analysis, data interpretation, action, and reflection (Creswell, 2012; Ferrance, 2000). For
this project, the authors were interested in examining the impact of a classroom assignment
related to leadership and storytelling.

Seventy-nine graduate students in four educational ieadersiiip courses were given an
assignment to craft and present a three- to five-minute story designed to reinforce a ciiange

effort, support an educational value, clarify an important expectation, or positively shape an
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organization’s culture. In preparation for the assignment, students read the article “Telling
Tales” by Stephen Denning (2004), discussing how different story types can be used for
different purposes. Students were asked to think about and select a realistic objective (e.g.,
sharing knowledge, sparking action, or communicating who you are) and context (e.g., a
faculty meeting, a PTA gathering, or a one-on-one conference with a colleague) for their
story. Students wrote their stories, recorded them, and orally presented them in person in
front of the class. Tliey also wrote a brief reflection describing the process used to develop
the story, what they learned about themselves and their organizations, and how they might
use the stories, their insiglits, and the process as educational leaders.

As an introduction to the storytelling assignment, students engaged in a sixty-minute
lesson about storytelling that included a short lecture l)y the instructor focused on the power
and importance of effective storytelling, a model narrative, and a small group activity.
During the small group activity, students were asked to spend three minutes tninking about
a time when they really wanted something and prepare to tell the story of what happened.
Each student then had two minutes to tell their small group their story. After the small
group activity, the whole class discussed what the stories had in common, what stood out,
and other reflections about the activity. Expectations regarding the storytelling assignment
were clarified and questions were answered. Students were instructed to tliouglatfully
choose the kind of story tliey wanted to tell based on the amount of time available (tliree—
to five—minutes), context, audience, and purpose. Students were given wide latitude in
terms of the type and form of the stories they could tell. For example, students were free
to share a personal narrative, a parable, ora metaphorical tale. The stories students created
could be fictional or based on actual events, as long as tliey were not deceptive in nature.
The following week, students were given approximately 20 minutes in class to work in pairs
or small groups to share ideas with each other about the storytelling assignment. As a
whole class, students then discussed common themes that emerged from their small group
conversations. Students were given several weeks to develop their stories at home before
presenting them to the class.

Altliougli assessing the students’ intended outcomes of the stories was not a major
component of this study, after each story was delivered, the class provided feedback to the
teller, including perceived effectiveness and suggestions for how the story might be used or
modified for various situations. Because each class member interpreted the stories
differently, these conversations provided fascinating insignts into the unique perspectives of

individual students.
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Approximately six months after the assignment, a questionnaire was distributed to
the seventy-nine students who were in the four graduate classes. Prior to distribution, the
survey was field tested with two students and revised slightly based upon their comments
and suggestions. The questionnaire was administered online for two of the classes and in
person for two of the classes. Participation in the survey was complete]y vo]untary and
confidential. Students were informed that the survey was part of an action research study
examining the effects of an assignment they had engaged in during a previous class. The
questionnaire consisted of five general demographic questions, nine structured questions
using a Likert scale, and two open-ended questions. The Likert questions were aligned
closely with the research questions. They centered on students’ perceptions of the
assignment and if it had influenced their awareness and use of storytelling.

Demographic and Likert scale questions were analyzed using descriptive statistics in
order to describe the participant population and report average responses to structured
questions. Frequency of responses were calculated for demographic questions and the
means for responses were calculated for structured Likert scale questions. Because of the
relatively small sample size and purpose of the study, a more advanced, inferential ana]ysis
of the quantitative data was not conducted. Responses to open-ended questions were
analyzed for patterns and common themes using open coding (Glesne, 2010), as well as for
identifying connections in the context of the research questions, theoretical frameworks,

leadership, and school improvement (Maxwell, 2013).

RESULTS

Forty-eight of seventy-nine students (61%) in four graduate classes completed the
questionnaire. Respondent characteristics are shown in Table 1. Fifty-six percent of the
respondents were female and 447% were male. Fifty-four percent of those completing the
questionnaire identified as Caucasian/White, 29% Hispanic, 6% Black, 6% Multiracial or
other, and 4% preferred not to answer. Respondents varied in age from under 30 to over
50, with 75% being between the ages of 30-59. More than two-thirds of the respondents
(71%) worked in a K-12 setting. Forty percent of the respondents were educational
administrators, 33% were teachers or counselors, 157% were graduate research assistants, and
13% served in various other roles in education. The characteristics of the respondents

generaily reﬂected tilOSC 01( a” the students in the ICOUF c]asses.
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Table 1. Characteristics of Questionnaire Respondents

Frequency
Student Characteristics n=48 Percentage

SEX

Male 21 447,

Female 27 56%
RACE/ETHNICITY

White 26 547%

Hispanic 14 297%

Black 3 6%

Multiracial/Other 3 6%

Prefer not to answer 2 4%
AGE

Under 30 5 10%

30-39 22 467%

40-49 14 29%

50 or over 6 13%

Prefer not to answer ] 2%
WORK SETTING

Elementary School 13 27%

Secondary School 10 21%

Central Office 11 23%

College/University 7 15%

State Agency 3 6%

Non-profit/Other 4 8%
ROLE

Administrator

Counselor

Graduate Research 19 40%

Assistant 2 4%

Teacher/Instructional 7 15%

Support 14 29%

Other 6 13%

Note: Total percentage may not equal 100 due to rounding.
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Responses to the structured questions regarding the storytelling assignment are
shown in Table 2. Overall, results indicated the assignment was remembered, liked,
tllOUgl‘lt about, and had increased students’ awareness, skills, and confidence. In addition,
most students reported that tliey planned to purposefully use storytelling as a leadersliip
strategy in the future.

On a scale from 1 to 4, with 1 being “not at all” and 4 being “a great deal,” more
than eiglity percent of respondents reported that tliey remembered the assignment a great
deal, with an average response of 3.8. Sixty-six percent of the respondents reported that
tliey liked the storytelling assignment a great deal, with an average response of 3.7. Fifty—
one percent of those responding to the questionnaire reported l)eing a great deal more aware
of educational leaders using storytelling as a leadersliip strategy, with an average response
of 3.3. Students completing the questionnaire reported both increased skills, with an
average response of 3.2, and increased confidence, with an average response of 3.0, in telling

stories.

Table 2. Student Responses to Structured Questions About Storytelling Assignment

Question Mean
Do you remember the assignment in which you wrote and shared a 3-5

minute story with the class? 3.8
Did you like the storytelling assignment? 3.7
Since completing the storytelling assignment, are you more aware of

educational leaders using storytelling as a leadership strategy? 3.3
Did the storytelling assignment increase your skills in telling stories with a

purpose? 32
Did the storytelling assignment increase your confidence in telling stories

with a purpose? 3.0
[f you have used storytelling as a leadership strategy, do you think it had

the effect you intended? 3.0
Do you plan to intentionally incorporate storytelling as a leadership

strategy in the future? 3.4

Note: The response scale ranged from 1 “Not at all” to 4 “A great deal.”

The results of two additional questions are reported in Table 3. When asked if they
had thought about the storytelling assignment since completing the course, a majority
reported having thought about the assignment more than three times. Twenty-nine percent

reported thinking about the assignment more than five times. Sliglitly less than half of the
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respondents reported liaving intentionally used storytelling as a leadership strategy more
than three times since the completion of the class, altliough almost all respondents planned
to do so in the future. Most students who had told stories as a leadersliip strategy believed
it had the intended effect, with an average response of 3.0.

Table 3. Student Responses to Additional Questions About Storyte//ing Asszgnment

Response Options and Frequencies

(n=48)
More
Not at 1-2 3-5 than 5
Question all times times times
Have you thought about the storytelling
assignment since completing the course? 2 17 15 13

Since completing the course, have you
intentionally used storytelling as a leadership

strategy? 4 22 15 7

Note: The frequencies may not add up to the total “n” because every question was not always answered.

Although average responses were calculated by sex, age, ethnicity, job role, and job
setting, the number of cases in each category were relatively small and few clear patterns
emerged from the data. It did appear that females were more likely than males to report
remembering the assignment, being aware of leaders telling stories, and that the assignment
increased their confidence and skills in telling stories with a purpose. lt also appearecl that
respondents who worked in elementary schools had higher average responses on every
question than those who worked in seconclary schools. In addition to the structured
responses, students were asked to reflect on the assignment and describe what difference it

made in their thinking or practice, and what else they would like to share about the activity.

Student Stories, Reflections, and Open-Ended Responses
The narratives students shared ranged from being highly personal and
autobiograpliical to the recounting of stories heard previously that had significant meaning.
Students chose different audiences, settings, and purposes for their stories. Most students
intended for their stories to communicate important things that they cared about deeply.
Several students shared information about themselves tliey had never shared outside of their

families. For example, one student described being placecl in special education classes at an
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early age and isolated from his peers until a caring teacher correctly identified his learning
difference and heiped him to recognize and reach his full potentiai. Another student
recounted her own background—poor, hungry, English language learner, parents with only
a 4t grade education—and how she was made fun of in school because “she couldn’t speak
Eng]ish the right way.” Now she is “proud to work alongside the third grade teacher who
gave me a needed boost of confidence, reassurance, and an extra handful of goldfish during
snack time.” A third student shared a story about a young child she worked with during
her first year of teaciiing. In the story, she disclosed how her expectations of the child were
negatively altered as a result of her preconceived notions and stereotypes. Her subsequent
experiences with the child and his famiiy “opened my eyes and ciianged my beliefs.” She
now shares this story with young teachers she mentors, revealing her own humanity, and
emphasizing that potentiai is not distributed according to zip code or income. A doctoral
student wrote an inspiring story about the humorous and touching interactions he had with
a fifth grader with special needs when he was a teacher. He submitted the story to a journal
and it was accepted and published.

The ideas of “increased awareness” and “personal connection” frequently appeared
in students’ reflections and open-ended responses. These concepts extended across
students’ descriptions of their own experience of the lesson as well as their deveioping view
of leadership and storytelling. “The assignment helped to focus my thoughts,” shared one
participant. “It ileiped me frame situations differentiy than | usuaiiy do,” expiained another.
Similarly, a third student reflected, “I used a different thought process to produce the story
than | would have writing a research paper. It gave me a chance to connect the desired
outcome with my intent of teiiing the story.” “After the assignment,” a fourth student
noted, “I started to notice and appreciate how powerful storytelling can be as a school and
community leader. | now identify a lot of storyteiiing in the articles | read and am much
more conscious of my own storytelling.”

[n their comments, several participants also discussed the personai nature of the
assignment and its effect. For example, one student explained, “I always thought | was a
pretty natural storyteiier so this assignment was great practice and encouraged me to think
more deepiy about storyteiiing strategies and to consider new audiences and venues.”
Another remarked, “Storytelling is much more than cold hard facts and figures. | now
understand the significance of connecting with my intended audience.” A third student
observed that storyteliing iieiped her to build reiationships, “providing an opportunity for
others to connect to me in various ways because people from all walks of life share

. ”»
experiences.
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DISCUSSION

Several themes emerged from students’ responses to the structured questions, open-
ended responses, and reflections. First, most of the students who participated in the study
indicated that the storyteiiing assignment constituted new and worthwhile iearning that had
increased their awareness, skills, and confidence. Aitiiougii most students “reaiiy liked the
assignment and actuaiiy think about it often,” some expressed that it was difficult for them
to come up with and deliver a story. However, when provided with “more specific prompts,
as well as permission to be creative,” students were able to hone in on narratives that were
meaningful. “Prior to this assignment,” reflected one participant, “I had never been guided
about how to craft a story. Now | am able organize my thougnts and a]ign my ideas with
real world examples and occurrences.” As is true in most classrooms, students appreciated
“having the opportunity and freedom to choose the story we wanted to tell.” As one
student said, “Most of the information we present is in APA format, this was an
opportunity to share in a more creative manner.” “Presenting the story in front of others
was challenging and took me out of my comfort zone,” divulged one student. “I was nervous
and lacked confidence, but | got over it.”

Second, almost all of the students indicated that they planned to apply what they
had learned about storytelling in the future, and many revealed that they had already
repeated their stories at work, with what tiiey perceived as positive outcomes. One student
wrote, “Even though | was nervous during my storytelling, | tiiought it went well and it
gave me the confidence to try it at work.” Another student commented, “I have purposely
pianned and used it in at least three meetings. | can tell a difference in how teachers respond
when | use storyteiiing.” A third student remarked that she shared the assignment with her
grade level team, explaining to her teammates how she used storytelling as part of a math
lesson. She said her team members began to use the strategy in their classrooms with
favorable results. Now, the use of stories is integrated into their team lesson pianning.

Third, the results of this study affirm that the theoretical frameworks of
communicative action (Habermas, 1987), Uncertainty Reduction Theory (Berger &
Calabrese, 1975), and narrative paradigm (Fisher, 1984) provide useful conceptual models
for understanding how and why narratives are so powerful as a leadership tool. For example,
Habermas (1987) contends that narratives serve to help groups and individuals develop and
maintain their identities. These ideas are supported by the many students who commented

that “the experience brought our COi]Or‘t cioser togetiier” and “connected us as a
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community,” as well as the participant who shared that telling stories “enables me to create
a greater class community with my kids.” Several students also noted that the “reflection
portion of the lesson was important. Sliaring stories is part of the historical and labeled self
we bring into discourse . . . allowing us to evaluate and make meaning with greater
understanding and insight.”

A number of students reflected on the assignment in relation to uncertainty reduction
theory (Berger & Calabrese, 1975). “Stories change how leaders are viewed and make
them more accessible,” explained one student. “Tliey give people an idea of who you are,
where you are from, and where you intend to go. You can see past their title and their
physical appearance into something much deeper,” shared another. Student comments also
connected leadership and storytelling to narrative paradigm (Fisher, 1984). “Each story
that was told | found myself able to relate to in one way or another,” declared one
participant. “Storytelling can evoke emotions. Emotions have the capacity to endure and
are not lost over time,” another student observed. Several students mentioned that
individual students interpreted each story they heard from their classmates in different ways,
creating their own unique meaning from the experience. lnterestingly, with no knowledge
of the theoretical frameworks of this study, participants nevertheless described how
communicating througli stories had increased understanding, built relationships and
community, and sparl<ed action.

Finally, the results of the study provided useful information about the assignment
itself.  Students overwlielmingly liked the assignment, tliougllt it was effective, and
recommended the instructor “l<eep using it.”  Two students suggested the instructor
“provide more examples of stories” and that the activity be “incorporated into difference
phases of the course.” Two other students shared that recording the story was particularly
cliallenging. Many students expressed appreciation for the opportunity to discuss the
assignment with their peers. Although some students described a “renewed value placed
on planning and practice”, a few commented that “reliearsing stories in advance created
anxiety and made the process feel inauthentic.” As a result of the feedback, the assignment
will be continued, as will opportunities for discussion and practice. More examples of
stories will be provided, possibly aligned to different course topics. In addition, the
instructor will consider developing a portfolio of stories that he can share with students as
a model. Additional feedback from students will be collected in future semesters in order

to improve the lesson over time.
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CONCLUSION

There is general agreement that leadersluip, capacity building, and communication at
multiple levels are essential to securing sustainable school improvement over time (Harris,
2002). One key strategy for building capacity and transmitting culture is storytelling.
During faculty meetings, professional development worl<sllops, community gatluerings, and
individual conferences, teachers, principals, superintendents, and other educational leaders
can purposefully integrate stories in order to set a desired tone, clarify expectations, and
communicate important ideas. The results of this study suggest that graduate students of
educational leadersliip, in order to use stories effectively, may benefit from explicit
instruction that would increase their knowledge, skills, and confidence. In addition,
educational leadership preparation programs and individual instructors miglit consider
incorporating intentional storytelling as part of their curriculum and instruction. Over time,
each student could identify, develop, and practice a repertoire of stories that tney may
eventually adjust and use to achieve different goals in a variety of situations.

This study also raises several questions and ideas for additional research. For
example, how often and under what circumstances do current educational leaders develop
and use narratives to promote a culture of learning and positive cnange? What strategies
do they use? Several students noted with irony the stark contrast between telling purposeful
stories and the current focus in their districts on analyzing numerical test scores. As one
student shared, this activity would be an “excellent professional development session for
principals and faculty.”

According to McCarthy (2008), “the role that stories play in the change process is
a particularly compelling and timely line of research” (p. 166). Another fascinating question
for researchers to investigate is whether intentional storytelling l)y educational leaders is
associated with particular organizational factors or outcomes, such as student achievement,
school climate, or employee turnover?  Given its importance in learning, building
relationsliips, and organizational development, storytelling in educational leadersliip
deserves additional attention in both preparation programs and research. As Bolman and
Deal (2013) note, “Effective organizations are full of good stories” (p. 254). This study
highlights the positive impact that teaching purposeful storytelling can have on emerging

educational leaders and potentially upon the people and organizations they serve.

121



REFERENCES
Auvinen, T., Limsi, A., Sintonen, T., & Takala, T. (2013). Leadership Manipulation

and Ethics in Storytelling. Journal of Business Echics, 116(2), 415-431.

Baker, B., & Boyle, C. (2009). The timeless power of storytelling. Journal of
Sponsorship, 3(1), 79-87.

Barthes, R., & Duisit, L. (1975). An introduction to the structural analysis of narrative.
New Literary History, 6(2), 237-272.

Berger, C. R., & Calabrese R.J. (1975). Some explorations in initial interaction and
beyond: Toward a developmental theory of interpersonal communication. Human
Communication Research, 1(2), 99-112.

Boal, K. B., & Schultz, P. L. (2007). Storytelling, time, and evolution: The role of
strategic leadership is complex adaptive systems. The Leadership Quarterly, 18,
411-428.

Boje, D. M. (1991). The storytelling organization: A study of story performance in an
office-supply firm. Administrative Science Quarterly, 36(1), 106-126.

Bolman, L. G., & Deal, T. E. (2013). Reframing organizations: Artistry, choice, and
leadership. San Francisco, CA: Jossey-Bass.

Brill, F. S. (2008). Leading and learning: Effective school leadership through reflective
storytelling and inquiry. Portland, ME: Stenhouse.

Creswell, ]. W. (2012). Educational research: Planning, conducting, and evaluating
quantitative and qualitative research. (4th ed.). Boston, MA: Pearson.

Denning S. (2004). Telling tales. Harvard Business Review, 82(5), 122-129.

Denning, S. (2011). The leader’s guide to storytelling: Mastering the art and discipline of
business narrative. San Francisco, CA: Jossey-Bass.

Duke, D. L. (2010). The challenges of school district leadership. New York, NY:
Routledge.

122



Ferrance, E. (2000). Action research. Providence, RI: Northeast and Islands Regional
Educational Laboratory at Brown Universiy.

Fisher, W. R. (1984). Narration as human communication paradigm: The case of public
moral argument. Communication Monographs, 51, 1-22.

Foucault, M. (1971). Orders of discourse. Information (International Social Science
Council), 10(2), 7-30.

Fullan, M. (2011). Change leader: Learning to do what matters most. San Francisco,
CA.:Jossey-Bass.

Fullan, M., Cuttress, C., & Kilcher, A. (2009). 8 Forces for leaders of change. In M.
Fullan (Ed.), The challenge of change: Start school improvement now (2™ ed.)
(pp- 9-20). Thousand Oaks, CA: Corwin.

Ganz, M. (2010). Leading change: leadership, organization, and social movements. In
N. Nohria & R. Khurana (Eds.), Handbook of leadership theory and practice.
(pp- 1-42). Boston, MA: Harvard Business School Publishing.

Gergen, K. J., & Hersted, L. (2016). Developing leadership as dialogic practice. In J.
A. Raelin (Ed.), Leadership-as-practice: Theory and application. (pp. 178-197).
New York, NY: Routledge.

Gigliotti, R. A., & Dwyer, B. (2016). Cultivating dialogue: A central imperative for the
study and practice of servant leadership. Servant Leadership: Theory & Practice,
3(1), 69-88.

Giroux, H. A. (2004). Cultural studies, public pedagogy, and the responsibility of
intellectuals. Communication and Critical/Cultural Studies, 1(1), 59-79.

Glesne, C. (2010). Becoming qualitative researchers: An introduction (4" ed.).
Boston, MA: Pearson.

Goffman, E. (1959). The presentation of self in everyday life. Garden City, NY:
Doubleday.

123



Goodman, A. (2010). Storytelling as best practice: How stories strengthen your

organization, engage your audience, and advance your mission (5th ed.). Los

Angeles, CA: The Goodman Center.

Guajardo, M., Oliver, J. A., Rodriguez, G., Valadex, M. M., Cantu, Y., & Guajardo, F.
(2011). Reframing the praxis of school leadership preparation through digital
storytelling. Journal of Research on Leadership Education, 6(5), 145-161.

Guber, P. (2011a). Tell to win: Connect, persuade, and triumph with the hidden power
of story. New York, NY: Crown Business.

Guber, P. (2011b). Telling purposeful stories: An organization’s most under-utilized
competency. People & Strategy, 34(1), 4-5.

Guerra, P. L., & Pazey, B. L. (2016). Transforming educational leadership preparation:
Starting with ourselves. The Qualitative Report, 21(10), 1751-1784. Retrieved
from http://nsuworks.nova.edu/tqr/vol21/iss10/2

Habermas, J. (1987). The theory of communicative action vol. 2. Lifeworld and system:
A critique of functionalist reason. (T. McCarthy, Trans.). Boston, MA: Beacon
Press. (Original work published 1981).

Hackman, M. Z., & Johnson, C. E. (2013). Leadership: A communication perspective
(6th ed.). Long Grove, IL: Waveland Press.

Harris, A. (2002). School improvement: what’s in it for schools? London: Routledge
Falmer.

Hodge, F., Pasqua, A., Marquez, C., & Gieshirt-Cantrell, B. (2002). Ustilizing
traditional storytelling to promote wellness in American Indian communities.
Journal of Transcultural Nursing, 13(1), 6-11.

Hsu, J. (2008). The secrets of storytelling: Our love for telling tales reveals the
workings of the mind. Scientific American Mind, 19(4), 46-51.

Kuran, E. (2013). Leader as storyteller. Industrial and Commercial Training, 45(2),
119-122.

124



L’Engle, M. (1993). Quotes.net. Retrieved from http://www.quotes.net/quote/14957.

Leithwood, K. A., & Riehl, C. (2003). What we know about successtul school
leadership. Philadephia, PA: Laboratory for Student Success, Temple University.

Leithwood, K. A., Seashore Louis, K., Anderson, S., & Wahlstrom, K. (2004). How
leadership influences student learning. New York, NY: The Wallace Foundation.

Lewin, K. (1946). Action research and minority problems. Journal of Social Issues,
2(4), 34-46.

Marek, K. (2011). Organizational storytelling for librarians: Using stories for effective
leadership. Chicago, IL: American Library Association.

Marshall, J., & Adamic, M. (2010). The story is the message: shaping corporate culture.
Journal of Business Strategy, 31(2), 18-23.

Maxwell, J. A. (2013). Qualitative research design: An interactive approach. Thousand
Oaks, CA: Sage.

McCarthy, J. F. (2008). Short stories at work: Storytelling as an indicator of

organizational commitment. Group & Organizational Management, 33(2), 163-

193.

Mladkova, L. (2013). Leadership and Storytelling. Procedia - Social and Behavioral
Sciences, 75, 83-90.

Ranciere, J. (1991). The ignorant schoolmaster: Five lessons in intellectual emancipation
(K. Ross, Trans.). Stanford, CA: Stanford University Press.

Rappaport, J. (1993). Narrative studies, personal stories, and identity transformation in
the mutual help context. The Journal of Applied Behavioral Science, 29, 239-256.

Schein, E. H. (2010). Organizational culture and leadership. San Francisco, CA: Jossey-
Bass.

Schneider, B., Ehrhart, M., & Macey, W. (2013). Organizational climate and culture.
Annual Review of Psychology, 64, 361-388.

125



Scott, K. A., & Solyom, J. A. (2011). Stories for educational leadership programs:
Research at its best. In K. A. Scott & W. J. Blanchett (Eds.), Research in urban
educational settings: Lessons learned and implications for future practice (pp. 3-
20). Charlotte, NC: Information Age Publishing.

Simmons, A. (2016). The six kinds of stories. Retrieved from
http://annettesimmons.com/the-six-kinds-of-stories/

Smith, P. (2012). Lead with a story: A guide to crafting business narratives that
captivate, convince, and inspire. New York, NY: American Management

Association.

Stets J. E., & Burke P.]J. (2003). A sociological approach to self and identity. In M. R.
Leary & J. P. Tagney (Eds.), The handbook of self and identity (pp. 128-152).
New York, NY: Guilford Press.

Stryker, S. (2002). Traditional symbolic interactionism, role theory, and structural

symbolic interactionism: The road to identity theory. In ]J. H. Turner (Ed.),
Handbook of sociological theory (pp. 211-231). New York, NY: Kluwer
Academic/Plenum Publishers.

Takala, T., & Auvinen, T. (2014). Storytelling and ethics. Electronic Journal of Business
Ethics and Organization Studies, 19(1), 4-5. Retrieved from
http://ejbo.jyu.fi/pdf/ejbo_voll9_nol_pages_4-5.pdf

Willis, J. W., & Edwards. C. L. (2014). The twists and turns of action research history.
[n]. W. Willis and C. L. Edwards (Eds.), Action research: Models, methods, and
examples (pp. 3-20). Charlotte, NC: Information Age Publishing.

126



