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UCEA PrEsidEntiAl AddrEss 2020: 

The Lies We Tell Ourselves: 
UCEA and the Politics of Memory 

Gerardo R. López
Michigan State University

Dr. Gerardo R. López’s address was 
given November  19, 2020, at the 
Virtual UCEA Convention. 

Greetings from East Lansing, Michigan, 
home of Michigan State University 
and the new academic home of 
UCEA. As the outgoing president of 
this organization, I am humbled and 
honored to be speaking to you today. 
When I was elected president, I never 
imagined that I would be delivering 
my presidential address via video, 

or for that matter, that the entire 2020 Convention would be moved 
to a virtual platform. But now, everything has gone virtual: faculty 
meetings, classes, office hours, you name it. For better or for worse, 
videoconferencing and Zoom have become the medium of choice 
of academic and scholarly exchange as we’ve adjusted to our “new 
normal” under COVID-19.

Because we are in a virtual environment, I will try to keep my 
remarks short and to the point. This means that I probably will not go 
into much depth on some issues and perhaps gloss over some important 
and significant details in the process. Please understand that I am simply 
trying to keep my comments short, as brevity is important in this new 
virtual space. That said, I want to start out with a profound “thank 
you” to this year’s convention planning team: Bill Black, Rosa Rivera 
McCutchen, James Wright, and Yanira Oliveras Ortiz. They pivoted to an 
online format at 11th hour and put together an amazing convention! 
The long hours they put in have certainly paid off. On behalf of the 
Executive Committee, I want to publicly thank them—not only for their 
service, but for literally doing something that has never been done 
before in the history of UCEA.

I also want to give a special thanks to the folks at UCEA 
Headquarters who worked behind the scenes to make this convention 
possible: Mónica Byrne-Jiménez, Karl Gildner, Davis Clement, and all 
of the MSU graduate students who came together to make magic 
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happen: Alounso Gilzene, Lawrence Louis, Talgat Bainazarov, 
Dasmen Richards, Yujin Oh, Briana Coleman, and Yi-Chi Chiang. 
Putting on a conference takes an enormous amount of work 
and energy, and I want to recognize these individuals for really 
putting in the effort to bring this year’s convention to life.

Let me start by keeping it real: 2020 has been one hell of 
a year! The COVID-19 pandemic has infected over 52 million 
people across the globe and tragically ended the lives of 1.3 
million people worldwide.1 In the United States alone, nearly 
a ¼ of a million people have died from the disease,2 and 
over 8,000 people have passed away due to complications 
from COVID-19 in my home state of Michigan.3 My heartfelt 
thoughts and condolences are with those who have passed and 
those who are healing, including their family members, friends, 
and loved ones.

As everyone is well aware, this pandemic radically 
restructured and transformed our personal and professional 
lives. Many individuals lost their jobs while others had to adjust 
to new working conditions, as our work routines shifted to the 
home. Some individuals had to set up schedules and routines 
for their family members, while others were forced to deal 
with increased loneliness and seclusion. Regardless of whether 
one lives with others or lives alone, there is little doubt that 
the effects on one’s physical, mental, and spiritual health have 
certainly taken a toll.

In 2020, we also dealt with an array of racial realisms 
and racialized assaults. These assaults revealed the pernicious 
structural racism that sadly, though not surprisingly, remains at 
the core of this country.  To be certain, the COVID-19 pandemic 
disproportionately impacted Black and Brown communities, 
revealing deep structural inequities in access to quality health 
care. To complicate matters, we also witnessed how the range 
of ideological and juridical apparatuses—from the Oval Office, 
to the police, to the courts—worked in tandem to keep Black 
and Brown communities at bay while simultaneously dismissing 
and/or downplaying the role and function of white4 supremacy 
in the larger social and political order. Indeed, the deaths of 
George Floyd, Breonna Taylor, and Jacob Blake at the hands 
of police (and in the case of Ahmaud Arbery, at the hands of 
white vigilantes who shot and killed him while he was jogging) 
are vivid reminders that white supremacy and state sanctioned 
violence on Black bodies are not only intimately connected, but 
in many cases, they’re inseparable (Giroux, 2017).

The sad part about it, is that white people fully recognize 
that their whiteness is something special. White people 
intimately understand that their whiteness is protected in 

1As of February 20, 2021, these numbers have practically doubled 
with 111 million total cases worldwide and over 2.4 million deaths 
(https://covid19.who.int/table) 

2As of February 20, 2021, the total U.S. deaths are 496,112 (https://
covid.cdc.gov/covid-data-tracker/#cases_totaldeaths) 

3As of February 20, 2021, the total number of deaths in the state of 
Michigan is 16,342 (https://covid.cdc.gov/covid-data-tracker/#cases_
totaldeaths) 

4Editor note: UCEA uses APA style, which capitalizes White as well as 
Black when referring to race; UCEA also capitalizes Color. For this 
article, Dr. López prefers no capitalization for the term white.

https://covid19.who.int/table
https://covid.cdc.gov/covid-data-tracker/#cases_totaldeaths
https://covid.cdc.gov/covid-data-tracker/#cases_totaldeaths
https://covid.cdc.gov/covid-data-tracker/#cases_totaldeaths
https://covid.cdc.gov/covid-data-tracker/#cases_totaldeaths
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society, and use that protected status to patrol and police 
Black and Brown bodies on a daily basis:

• They call the police when the music is too loud (Culver, 
2020). 

• They call the police when they think Black people don’t 
live in their neighborhood or apartment building (Beck, 
2020). 

• They call the police when they don’t think Black people 
have membership in a private gym (Rahman, 2020). 

• They call the police when Black people are hanging out 
on their boat (NBC New York, 2020). 

• They call the police when Black people are sitting in a 
public bench (Givens, 2020)

• They call the police when Black people go golfing 
(Romine & Duster, 2020). 

• They call the police when someone writes “Black Lives 
Matter”—on their own property (Ting, 2020). 

• They call the police when Black people birdwatch in a 
park (Closson, 2020). 

• Even white college professors call the police when Black 
students don’t switch seats in a classroom (Asmelash & 
McDonnell, 2020).

 All of these incidents didn’t happen 100 or 150 years 
ago; they happened earlier this year. While some people 
may be tempted to minimize these acts, and/or downplay 
the racist intent of the perpetrators, I would argue that as 
a society, we are always quick—and perhaps sometimes 
too quick—to defend and protect white innocence over 
the psychological, emotional, and spiritual harm that these 
individuals calculatedly committed.

Unfortunately, as a society, there an unexamined 
belief that whiteness should be defended and protected by 
members of society (Harris, 1993). To be white, therefore, 
is to be shielded in society—because society itself was built 
on discriminatory, and often violent, practices that made 
whiteness possible. As Burton (2015) cogently summarized, 
“Whiteness is simultaneously produced by and productive of 
the hegemonic structure of white supremacy” (p. 41). In other 
words, whiteness has to be protected, precisely because it 
supports the myth of white innocence and virtuousness. As 
such, it came to no surprise that we had an elected official 
at the highest level in our country not only downplaying the 
role of white racism in society and in law enforcement in 
particular, but actively fanning the flames of racial hatred and 
division.

In response to this intense racial climate, we also 
witnessed a proliferation of protests around the country 
in 2020—beginning in Minneapolis, Minnesota, after the 
death of George Floyd, and quickly spreading to over 200 
cities across the U.S. and to dozens of cities around the 
world. These protests, led by the broader Black Lives Matter 
movement, called for an end to rampant police misconduct 
and abuse, particularly in the form of excessive force 
and racial bias in policing. In these demonstrations, Black 
communities called for greater police accountability, an end 

to the rampant militarization of the police, and a shift towards 
other mechanisms of public safety: community-based policing, 
support for people with drug dependency and/or addiction, 
greater mental health infrastructure, capital investments in 
Black communities, and other alternatives to police surveillance 
(Buchanan et al., 2020).

As the protests grew in size and scope, calls to “defund the 
police” became increasingly louder within the Black community. 
Such pleas were ridiculed by politicians, political pundits, and 
media outlets alike, either downplaying the broader claims of 
racial injustice at the hands of the police, or outright dismissing 
these claims as exaggerated or hyperbolic (Saletan, 2020). 
As the uprisings stretched into weeks, pundits began to rely 
on stereotypic tropes of Black criminality, often painting a 
picture of inner cities being ruled by chaos and anarchy, while 
simultaneously suggesting that white suburbanites needed to 
be concerned for their lives and well-being (Frias, 2020). This 
narrative not only served to reinforce the deeply held racist 
belief that Black people needed to be surveilled, controlled, 
and regulated, but reified the ideology that white innocence 
and white material interests needed to be protected and 
safeguarded. These overtures to the white community in 
general, and white women in particular, became a key focus of 
the 2020 presidential election (Waldman, 2020).

For me, the most anxiety-producing event of 2020 had 
to be the presidential election. And I say that with much 
trepidation, because I do not want to minimize the severity of 
COVID-19 and the anxiety, stress, and angst that it produced and 
continues to produce. However, with the presidential election, 
it produced a whole different set of emotions for me because I 
truly felt there much more at stake than the selection of a mere 
candidate:

• We were voting for a person who might lead us out of our 
self-inflicted and botched response to COVID-19. 

• We were voting for a person who would elevate science 
and sound medical advice to guide their decision-making.

• We were voting for a person who would surround himself 
with qualified, knowledgeable people as part of his 
cabinet.

• We were voting for a person who would not put kids 
in cages, separate families, or vilify undocumented 
communities.

• We were voting for a person who believed in the power of 
diversity.

• We were voting for a person who would not enable white 
supremacists and their sympathizers through dog-whistles 
and racially coded rhetoric.

• We were voting for a person who would not foment 
religious animus in this country.

• We were voting for a person who would put education as a 
top priority.

• We were voting for justice. 

• We were voting for equity.
But most of all, we were voting for someone who had 

some competence and leadership skills; someone who was 
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driven by vision and purpose, as opposed to being driven by 
ego and conceit. I also think that the same trepidation and 
fear that I felt was probably felt on the opposite side as well 
by people who supported Donald Trump.

Although the election results are all but over, the 
election has still not been called because of legal challenges 
and accusations of voter fraud. And so, we continue to wait 
until either Trump concedes (which he shows no sign of 
doing), or his legal challenges prove to be true (which there is 
no legal evidence of either voter fraud or vote tampering), or 
his legal challenges prove to be false (which may take time to 
sort out in a court of law). So, in a nutshell, the madness that 
is 2020 continues. And its only November, so it’s still not over.5 

As I think about the year 2020, I wonder what will we 
remember about this year? What memories of 2020 will 
endure? What will we tell future generations about the 
events that transpired this particular year? What will future 
generations remember about this year? I believe that one 
of the dominant narratives that will emerge will contain 
elements of chaos, confusion, loss, and anxiety. Not only will 
we we remember the loss of lives lost to COVID-19, but we 
will also remember other losses as well: the loss of jobs, the 
loss of day-to-day routines, the loss of our sense of safety, the 
loss of our very autonomy. I believe that trauma, loss, and 
grief will emerge as dominant themes of 2020, particularly in 
light of the massive sense of uncertainly and unpredictability 
in our world. I also believe that we’re experiencing trauma 
at multiple levels, and there is no doubt that we will enter a 
stage of intense posttraumatic stress disorder as a nation and 
as a world once the dust settles.

What we won’t remember as easily, however, will be the 
stories of joy, self-preservation, endurance, and the multitude 
of connections or re-connections that we made with our loved 
ones, our pets, and ourselves. In other words, very few will 
remember those moments that actually made us forget we 
were in lockdown. Those are the stories that probably won’t 
get told or be remembered by future generations. Instead, 
what future generations will remember, will probably be 
very different and distinct than what we actually experienced 
and lived through in the present day. This has less to do 
with our inability or document the totality of what we have 
experienced or lived through, and more to do with the fact 
that memory is as much a social phenomenon as it a cognitive 
one (Martin & Deutscher, 1966). Because memory is partially 
social in nature, what is remembered is as much as act of 
recollecting as much as it is an act of filtering out what we 
deem “worthwhile” to recollect (Connerton, 1989).

For example, what I deem important to remember 
in the present day does not represent the totality of what 
I experience—or for that matter, even a sliver of what 
I experience. It is what I have deemed worthy of being 
documented and remembered.  In the same way that media 
outlets don’t report all the news, but only what they deem 

5 This essay was written prior to the assault on the U.S. Capitol  
Building on January 6, 2021. The attempt to overturn the results of 
the 2020 presidential election was led by Trump supporters, fueled 
by the President’s rhetoric, and orchestrated by Trump allies and 
political action groups (Schwartz, 2021).

“newsworthy” for their subscribers, what gets documented 
(and therefore passed down to future generations) is a 
highly selective process.  In short, what is remembered is 
simultaneously a process of distillation and forgetting, as much 
as it is a process of recollecting and remembering (Connerton, 
2009).

The late social anthropologist Paul Connerton believed 
that memory is not necessarily an individual faculty as it is a 
social one. The main thesis in his ground-breaking book How 
Societies Remember (Connerton, 1989) is that “our experiences 
of the present, largely depend upon the knowledge of the past” 
(p. 2). Connerton believed that the knowledge we inherit from 
the past is always filtered and distilled, resulting in a sort of 
distortion of our present-day knowledge. This is not to suggest 
that our memory or recollections are necessarily false, but 
that memory, itself, might actually be a societal product. Since 
society is not homogenous, different societies actually possess 
different “vocabularies of understanding” (Connerton, 1989, p. 
3). In fact, Connerton (1989) argued that even within the same 
society, different generations have different memory sets and 
are therefore radically isolated from each other.

This has major implications for societies and organizations 
that have gone through significant changes over time, because 
different generations can coexist with each other in the same 
physical space and yet be “mentally and emotionally insulated” 
(Connerton, 1989, p. 3) from each other because their 
vocabularies (and therefore their memories) have very little in 
common. In essence, the memories of older generations may 
in fact be substantively, if not radically, different from those of 
newer generations.

According to Connerton (1989), there are three types 
of memory: personal memory, cognitive memory, and 
habit memory. Personal memory embodies those acts of 
remembering what one has personally experienced. These 
memories are unique to the individual and highlight an 
experience or occurrence that one has personally encountered. 
For example, I might say: “I remember my very first UCEA 
Conference. It was at the Galt House in Louisville, Kentucky, in 
1996. I distinctly remember some of the people who were at 
my very first presentation: Jane Lindle, Cathy Lugg, Bill Boyd, 
Bill Firestone, Pedro Reyes, and David Berliner.” These memory 
claims are highly individual, reflective, and particular. As 
Connerton (1989) described them, personal memories often 
take the form of “I did such and such, at such and such a time, in 
such and such a place” (p. 22).

  Cognitive memory, on the other hand, involves a cognitive 
experience or sensory state that one experienced in the past, 
such as learning a song lyric, memorizing an equation, or reciting 
the Gettysburg Address. In contrast to personal memory, one 
does not need to remember the context or even the details of 
when that occurrence or event happened, but simply that the 
cognitive experience happened at some point in the past. For 
example, I can tell you that Harold Laswell coined the phrase 
“Who gets what, when and how” when describing politics. I 
can also tell you that Bolman and Deal developed a four-frame 
model for studying organizations. I learned these at some point 
in graduate school, but I don’t remember the details of when or 
how I committed these theories to memory.
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The last type of memory described by Connerton 
is habit memory. These are memories that emerge from 
repeated activity or performance. While many habit memories 
necessitate some form of cognition (particularly as one is 
learning how to do the activity), once an activity is learned, it 
simply becomes automatic. Riding a bike or knowing how to 
read and write are all forms of habit memory. Habit memory 
is different from cognitive memory in that the latter actually 
requires some sort of recollection. For example, I can tell you 
from memory that there are five tenets to critical race theory, 
and I can tell you what those tenets are. Although these tenets 
come naturally to me, they are actually a type of cognitive 
memory because I am recalling these from my memory set.

Habit memories, however, are different because they 
require no cognitive recollection. Such memories are simply 
incorporated into one’s understanding about the world. 
Connerton believes that social memory is primarily a form 
of habit memory. In effect, the memories we have about an 
event or an occurrence is, in part, socially produced. Although 
individuals may recall different versions of the same story, 
social groups generally “understand” history largely through 
stories that are told again and again until they become 
automatic (Martin & Deutscher, 1966). The facts aren’t as 
important as the general gist of the story itself.

For example, within UCEA, there is an old story that 
involves Bob Stout, Martha McCarthy, and Jay D. Scribner. The 
story goes something like this: In the early ‘80s, Bob, Martha, 
and Jay were sitting around a table brainstorming about 
how to take UCEA to the next level, when—out of nowhere—
Martha McCarthy casually suggests, “I think we ought to 
have a convention!” Thus, the UCEA Convention was born! 
This story was actually told in a previous presidential address 
(Tooms, 2012). Now, there is no evidence that this actually 
happened, there were no witnesses, and no one was there to 
document the historical moment. Moreover, the participants 
at the center of the story may not even recall that this event 
actually took place. Yet, the story has become an unofficial 
part of UCEA’s history. Individuals repeat that story—and the 
story is often accepted as “fact” even though the actual facts 
of how the UCEA Convention was born may differ than what 
is often shared and communicated by individuals within our 
organization.

The purpose of using that example is not to shame or 
ridicule my colleagues who tell that particular UCEA origin 
story, but to simply highlight the power of social memory, 
and how social memory requires no actual recollection or 
evidence. I am also using this account to highlight the power 
of a good story, and how stories are socially communicated 
and become internalized by members of a group through 
continued repetition. These stories become the “stock stories” 
(Bell, 1989; Delgado, 1989) or the “deep-stories” (Hochschild, 
2018) that we adopt as truths within a particular society or 
organization.

Many of us who are familiar with the notion of the 
“stock story” know that it comes from the work of Derrick 
Bell, the grandfather of critical race theory. Professor Bell 
believed that stock stories are those ideological narratives or 
majoritarian tropes that we’ve internalized within the U.S.: 

e.g., The American Dream, the Horatio Alger “bootstraps” 
story, the belief in meritocracy, the notion that current 
social arrangements are fair and equitable, etc. Bell (1992) 
believed that these stock stories exist precisely because they 
communicate a powerful ideology of/about our current realty. 
In other words, they not only represent deeply held values 
and unspoken (or perhaps unconscious) collective memories, 
but also exist because they justify contemporary societal 
arrangements. Bell claimed that what is conveniently left out of 
these majoritarian stories is evidence that challenges, disproves 
or runs counter to the stock story—things like structural racism, 
anti-Blackness, settler colonialism, white supremacy, and 
xenophobia. These are the counterstories, Bell argues: stories 
that are hidden, stories that challenge our taken-for-granted 
assumptions of truth, or subaltern stories that never get told 
or disseminated. In other words, those are stories that are not 
told because they don’t fit our preexisting cognitive schema 
(Bell, 1989).

In a similar fashion, Connerton (1989) would suggest that 
the counterstory is left out because of strategic forgetting. In 
other words, it’s not that people don’t believe the counterstory 
or because the counterstory is necessarily false—but that the 
counterstory simply isn’t socialized and disseminated in the 
popular discourse in the same way that the stock story is taken 
up and dispersed. The reason for this is because, at its core, 
the stock story reveals as well as conceals—it communicates 
something about us: either how we perceive ourselves or 
would like others to perceive us. We circulate stock stories 
within society because they affirm our ideological predilections. 
In effect, what ultimately gets inscribed in our social memory 
as a result of this habitual back-and-forth is simultaneously a 
process of remembering as it is as a process of forgetting.

Yet, the counterstory remains. It’s presence and 
existence is important precisely because it is the story of 
the outgroup: i.e., the minoritized, the subaltern, those who 
exists on the borders, those “whose voice and perspective—
whose very consciousness—has been suppressed, devalued, 
and abnormalized” (Delgado, 1989, p. 2412). These are the 
voices that been forgotten. Theirs are the stories that don’t 
get socialized, circulated, and inscribed in habit memory. As 
countless critical race scholars suggest, there is much power 
in the counterstory, namely the power to present a counter-
reality, the power to subvert stock stories, the power to 
challenge and destabilize powerful ideologies, and the power 
to disrupt the status quo. Richard Delgado (1989), a renowned 
LatCrit and critical race scholar in his own right, stated in his 
classic Michigan Law Review article,

Counterstories can serve an … important destructive 
function. They can show that what we believe is 
ridiculous, self-serving, or cruel. They can show us the 
way out of the trap of unjustified exclusion. They can 
help us understand when it is time to reallocate power. 
They are the other half—the destructive half—of the 
creative dialectic. (p. 2415)

The power of the counterstory, therefore, is not only to reveal 
what is taken for granted, but also to expose what is concealed 
or strategically forgotten, with the hope of reinscribing power 
dynamics and transforming power relations.
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This brings me back to UCEA and the stock stories that 
have become social memories or habit memories within our 
organization. For me, the “stock story” of UCEA, goes a little 
something like this: 

Once upon a time, in the late 1940s, members of AASA 
met with the Kellogg Foundation to discuss ways to improve 
the preparation of school leaders. The Foundation made two 
large grants, to fund a nationwide initiative known as the 
Cooperative Program on Educational Administration (CPEA) 
which was housed at Teachers College, Columbia University. 
By 1959 several other institutions joined the consortium.  
Jack Culbertson was offered the position to lead this new 
organization, and he had the blessing of several members 
of the Teachers College faculty.  As the organization grew, 
so did the research interests of its members. Eventually the 
organization outgrew its roots in logical-positivism and the 
Vienna School and began to incorporate new ideas from the 
humanities. 

By the late 1960s, UCEA started to address issues of 
race and equity. By the early 1970s, UCEA had to meet a 
broad array of logistical and financial challenges, as member 
institutions became more localized and as individual 
scholars pursued more parochial interests in urban 
education, special education, Native American education, 
and Black education. A focus on women—namely cisgender 
women—began to take shape by the late ‘70s, when Paula 
Silver joined UCEA as the first female associate director. 
Silver gathered data on program graduates, targeting 
females and people of Color to obtain administrative posts. 
This drew backlash from white male members, who claimed 
her project was tantamount to “reverse discrimination.” 
Nevertheless, the program advanced, and training materials 
were developed. Unfortunately, those materials were 
never broadly disseminated. Soon thereafter, several UCEA 
members called for a new journal—one that would focus on 
gender and racial diversity. The new journal was approved 
and ultimately named The Journal of Educational Equity and 
Leadership. It was launched in 1980 and was published for 7 
volume years. Many educators—including a sizeable number 
of women and people of Color—published in this journal. 

By the late ‘80s and early ‘90s, scholars of Color began 
attending the UCEA Convention (though in actuality the 
numbers were considerably small). By the early 2000s, the 
number of attendees who were people of Color began to 
grow exponentially. By then, faculty of Color and women had 
made it into leadership positions within the organization. 
UCEA hired its first female executive director (Michelle 
Young), while scholars like Linda Tilman, Malu González, 
Judy Alston, Khuala Murtadha, Michael Dantley, Cathy Lugg, 
and Linda Warner were powerful voices that demanded 
recognition and change from within. Then, in 2003, the 
Barbara Jackson Scholars program put issues of racial 
diversity front and center, and propelled UCEA on a path 
towards greater equity—and the rest, as they say, is history. 
The End…

While this particular narrative left out a lot of UCEA 
history, one can still pick out elements and majoritarian 
themes in the story: most notably that UCEA has been on 

this steady path towards greater and greater equity since its 
inception. We learn, for example that the focus on equity 
began sometime in the late 1960s and really took shape by 
the late 1970s. The launch of a new journal opened up spaces 
and avenues for new voices and perspectives, and by the 
early ‘90s, UCEA began to notice a shift in representation, as 
more women and scholars of Color entered the profession. 
The development of the Barbara Jackson Scholars Network in 
the early 2000s was a watershed moment in UCEA’s history 
as it opened new opportunities for scholars of Color to attend 
the Convention, while creating a strong pathway towards the 
professorate. UCEA is now seen a space where diversity is 
embraced, and where scholars of Color can thrive. You actually 
hear it reflected in the way people talk about UCEA: Oh, we’ve 
come so far! UCEA is so diverse! UCEA just feels so different 
now!

But I worry about the voices and perspectives that are 
left out of this stock story—especially the perspective of Black 
scholars, non-Black scholars of Color, Native and Indigenous 
scholars, LGBTQIA+ scholars, scholars with disabilities, 
immigrant scholars, international scholars, scholars of diverse 
faiths, and scholars whose identities intersect in beautiful and 
complex ways. How are they experiencing UCEA? Do they also 
see it as diverse and welcoming place? Do they feel that their 
identity is valued and respected? Do they feel that they can 
thrive in this organization?

In other words, does the “stock story” of diversity and 
acceptance actually represent the range of marginalized and 
minoritized voices, or is the stock story simply one that we, 
as an organization, created to congratulate and feel good 
about ourselves? I can tell you, firsthand, that as a person 
of Color, it’s hard to feel welcomed in UCEA. I not only feel 
this personally, but many of my marginalized and minoritized 
colleagues feel it as well.

• It’s hard to feel welcomed in UCEA if you’re a Native 
American scholar, and there has never been a Native 
American president in the history of UCEA.

• It’s hard to feel welcomed if you’re an Asian American or 
Pacific Islander, and there’s only been one president who 
is Asian American in its entire history.

• It’s hard to feel welcomed if you’re Deaf, and the 
leadership doesn’t represent your community—or if 
you have to fight tooth and nail with the Executive 
Committee to get an ASL interpreter at each and every 
UCEA conference.

• It’s hard to feel welcomed if you’re transgender, and no 
one ever considers putting pronouns on name tags so 
that attendees can refer to you correctly and honor your 
very identity.

• It’s hard to feel welcomed if you’re of the Muslim faith 
and no one thinks about designating a space for prayer 
at the annual convention.

• It’s hard to feel welcomed if all the UCEA awards are 
named after white people. 

• It’s hard to feel welcomed if you’re a from an HBCU, 
HSI, or Tribal College, and you’re constantly treated 
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like a second-class citizen because your institution isn’t 
“research generating.”

• It’s hard to feel welcomed if you’re Black, and you don’t 
see the organization actively examining and addressing 
anti-Blackness in its policies and practices.

These are but a few examples of the “stories” that have been 
left out of the UCEA diversity narrative. The fact remains 
that marginalized communities have a profoundly different 
experience of UCEA than our nonmarginalized counterparts. 
For many of us, UCEA has been, and remains, a space of 
distrust, fear, and suspicion. It is a space where trauma is not 
only enacted, but actively flourishes.

My worry is that we’ve created a particular memory 
of UCEA—a memory that has been distilled, filtered, and 
cleaned of its impurities. I want to be clear: there is no doubt 
that we have come a long way since the 1950s, but we’ve still 
got a very long way to go before we can say with certainty 
that we’re a more equitable and just organization. UCEA, its 
member institutions, and the individuals who participate in 
the organization must do a better job of remembering its 
history. But as Connerton (1989) reminds us: the only way we 
can get better at remembering is if we refuse to forget.
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Dear UCEA Community,
Feliz Año Nuevo! Wishing 

you all a year filled with hope, 
moments of stillness and mo-
ments of joy, and laughter, lots 
and lots of laughter!

For us at Headquarters, 
2021 is off to a strong start. We 
made two important additions 
to our staff: Ruth Norris, our HQ 
Coordinator, and Chris Thelen, 
our Policy and Outreach Spe-
cialist (their bios can be found 
in this Review). Both bring 

expertise and experience that round out our team beautifully. 
I hope you will join me in welcoming them to the UCEA com-
munity.

This year also brings in a new federal administration with 
different educational priorities. The confirmation hearing for 
Dr. Miguel Cardona demonstrated the importance of having an 
educator at the helm of the Department of Education. You will 
find Chris’s summary of the hearing on page 24.  There is also 
the possibility for the reauthorization of the Higher Education 
Act, which has been stalled for the past year. Affirming the civil 
rights of students, test waivers, and COVID relief and reopen-
ing for K12 and higher education are also important questions 
for Dr. Cardona. These are all exciting developments, and we 
will be keeping an eye on these in the coming months.

The Editorial Team wanted this Review to explore chang-
es in our practice due to COVID. You will find that some of the 
features directly look at the “who” and ‘how” of program and 
faculty responses. Our hope is that these will lead to further 
conversation and sharing among our members. 

There is much to look forward to in the coming months, 
but indulge me as I look back and present our year in review: 
one year ago we were preparing for our second study tour to 
Johannesburg, South Africa; we returned to a national lock-
down to contain the coronavirus; HQ went virtual; we engaged 
mentors and scholars for a virtual Clarks Scholars program and 
Jackson Scholars convening; we pivoted to a virtual Conven-
tion planned—you got it—100% virtually; we began to pack 
up our offices for the move to MSU, said our goodbyes to 
colleagues and friends at the University of Virginia, and moved 
across four states; we welcomed a new MSU Headquarters 
team all from our respective living rooms; we partially un-
packed; we began regional and statewide analyses of school 
reopening policies; we hosted Convention 2020 for over 800 
participants complete with the first virtual Plenary Session, 
virtual GSS, virtual Awards Ceremony, virtual JSN Recognition 

From thE ExECUtivE dirECtor

Mónica Byrne-Jiménez
UCEA Executive Director

Ceremony, and virtual Presidential Address; and we saw the 
end of a long and painful year… 

I mention all this as a way to recognize what a crazy 
year it has been and, honestly, to give ourselves a break. 
We are often driven by shoulda-coulda-woulda that we fail 
to recognize the small and important moments, exchanges, 
opportunities. I don’t want UCEA to be one of those orga-
nizations that keeps barreling forward without taking time 
to breathe, to appreciate. In our own ways, we have each 
made our classrooms, programs, and institutions kinder 
places. We have each taken time to reach out to a student, 
colleague, or friend with a text or email or PM, and that 
made a difference to someone. We have learned to juggle 
family and work while occasionally dropping a ball or two. 
We each have listened to someone vent or vented ourselves 
and felt lighter and stronger for it. That is leadership in time 
of COVID. Yes, we plan and write and hustle, but we are also 
caring and compassionate—and we move forward together. I 
am humbled to learn this leadership from each of you. 

We don’t know what 2021 will bring but I do know that 
there are no other colleagues I would rather be with right 
now! As always, feel free to reach out at any time. 

Adelante, UCEA!

CAll For UCEA rEviEw 
Editors

The Review is looking for new members of the 
editorial team! We have openings for

• Point/Counterpoint

• Features Co-Editor

• Interviews

• Book Review * NEW* 

Serving on the Review is a 3-year commitment, 
beginning with the Summer issue . If you are 
interested, please submit a letter explaining which 
editorial role you prefer and reasons for your interest 
by March 15. Send to ucea@msu.edu
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nEw UCEA hEAdqUArtErs 
stAFF

Chris Thelen
Policy & Outreach Specialist
Chris Thelen, PhD, is a recent graduate of Michigan State 
University’s Educational Policy Program. Her research 
work has focused on educational policy in the U.S. and 
Michigan with a particular focus on urban education 
and the social context of policy. Her dissertation, 
titled Parental Engagement & School Choice Policies 
in Michigan: A Critical Policy Analysis of Challenges to 
Access & Equity, investigated how educational policies 

tend to perpetuate social 
inequities in education. 
Her professional 
experiences also include 
teaching, organizational 
support, and 
development work for 
several education-based 
nonprofit organizations. 

“I am excited to 
help UCEA advance its 
commitment to quality 
educational leadership.”

Ruth Norris
Headquarters Coordinator
Ruth Norris brings 15 years of experience as an executive 
administrator in the legal and business fields. In addition 
to effective organizational skills, she has extensive 
background in project management and developing 
communication strategies, including website design. She 
has strong collaborative skills and experience maintaining 
working relationships with colleagues and clients. 

A native Michigander, Ruth graduated from 
Northwood University in 2001 with a Bachelor of Science 

degree in Marketing/
Management.  Ruth is 
supported by her husband 
and their daughter. In her 
free time Ruth likes to 
cook/bake, work out, and 
spend quality time with 
her family.

“I am very excited 
about joining the UCEA 
team and look forward 
to learning new skills 
and building new 
relationships throughout 
the organization.”

nEw UCEA FUll mEmbEr:  
thE GEorGE wAshinGton 

UnivErsity

The George Washington University (GWU) Graduate School of 
Education and Human Development (GSEHD) Department of 
Educational Leadership offers a doctoral degree, an Educa-
tion Specialist degree, a master’s degree, and a post master’s 
certificate in Educational Leadership and Administration. 
The Educational Leadership and Administration program is 
accredited by CAEP and nationally recognized by ELCC. More 
information on the program can be found at our website: 
https://gsehd.gwu.edu/edadmin

Our program demonstrates institutional commitment 
and capacity for the advancement of educational leadership 
preparation, scholarship, and practice. We focus on prepar-
ing and supporting the development of scholar practitioners 
to serve in schools, school districts, universities, and research 
or advocacy organizations around the world. Our program 
consists of seven full-time faculty and five additional faculty 
in our research methods program who work directly with our 
students. We also benefit from a highly qualified group of 
adjunct instructors. The Educational Leadership and Admin-
istration Program is committed to continuous reflection and 
growth, making core curriculum, instructional strategies, and 
assessments responsive to the needs of our administrative 
candidates, the school districts and systems they serve, and 
to the profession. We look forward to a long and productive 
membership with UCEA.

Current faculty include:
• Dr. Jennifer K. Clayton, associate professor and incom-

ing PSR 
• Dr. Christine Nganga, assistant professor 
• Dr. Kelly Sherrill Linkous, Esq., JD, PhD, assistant pro-

fessor 
• Dr. Matthew Shirrell, assistant professor 
• Dr. Abebayehu Tekleselassie, associate professor 
• Dr. Rebecca A. Thessin, assistant professor 
• Dr. Leslie Brandt Trimmer, assistant professor
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UCEA AnnoUnCEs 2020 AwArd rECiPiEnts

UCEA’s annual awards were presented at the 34th annual 
virtual convention November 2020. 

Roald F. Campbell Lifetime Achievement Award: 
Kofi Lomotey

The Roald F. Campbell Lifetime 
Achievement Award was instituted 
by UCEA in 1992 for the purpose of 
recognizing senior professors in the 
field of educational administration 
whose professional lives have been 
characterized by extraordinary 
commitment, excellence, leadership, 
productivity, generosity, and service. The 

award celebrates the remarkable pioneering life of Roald F. 
Campbell, whose distinguished career spanned many years 
and exemplified these characteristics. The 2020 recipient of 
the Roald F. Campbell Lifetime Achievement Award is Kofi 
Lomotey (Western Carolina University). 

UCEA Master Professor Award: 
Stephen L. Jacobson & Andrea Rorrer

The Master Professor 
Award is given to 
an individual faculty 
member whose record 
demonstrates excellence 
in at least four of the 
following five areas: 
teaching, mentoring 

and advising, academic leadership, supporting diverse 
students and colleagues, and professional service. The 2020 
UCEA Master Professor recipients are Stephen L. Jacobson 
(University at Buffalo, SUNY) and Andrea Rorrer (University of 
Utah). 

Jay D. Scribner Mentoring Award: 
Michelle D. Young

The Jay D. Scribner Mentoring Award 
honors educational leadership 
faculty who have made a substantive 
contribution to the field by mentoring 
the next generation of students into 
roles as university research professors, 
while also recognizing the important 
roles mentors play in supporting and 
advising junior faculty. Jay D. Scribner’s 

prolific career spans over four decades, and he has mentored 
a host of doctoral students into the profession while advising 
and supporting countless junior professors. The 2020 
recipient is Michelle D. Young (Loyola Marymount University). 
Young is a beacon in our field. Her mentoring develops the 

knowledge and skills of others to navigate their careers, and 
shines a light on areas that have fundamentally made us a 
stronger and more diverse field. 

.Jack A. Culbertson Award: 
Miriam Ezzani

The Jack A. Culbertson Award was 
established in 1982 in honor of UCEA’s 
first full-time executive director, who 
retired in 1981 after serving 22 years 
in the position. The award is presented 
annually to an outstanding junior 
professor of educational administration 
in recognition of contributions to the 
field. The 2020 Jack A. Culbertson 

award recipient is Miriam Ezzani (Texas Christian University). 

Hanne Mawhinney Distinguished Service Award:
Allison M. Borden 

On occasion, UCEA’s leadership has found it appropriate 
to honor UCEA faculty for their 
outstanding service to the 
organization and the field. In 2015, 
the award was renamed in honor of 
Hanne Mawhinney, who embodied 
the idea of distinguished service 
and went above and beyond the 
call of duty in service to UCEA. The 
2020 recipient is Allison M. Borden 
(University of New Mexico).

Paula Silver Case Award: 
Karen Stansberry Beard & Stanley E. Gates, II

The Paula Silver Case Award was 
instituted by UCEA in 1999 to 
memorialize the life and work of 
Paula Silver, former UCEA associate 
director and president-elect, who 
made significant contributions to 
our program through excellence in 
scholarship, advocacy of women, 
and an inspired understanding of 
praxis. The 2020 recipients are Karen 
Stansberry Beard and Stanley E. Gates 
II (both of Ohio State University) for 
their article, “Providing a Passport 
to the Future for Foster Youth: A 
Case for Educational Leadership 
and Policy,” JCEL, 22(1), https://doi.
org/10.1177/1555458918782334

https://doi.org/10.1177/1555458918782334
https://doi.org/10.1177/1555458918782334
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JRLE Best Article Award:
Eliana Castro, Cierra B. Presberry, &  
Terah T. Venzant Chambers

Criteria for the Journal of Research in Leadership Education 
(JRLE) Best Article Award include contribution to knowledge 
in the field regarding leadership preparation (significance), 
overall quality of the article, and impact or “reach.” The 2020 
recipients of the JRLE Best Article Award are Eliana Castro 
(University of Vermont), Cierra Presberry (Michigan State 
University), and Terah Venzant Chambers (Michigan State 
University), pictured left to right, for their article, “Twelve 
Years Unslaved: Lessons From Reconstruction and Brown 
for Contemporary School Leaders, ” JRLE, 14(4), https://doi.
org/10.1177/1942775119878465

William J. Davis Award:
Carrie Sampson

The William J. Davis Award is given 
annually to the authors of the most 
outstanding article published in 
Educational Administration Quarterly 
(EAQ) during the preceding volume 
year. The Davis Award was established 
in 1979 with contributions in honor 
of the late William J. Davis, former 
associate director of UCEA and assistant 
professor at the University of Wisconsin–
Madison. The 2020 recipient is Carrie 

Sampson(Arizona State University) for “(Im)Possibilities of Latinx 
School Board Members’ Educational Leadership Toward Equity,” 
EAQ, 55(2), https://doi.org/10.1177/0013161X18799482

Looking Ahead: Nominations for 2021
It’s not too early to think about honorees for the 2021 
convention. The next cycle of UCEA awards begins in late spring 
with selections completed by the end of summer. Additionally, 
each April UCEA announces the recipient of the William J. Davis 
Award. The Davis Award is given annually to the authors of the 
most outstanding article published in Educational Administration 
Quarterly during the preceding volume year. Please refer to 
future announcements in UCEA Review, in UCEA Connections, 
and on the website. 

Nominations for UCEA’s 2021 awards competition are due June 
1, 2021. Please see www.ucea.org for information on criteria 
and the nomination process. Contributions to the award fund 
are welcome; contact UCEA Headquarters.

nEw UCEA AssoCiAtE 
mEmbEr: UnivErsity oF 
soUthErn CAliForniA

The University of Southern California (USC) Rossier School 
of Education is dedicated to fulfilling our mission to 
“prepare leaders to achieve educational equity through 
practice, research and policy.” For more than a century, 
we have developed and prepared professional leaders in 
the field of education and research, including teachers 
and superintendents, administrative professionals, policy 
leaders, and scholars. We do this work through three main 
avenues: conducting impactful, high-quality translational 
research; preparing world-class researchers, educational 
leaders, and educators; and engaging and leveraging mutu-
ally beneficial partnerships. Rossier offers 11 master’s pro-
grams and four doctorate programs, including the PhD and 
EdD degrees. USC Rossier’s Doctor of Educational Leader-
ship program, now a national model, engages students in 
real problems of practice in schools and school districts. 
A testament to the program’s success and its remarkable 
reach are the more than 75 Rossier alumni who are cur-
rent California school superintendents. Our students and 
alumni become members of the Trojan Family, a commu-
nity 425,000 alumni strong; our network of education lead-
ers extends throughout the United States and worldwide. 
Rossier is also home to 10 thriving research centers, which 
examine a range of challenges in education, including is-
sues of equity, K−12 education policy, college access, and 
technology. The school’s collective research efforts draw 
from many disciplinary perspectives, including organization 
and policy studies, learning sciences, economics, psychol-
ogy, political science, sociology and neuroscience. Rossier 
has also established partnerships with numerous school 
districts in Southern California. 

https://doi.org/10.1177/1942775119878465
https://doi.org/10.1177/1942775119878465
https://doi.org/10.1177/0013161X18799482
http://www.ucea.org
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ProGrAm CEntErs CornEr
 

Jayson W. Richardson
University of Denver

UCEA’s Center for the Advanced Study of 
Technology Leadership in Education (CASTLE)

Codirectors: Sara Dexter, Scott McCleod, Jayson W. Richardson, 
Nick Sauers; hosted in the cloud!

CASTLE operates as a consortium of collaborators who share 
an interest in how K-12 school leaders  (1) use educational 
technology (edtech), (2) learn about leadership with edtech, 
and (3) lead edtech in K-12 schools. Across these three themes 
CASTLE’s co-directors and their colleagues work on a variety of 
research and outreach projects. A number of past projects are 
noted at the CASTLE website: http://www.schooltechleader-
ship.org/ 

CASTLE collaborators have a new research effort un-
derway focused on simulations and the role they might play 
in leadership education. The Digital Practicum initiative, led 
by Sara Dexter, University of Virginia, and Davis Clement, a 
post-doc at UCEA headquarters at Michigan State University, 
launched with a national survey of the 600+ educational 
leadership preparation programs (ELPPs) in the U.S. to learn 
about their relative emphasis on evidence-based leadership 
competencies and the instructional tools used to teach them. 
Of particular interest in this study was the extent to which 
ELPPs use interactive instructional tools to develop prospec-
tive leaders’ contextual knowledge and skills. Examples of 
such tools include digital cases like ETIPS.info, digital simula-
tions like SchoolSims.com, and mixed reality simulations like 
Mursion.com. Each of these tools offer learners a chance to 
engage with contextually rich scenarios and practice aspects of 
decision making with feedback on their choices (Dexter et al., 
2020).1 The survey data suggest that interactive instructional 
tools are underutilized in ELPPs, as only 8-15% of ELPPs draw 
upon them in their preparation work with prospective school 
leaders. Instead, they turn most frequently to text and class-
based work, and class-assigned field-based work and intern-
ships. 

Because these interactive tools are used productively in 
other professional education preparation fields like medicine, 
nursing, and public policy to build relational and procedural 
skills, CASTLE collaborators are also working to determine 

the added value they might bring to leadership preparation. In 
the spring of 2020 SchoolSims.com sponsored nearly a dozen 
UCEA faculty to use their simulations at no charge in a study 
focused on faculty needs when implementing interactive tools. 
Throughout the 2020-21 academic year a related study of the 
impact of interactive tools on student learning is underway in 
the principal preparation program at the University of Virginia. 

UCEA has a long history of developing and promoting the 
use of simulations in leadership preparation. Beginning in the 
1950s and over the next fifty years UCEA headquarters served 
as a hub for authoring cases, offering professional development 
on their use, and preparing photocopies and filmstrips for sale 
to members. As UCEA moved this summer from the University 
of Virginia to UCEA’s new home at Michigan State University, 
boxes of these materials were “discovered” and scanned and 
inventoried for further study. If collaborating on this interests 
you, please reach out to Sara Dexter (sdexter@virginia.edu). 

http://www.schooltechleadership.org/

UCEA Center for the International Study of School 
Leadership

Codirectors:
Jami Berry, University of Georgia, United States
Melanie Brooks, Monash University, Australia
Sylvia Robertson, University of Otago, New Zealand
Charles Slater, California State University, Long Beach, United 
States

The UCEA Center for the International Study of School Leader-
ship gathers together national and international communities of 
scholars, practitioners, policy makers and government agencies 
dedicated to the improvement of schools through school lead-
ership. The Center is dedicated to fostering international efforts 
in the improvement of school leadership for the betterment 
of students, teachers, staff, and stakeholders. To this end, the 
Center, housed at the University of Georgia, is led by a cross-
national team of co-directors including Jami Berry (University 
of Georgia, United States), Melanie Brooks (Monash University, 
Australia), Sylvia Robertson (University of Otago, New Zealand), 
and Charles Slater (California State University, Long Beach, 
United States), and a board of directors from throughout the 
globe.

The Center supports a wide range of scholarly activity. 
This year the Center published, Multiculturalism and Multi-
lingualism at the Crossroads of School Leadership: Exploring 
Leadership Theory, Policy, and Practice for Diverse Schools with 
Springer. The focus of the book is to expand the field’s under-
standing of effective leadership in linguistically and culturally 

1 Dexter, S., Clement, D., Moraguez, D., & Watson, G. S. (2020). (Inter)
active learning tools and pedagogical strategies in educational 
leadership preparation. Journal of Research on Leadership Education. 
https://doi.org/10.1177/1942775120936299
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diverse school contexts. The Center is also active through 
numerous presentations highlighting international and indig-
enous leadership at the UCEA Annual Conference and award-
ing the biennial Jeffrey V. Bennett Award for Outstanding 
International Research. 

In 2021 the Center will launch the inaugural four-part 
Zoom International for Practitioners and Scholars (ZIPS) 
Symposium Series aimed at bringing together researchers and 
practitioners to discuss topical issues affecting schools world-
wide. Preeminent international educational leadership schol-
ars will lead each ZIPS symposium. The Center will also host 
a special ZIPS event for graduate students interested in the 
international study and practice of school leadership. Specific 
information regarding topics and times will be announced in 
January 2021. We hope that you will join us for these inspiring 
sessions. 

UCEA Center for the Study of Leadership and the 
Law

Director: Kevin Brady, professor, Graduate Program in 
Educational Leadership, University of Arkansas 

Despite an international pandemic, the UCEA Program Center 
for the Study of Leadership and the Law has been very active 
advancing its core mission of improving legal literacy in 
our nation’s schools by providing free, open online access 
to legal resources relevant to K-12 schools.  In early 2020, 
Kevin Brady and coauthors Charlie Russo, Cynthia Dieterich, 
and Allan Osborne published a book, Legal Issues in Special 
Education: Principles, Policies, and Practices (Routledge).  This 

book addresses a concerning lack of 
special education legal literacy among 
individuals who work closely with 
students with disabilities, including 
school leaders. Based on generous 
funding provided by the College of 
Education and Health Professions at 
the University of Arkansas, several 
hundred free copies of this book were 
distributed this year to rural school 
districts in Arkansas. 

In a forthcoming legal casebook, Education Law: Cases 
and Materials (3rd Edition; Carolina Academic Press) written 
by UCEA members Jackie Stefkovich, Kevin Brady, and Traci 
Ballard, the authors detail how recent events, including the 
tragic and senseless death of George Floyd sparked nationwide 
protests against police brutality and racial injustice, including 
demands for the removal of police employed in school districts 
nationwide. The book also addresses emerging legal issues 
and litigation resulting from the coronavirus pandemic and its 
unprecedented impact on schools, especially on the country’s 
most vulnerable student populations, including students 
from lower socioeconomic backgrounds and students with 
disabilities. 

In 2021, the center will be distributing an online survey 
to all UCEA member institutions addressing how educational 
leadership faculty currently teach prospective building and 

district-level leaders about the law and how access to certain 
online materials can potentially increase the existing legal 
literacy of future school leaders. During Summer 2021, the 
center is interested in selecting an interested doctoral student 
in educational leadership or a related field  to participate in 
educational law and policy-related research and well as facili-
tate the distribution of an online survey to all UCEA member 
institutions.      

CAll For UCEA ProGrAm 
CEntEr mini-GrAnt 2021 

Great news UCEA Program Center Directors! UCEA will be 
able to award up to two mini-grants to UCEA Program Centers 
in 2021. The grants are intended to support the work of 
the center by broadening its impact on the greater UCEA 
community. The maximum amount is $5,000. The funding will 
be available beginning July 1, 2021. Through the grant, UCEA 
is seeking research that furthers our social justice mission 
and addresses equity issues that fall within the scope of the 
center’s work. 

Competitive mini-grant proposals are due in the UCEA 
offices (via me) by March 15, 2021 and must include the 
following:

• purposes of the grant,
• specific outcomes projected from the use of grant funds, 

and
• a detailed budget.

The UCEA Program Center Advisory Board will evaluate the 
grant proposals and make funding recommendations to the 
Executive Committee. The Executive Committee will make 
mini-grant award decisions at its summer meeting and funds 
will be available starting July 1, 2021. 

A detailed report about the outcomes of the mini-grant 
(reports, meetings, publications) must be submitted to the 
UCEA Associate Director of Program Centers (i.e., Jayson 
Richardson) by April 15, 2022.

Center Directors are required to develop an exhibit, 
session, or paper on the research or event supported by the 
mini-grant for the 2021 Annual UCEA Convention in Columbus, 
Ohio. Any center receiving mini-grant funds and not submitting 
the required report will not be eligible for grant support in 
subsequent funding cycles until the report is received and 
officially accepted by the Executive Director and Executive 
Committee. Please let me know if you have any questions.
 
Jayson W. Richardson, Ph.D.
Professor & Department Chair
Morgridge College of Education 
Department of Educational Leadership and Policy Studies
C: 910.599.7648 | E: jayson.richardson@du.edu

Deadline: March 15, 2021

https://www.routledge.com/Legal-Issues-in-Special-Education-Principles-Policies-and-Practices/Brady-Russo-Dieterich-Osborne-Jr/p/book/9781138323308
https://www.routledge.com/Legal-Issues-in-Special-Education-Principles-Policies-and-Practices/Brady-Russo-Dieterich-Osborne-Jr/p/book/9781138323308
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CAll For UCEA CEntErs GrAdUAtE stUdEnt FEllowshiP 

The UCEA Graduate Student Fellowship aims to provide research, mentoring, and career development opportunities for an 
outstanding graduate student who is enrolled in a UCEA member educational leadership program (see here for a list of universities) 
and intends to enter the professoriate. The UCEA Graduate Student Fellow will receive a stipend of $5,000. The fellows will be 
in residence for typically 6–8 weeks during the summer at one of the UCEA programs centers (contingent upon acceptance from 
individual centers ability to host a student):

• UCEA Joint Program Center for the Study of the Superintendency and District Governance
• UCEA Center for Educational Leadership and Social Justice 
• UCEA Center for Urban School Leadership
• UCEA Center for the Advanced Study of Technology Leadership in Education (CASTLE)
• UCEA Center for the Study of Leadership & Ethics
• UCEA Center for the Study of Academic Leadership   
• UCEA Center for the International Study of School Leadership          
• The National Center for the Evaluation of Educational Leadership Preparation and Practice
• UCEA Center for Leadership in Law

The UCEA Graduate Student Fellowship will begin in June 2021 and continue through the end of August 2021. This time frame can 
be arranged for another time during the academic year if mutually agreed upon between the Program Center and fellow. Upon 
concluding the Fellowship, you will be asked to write a one-page reflection of your experiences to be included in the UCEA Review. 

Application Process 
Application materials from each student must include four statements of no more than 500 words each (total of 2,000 words) 
addressing the following:

1. Describe your academic and personal experiences that you consider relevant to UCEA Graduate Student Fellowship. 
2. Describe your short-range and long-range career goals.
3. Detail your research experience.
4. How does a summer fellowship at a UCEA program center align with your pursuit of the professoriate?

Applications are due March 15, 2021. Be sure to provide details of how the host UCEA program center can and will support your 
short- and long-term needs. Indicate who you have spoken with at that center to ensure the placement is agreeable to all parties. 
You SHOULD contact the desired center before applying. More about program centers can be found here. 

Send your application to:

Jayson W. Richardson, PhD
Professor & Department Chair
Morgridge College of Education | Department of Educational Leadership and Policy Studies
C: 910.599.7648 | E: jayson.richardson@du.edu

Please type in the subject line: UCEA Graduate Student Fellowship: Your name

Application Checklist

• Did you contact the program center? Do you have their support? Including an email/letter of support is sufficient. 
• Did you discuss what you will do at the center and develop a potential plan if funded?
• Does your application explicitly note how your interests align with those of the center?
• Have you detailed that you want to go into academia as a career path?
• Do you include a rough budget? You might include (but are not limited to) items such as flights, mileage, accommodation 

in the host city, food, and within-city travel.

Deadline: March 15, 2021

https://members.ucea.org/member-directory/organizations
http://www.ucea.org/initiatives/ucea-program-centers/


UCEA Review • Winter 2021 • 15www.ucea.org

Ball State is an R2 Doctoral University High Research Activity; 
Community Engagement Classification, public institution in 
Indiana of some 22,541 students. It was first established in 
1918 as the Indiana State Normal School Eastern Division. The 
Indiana General Assembly changed the school’s name to Ball 
Teachers College in 1922 and in 1929 the Ball State Teachers 
College, named after the Ball family who donated the land 
and the buildings.

 Within Teachers College, the Ball State University Edu-
cational Leadership program is home to 12 full-time faculty 
delivering a PreK-16 program assisted by another 12 adjuncts 
who primarily supervise principal and superintendent interns 
across the state. Enrollment in the master’s program in 
student affairs and EdD in higher education and community 
college is usually in the 100 range. For the PreK-12 program 
enrollment in the master’s building-level administration 
license, the EdS and EdD is usually between 450 and 500. The 
department also houses an undergraduate leadership minor 
of around 300 enrollment. Prior to the pandemic, most of 
the programs were hybrid. Some have historically been 100% 
online. They are now 
all 100% online. The 
master’s program in 
educational leader-
ship was ranked by 
U.S.News and World 
Report as the 11th best 
online program in the 
nation.

All of the K-12 
tenure track faculty 
are graduates of UCEA 
institutions. Fenwick 
English, professor and 
department chair, 
graduated from Arizona 
State University. Lori 
Boyland, professor 
and associate chair 
and director of the 
MAE/BLAD program, 
graduated from Indiana 

University Bloomington, as did associate professor Marilyyn 
Quick. Serena Salloum, associate professor and director of the 
EdS/EdD program, graduated from the University of Michigan. 
Kendra Lowery, assistant professor and assistant dean, gradu-
ated from the University of Wisconsin- Madison. Nick Elam, 
assistant professor, graduated from Miami University of Ohio. 
Ball State’s new PSR will be Serena Salloum, who was a win-
ner of the William Davis Award for the most Outstanding Ar-
ticle in EAQ in 2010 and coprincipal investigator of a Spencer 
Foundation grant supporting Common Core implementation 
in English/language arts: Investigating the Resource Selec-
tion and Dissemination Strategies of State Coordinators. She 
is also the coauthor of a recent publication in the American 
Educational Research Association Journal, “From Interpreta-
tion to Instructional Practice: A Network Study of Early Career 
Teachers’ Sensemaking in the Era of Accountability Pressures 
and Common Core State Standards.”

https://www.bsu.edu/academics/ 
collegesanddepartments/teachers-college

nEw UCEA FUll mEmbEr:  
bAll stAtE UnivErsity

UCEA 
Social 
Media 

Facebook:        UCEA Leadership-Matters          UCEA Barbara L. Jackson Scholars
                         University Council for Educational Administration (UCEA)

Twitter:            @UCEA     @UCEAJSN     @UCEAGSC     @UCEACastle      
          @UCEAissl         #cafeUCEA

LinkedIn:         UCEA Headquarters          UCEA Jackson Scholars Network
                        University Council for Educational Administration Graduate Student Council  
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intErviEw with dr. Ann loPEz

Alyson Honsa
University of Washington 

Dr. Ann Lopez is a professor of Educational Leadership and 
Policy at the Ontario Institute for Studies in Education, 
University of Toronto, and a scholar with public education 
experience as a former secondary school teacher and 
administrator in a large school board in Ontario, Canada. Dr. 
Lopez is the director of the Centre for Leadership and Diversity 
and provostial advisor on access programs, University of 
Toronto. She serves on international boards including the 
National Association for Multicultural Education, World Council 
for Equity and Diversity in Education, and International Board 
of the European Institute of Education for Democratic Culture. 
She is coeditor-in-chief of the Journal of School Leadership 
and series coeditor of Studies in Educational Administration. 
Her scholarship focuses on antiracist education, culturally 
responsive leadership, decolonizing educational leadership, 
equity and diversity, and school leadership. 

ALYSON HONSA: I wanted to begin with a little bit about your 
background. To start, what are one or two experiences that 
you really consider influential to becoming an educational 
researcher?

DR. ANN LOPEZ: I’m a former classroom teacher and school 
administrator here in the greater Toronto area with one of the 
largest school boards. I’ve been in education close to 30 years 
as a public school educator, and as a professor, researcher, 
scholar. I’m originally from Jamaica and so I’m an immigrant to 
Canada, and I have been here for a very long time. 

So you asked what are the influences or what aspects 
of my lived experience inform the work that I do. And I 
would say, as anyone who knows me very well would, that 
I was most influenced by my grandmother. She was a social 
justice person, who advocated for those who, in her words, 
were less fortunate. That’s the language she had at the time. 
But really it was being concerned for those who had less 
resources than she did, and growing up I saw how much the 
plight of others impacted her. 

Another important influence is being born and raised 
in Jamaica, which was a British colony, prior to that was a 
Spanish colony. My early education was colonial education 
grounded in European knowledge that the British coloniz-
ers brought to the island. That education did not include 
anything much about my African ancestry. Through books 
and articles about the enslaved on the island who rebelled 
against slavery, and a history teacher—Mr. Oakley, who has 
since passed on—in high school who began to demystify 
for me what slavery and emancipation was about, I began 
to question my education. At the University of the West 
Indies, Mona campus Kingston, Jamaica, where I completed 
my undergraduate degree, I was exposed to educators and 

scholars who really helped to dislodge my colonial edu-
cation. They helped me to understand that that colonial 
education was literally a miseducation that taught that 
Columbus discovered the Americas instead of stealing land 
from Indigenous people in the Americas and in Jamaica as 
well. The colonized education I received cut me off from 
my own history as a Black person because much of what I 
was taught was grounded in Eurocentric knowledge. I knew 
more about the prairies in Canada growing up than I knew 
about Ghana or countries of West Africa. So as a scholar, as 
an educator, you begin to realize how much you didn’t know, 
and how much of society and education is framed through 
Eurocentric knowledges and ways of thinking, and how that 
is perpetuated. So that’s a little bit about my context in 
public education and the university. This started my interest 
in equity and social justice education, and I’ve been doing 
equity work my entire life.

HONSA: That’s actually a perfect transition to some of my 
next questions. I know several of your research articles have 
really dived into educational leadership for equity. At this 
point in your career, what is your current working definition 
of equity and what informs that definition?

LOPEZ: I have done a lot of work and writing around equity. 
And the first thing I want to say is you can’t fight for equity 
if you do not understand inequities or fight for justice if 
you don’t understand injustice. Second, I think notions of 
equity have evolved. When I started this work many, many 
years ago, we weren’t talking about White supremacy. We 
weren’t naming Whiteness. We weren’t naming White 
nationalism. We were using words like inclusion and so on. 
I’m very happy to see the equity discourse and practices 
evolve. We think in some ways the equity, diversity, inclu-
sion( EDI) efforts have fallen short. We know from research 
that if you want to ensure that Black youth and Indigenous 
youth experience schooling differently and achieve better 
outcomes, we’re going to have to name anti-Black racism, 
anti-Indigenous racism within equity discourses.

Having said that, I do think all of us who engage in 
equity work, what we’re trying to do is two things. One is re-
ally to name injustices within the education system, as well 
as name inequitable practices that continue to exclude and 
marginalize some students. I am hopeful that everyone in 
education believes that every child has a right to an oppor-
tunity to learn. I’m hoping that’s their starting point. So for 
me, that’s where I’m coming from with the equity work, it’s 
around challenging and naming inequities and injustices, but 
it doesn’t stop there for me. Equity work means also offering 
suggestions, practical suggestions for everyone engaged in 
education. That means educators, principals, teachers, the 
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bus drivers, all education workers, can actually then take 
the philosophy or the thinking of equitable schooling and 
translate that into practice within their own context, us-
ing their own agency, whether individually or collectively. 
So that’s how I think of equity. Equity requires learning, 
unlearning, and relearning. Also involves undoing systemic 
barriers that prevent Black, Indigenous, and racialized 
youths from experiencing education to the fullest. 

And the reason I say that is when I’ve engaged in equi-
ty work over the years, oftentimes there is resistance. One 
form of the resistance we get is claiming this is “reverse rac-
ism” or we’re taking something away. However, I’m always 
reminding folks that the work has to be grounded in histori-
cal contexts. It has to, because what we’re trying to do is 
to correct, correct the ideology, the thinking, the practices 
that bestow knowledge on some groups and question the 
knowledge of others and their right to opportunities. There 
are also practices that completely exclude some students’ 
experiences from the teaching and learning process and 
unfairly target some students. For example, the suspen-
sions of Black kids, hyperpolicing of Black youths, and the 
treatment of Black girls. So, in a big, broad nutshell, those 
are some of the issues that I see equity work challenging.

HONSA: Taking a lot of those ideas and now applying them to 
the really challenging context we find ourselves in during 
the COVID-19 pandemic, educational leaders are in this 
position where they need to prioritize the health and safety 
of their students during a pandemic while still continuing 
the work that you’re talking about around centering equity 
and antiracism. What do you think effective and equitable 
leadership needs to look like during a pandemic?

LOPEZ: The first thing I would say is that the pandemic didn’t 
do anything extra but take off the facade and lay bare 
what was already within society—structural inequities and 
systemic racism. COVID illuminated the systemic racism and 
structural imbalances and inequities that we know were al-
ready there. Black and Brown and Indigenous people of Col-
or knew that was already there from their day-to-day lived 
experiences. Some other folks might have needed some 
convincing. Whether you’re in Canada, Britain, the United 
States, South Africa, COVID has illuminated inequities in 
many ways for many people. COVID created a number of 
urgencies at the same time, almost interlocking urgencies. 
Some say there is a pandemic of racism. So before where 
we could focus on inequities within the school system, and 
other places in society, now we have COVID layered on to 
that. The questions then become, at least for me: How do 
those leaders who are already doing equity work continue 
to do the work? And how do those who want to take up the 
work now begin to engage with these urgencies? 

So here’s how I engage in that. I say to educators, 
number one, keep in mind that equity work is not an add-
on. It should not be something that you do if you have 
time. It should not be something you do if the environment 
is ripe for it. It should not be something that you do if it’s 
convenient. Engaging in equity education must be ongoing. 
If it is not, then it is performative. It is work that should be 

embedded in everything that we do every day. 
And so, with that in mind, as we’re thinking about 

how do I adjust to the new realities of teaching online, of 
supporting teachers who have to be online, of dealing with 
communities without computers and resources, all those 
things that COVID brought forward, is really to ask the ques-
tion how am I being equitable? In terms of how I engage as 
a leader with these new decisions that I have to make, the 
ways that I’m going to allocate resources, how am I going 
to be engaging with community, what does that look like? 
What COVID has really done is to shine the spotlight on 
what Black, Brown, and Indigenous comminutes have been 
experiencing. Education leaders who are engaged in equity 
work during COVID have to ask themselves how can teach-
ing and learning be reimagined. Issues of assessment have 
to be reimagined, evaluation has to be reimagined, disci-
pline has to be reimagined. How are you going to discipline 
a kid online? When do we allow students to turn on and 
off a camera? What does that mean? How do we ensure 
that we’re being equitable with those kinds of decisions? 
Because leadership is about influencing, it’s about goals, 
it’s about ensuring that guidance is provided. So hopefully 
leaders will not abandon the goals of equity, but seek to 
embed them even more, because if they don’t, students 
will suffer.

HONSA: I know you’ve identified a major issue during this 
time has been burnout. What supports have you found 
that help with sustainability during the immediate crisis of 
the pandemic and the ongoing challenge of dismantling 
systemic racism?

LOPEZ: So in terms of burnout, I think It is okay for education-
al leaders to seek support and engage in self-care. As edu-
cational leaders we must find spaces to nurture our spirit 
and that of others, ensure that mental health is also part of 
what we pay attention to as leaders. It is okay for people to 
take time out and step out of spaces. As a Black woman I do 
not have to come and repeat my story of pain for someone 
else to learn. So I think in many ways we’re recognizing that 
equity work is not sort of a nice walk in the park without 
challenges. I think we’re now recognizing the challenges 
within the work, but we’re also recognizing the possibilities. 
We must find ways of supporting new and emerging lead-
ers. We might not be able to stop burnout, but we might be 
able to find ways in which we can engage in mentoring. One 
of the things I write about is how to sustain the journey, 
and I write a lot around collaborative mentorship and how 
that colaboring together can be a part of preventing burn-
out and ensuring sustainability. It can happen.

HONSA: To what extent have you witnessed or learned about 
some really promising leadership practices that have 
emerged during COVID? And could you describe those 
practices?

LOPEZ: The first thing in terms of promising practices, believe 
it or not, it’s collaborative work and really disrupting that 
notion that leadership is this personal endeavor that you’re 
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nEw UCEA AssoCiAtE 
mEmbEr: soUthErn illinois 
UnivErsity EdwArdsvillE

Southern Illinois University Edwardsville (SIUE) is a nationally 
recognized university dedicated to preparing new generations 
of professionals, scholars, and leaders. Built on the foundation 
of a broad-based, high-quality education and enhanced by 
hands-on research and real-world experiences, the academic 
preparation SIUE students receive equips them to thrive in the 
global marketplace and make our communities better places 
to live. 

SIUE’s Department of Educational Leadership offers 
graduate-level programs in areas including College Student 
Personnel Administration, Diversity and Equity in Education, 
Instructional Technology, and Educational Administration. The 
Educational Administration program leads to PreK-12 licensure 
in one of three areas—teacher leader, principal, or superin-
tendent—with options for students to obtain an endorsement 
only, Master of Science in Education, Education Specialist 
degree, or Education Doctorate. Through scholarship, teach-
ing, engagement with professional communities, and continu-
ous improvement endeavors, faculty members are committed 
to preparing building- and district-level leaders to become 
change agents and lead for all students in PreK-12 education. 
Program faculty strive to prepare students to critically under-
stand systemic inequities that affect the success of all children; 
collaborate meaningfully with school personnel, families, and 
community members; and make decisions that are informed 
by data and research evidence. 

Current faculty include
• Dr. Alison Reeves, interim associate dean and associate 

professor
• Dr. Tianlong Yu, chair and professor
• Dr. Andrew Leland, program director and assistant 

professor
• Dr. Vicki Van Tuyle, associate professor
• Dr. Cara Lytle, full-time instructor
• Dr. Laurie Puchner, professor

 
https://www.siue.edu/education/edld/index.shtml

going to go do alone by yourself. So I really think that 
one of the things that I have seen is how much people 
are reaching out and willing to seek for help and build-
ing that collaborative piece. 

The second thing that I would say around promis-
ing practices is the reimagining leadership theoriz-
ing, approaches, and strategies. Also rethinking how 
teaching, learning and leading happens in terms of 
making adjustments. I really see some promising prac-
tices now around recognizing that self-care, mental 
health, and well-being are important. That has to be 
balanced in the equation. We are now foregrounding 
these issues that were not foregrounded previously in 
the leadership discourse. For example, we talk about 
values, we talk about vision. Now I would say a part 
of that promising practice is really around highlighting 
issues of mental health and well-being within educa-
tional leadership discourse. 

The third piece of the promising practices that 
I’ve seen, which I’m so excited about, is naming of 
systemic racism, Whiteness, White nationalism, racial 
capitalism, coloniality, decolonizing, and other dis-
courses within educational leadership. Then asking the 
question, what does this look like and feel like in prac-
tice? That is different from equity discourses, or social 
justice, or culturally responsive leadership. We just 
saw President Biden recently name White supremacy 
and racism as an issue to be challenged and embed-
ding equity in all aspects of the U.S. government. 
Another promising practice is around where and how 
we’re going to be allocating resources as educational 
leaders. Where are we going to be putting the sup-
ports for professional development? What does that 
look like? So there are many, many promising practices 
in terms of how the actions connect to the theory. For 
us in Canada, and in the U.S. and other spaces, the 
naming of anti-Black racism and anti-Indigenous rac-
ism, and then taking action to specifically address anti-
Black racism and anti-Indigenous racism, is beyond 
promising. It is enlightening.

UCEA soCiAl mEdiA: 
shArE yoUr sitEs

Have hashtags, Facebook pages, or URLs you 
want to share related to UCEA program centers, 
organizations, and groups? Email UCEA Review 

Managing Editor Jennifer Cook:

 jenniferellencook@yahoo.com

mailto:jenniferellencook%40yahoo.com?subject=
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Point/CoUntErPoint

PrinCiPAl PrEPArAtion ProGrAms Amidst thE dUAl GlobAl PAndEmiCs 
oF Covid-19 And rACism

Johanna Hanley
University of Georgia

2020 was one of the most challenging years in recent memory 
from a social, political, and economic standpoint. COVID-19 
has placed a massive global burden on governments, local 
public health systems, communities, and families, and in turn 
has strained political systems and economies around the 
world. Within the U.S., COVID-19 has amplified the struggle 
against racism and racial inequity while political discourse has 
empowered White supremacists. The political climate has 
been far from stable. The month of January 2021 marked vio-
lent attacks on the U.S. Capitol building fueled by rhetoric and 
the transition of power from one administration to the next. 
Can the country’s direction and discourse change as swiftly as 
administrations?

President Biden’s administration will be the most 
diverse in history, due to his appointments of several “firsts” 
to Cabinet-level positions (Dunn Tenpas, 2021), including 
Vice President Kamala Harris, who on January 20th became 
the first female, African American, and Asian American Vice 
President of the United States. There is great hope that the 
Biden administration will make enduring progress for histori-
cally underserved communities through their touted equity-
based agenda. The White House (2021) website states that 
the President’s actions in his first week of office have been 
described by historians “as one of the most robust efforts to 
advance racial justice in the first weeks of any new adminis-
tration.” Time will tell if the momentum can be sustained.  

In education, schools have opened, closed, reopened, 
and reclosed their doors due to the COVID-19 pandemic. The 
pandemic has exacerbated existing conditions and dispari-
ties for our students. The Biden equity agenda extends to 
education with immediate emphasis on combatting inequities 
caused by systemic racism and worsened by the pandemic; 
from what we know about President Biden’s pick for U.S. 
Secretary of Education, the Connecticut Commissioner of 
Education, Dr. Miguel Cardona, he also will work to improve 
the department’s efforts for underserved students.  

In a recent Education Week op ed, entitled “How to 
Make Anti-Racism More Than a Performance,” University of 
Georgia Associate Professor Bettina L. Love (2021) stated, 
“Anti-racism work is all too often done as a performance—
to be popular and look ‘woke.’ It can be painstakingly 
ornamental. It needs instead to embed community efforts, 
organizers, and the actual people who live with America’s 
oppression.” Love went on to express the importance of 
also addressing racism within institutions—that an antiracist 

curriculum is important but not enough alone without 
“structural changes to how racism functions in [school] 
districts” and other educational institutions. This is part 
of what Dr. Soribel Genao and Dr. David Woo argue in this 
Winter UCEA Review edition of Point/Counterpoint: Principal 
preparation programs (PPPs) must intentionally develop and 
uphold antiracism and equity practices in their training of the 
next generation of school leaders.       

This Point/Counterpoint covers the topic of COVID-19, 
antiracism, and leadership in education. In the contributing 
authors’ powerful united essay, in the context of the dual 
global pandemics of COVID-19 and racism, they provide an 
urgent call and argument for PPPs to reevaluate their practic-
es to reflect these pandemics. More specifically, they discuss 
(a) antiracist leadership capacity development and (b) how 
PPPs address the disparate numbers of educators of Color in 
education leadership roles. 

Contributor Bios
Soribel Genao, PhD, is an associate professor of educa-

tional leadership at CUNY Queens College. Her research has 
focused on examining the diverse systemic issues in and re-
form of urban schools while assessing administrative, teacher, 
and community collaborations that facilitate more positive 
student academic and behavioral outcomes, such as student 
retention in marginalized communities. She has institution-
ally co-led the development of a dual master’s and certificate 
in Educational Leadership with an emphasis on Bilingual 
Education programs at the P-20 level at Queens College. Her 
national and international work recognizes intersectionality; 
that is, gender is but one of several identities individuals hold 
(e.g., ethnicity, racial preference, sexuality), and these identi-
ties interconnect to influence each person’s experiences. Any 
one of these identities can become a negative stereotype. 

David Woo, PhD, is an assistant professor in the Depart-
ment of Educational Leadership & Policy at the University of 
Utah. Before starting his career in higher education, he taught 
high school English on Chicago’s south side for 6 years. While 
working as a teacher and grade-level lead, he grew interested 
in the influence of school leadership and policy on educa-
tional outcomes for students of Color. His research focuses on 
education policy with a particular focus on school leadership 
policy. Much of his policy research has centered on the prepa-
ration and early careers of school leaders.
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Embracing Antiracism Principal Preparation 
Programs Beyond COVID-19

Soribel Genao            David Woo
CUNY Queens College       University of Utah

The impact of school closures on future school leaders 
due to the growing number of COVID-19 cases in the spring of 
2020 begets the question of how current principal preparation 
programs (PPPs) are reassessing their respective leadership 
programs both in terms of the critical clinical field-based ele-
ments and preparing seasoned adjuncts (principals and district 
leaders) to move their classes to online delivery platforms. 
Educational leadership programs and candidates in partner-
ship with school districts were suddenly asked to be patient as 
plans were created to guarantee the delivery of quality prepa-
ration to complete licensure requirements.  At the same time, 
college/university PPPs and school districts were grappling 
with switches to online instructional delivery, the killing of 
multiple Black people by police drew renewed national atten-
tion on the racial inequities in America’s educational institu-
tions. These broader transitions created pressures for PPPs 
to consider antiracist curriculum in response to the exigent 
circumstances of inequity exposed by the pandemic of racism.

 High-quality programs begin with strong, research-
aligned standards for teaching and school leadership, long 
recognized as a foundation of high-achieving education sys-
tems (Darling-Hammond et al., 2017). Considering the impact 
of program quality on candidates’ performance and student 
achievement, this unique time has forced a recalibration in un-
derstanding equitable educational practice and renewed focus 
on critical pedagogy.  Through reflexivity, future school lead-
ers must understand their own biases and how community 
relationships play a role in student success beyond academic 
scales (i.e., high-stakes summative assessments). This process, 
while broadly understood as the ability to consider one’s own 
feelings, reactions, motives, and how they impact behaviors, 
becomes more investigative when race and geography are 
involved (Thurber et al., 2019). These internal perspectives 
inform interactions and relationships based on race and space.   

While the intent of the Point/Counterpoint is to focus 
on respective scholars’ perspectives, our positionalities as 
faculty remotely preparing future leaders during global race 
and health pandemics were more aligned than divergent. We 
strongly agree on the need to reevaluate PPP practices and 
posit an urgent call for the initiation of an antiracism curricu-
lum that is authentically aligned with the current sociopolitical 
and health climate.  As such, we focus on two current areas in 
need of critical nurturing within the course of principal prepa-
ration. The first is emphasizing the development of antiracist 
leadership capacities that are critical to meeting the needs of 
all students during the pandemics and beyond. The second is 
how PPPs are addressing the inequities in educators of Color 
progressing in the pipeline to school leadership. As schools 
have gone remote due to COVID-19, the multiple and inter-
secting marginalizing identities carried by many students of 
Color—such as socioeconomic, immigration, and ability status; 
sexual orientation; gender identity; and cultural background—

amplified these disparities and trauma-related symptoms 
(Steve Fund, 2020). Many lack a computer or stable internet; 
others have to work or care for younger children. With the 
accompanying economic crisis, many families are facing 
eviction or have been forced to move, and others face food 
insecurity (Goodnough, 2020). These inequities could be 
mitigated by antiracist school leaders with deeper under-
standing, reflection, and empathy. The need for leaders who 
can effectively support students of Color through the lasting 
impacts of the pandemics reinforces the importance of PPPs 
with antiracist curricula and proactively work to expand op-
portunities for aspiring leaders of Color to reach the princi-
palship in their partner districts.  

In our unified essay countering current practices, it is 
clear that future school leaders are in need of antiracism 
teaching and learning. A high-quality curriculum emphasizes 
the skills principals need most (the ability to be instructional 
leaders rather than, say, experts in school law) and enables 
candidates to practice important leadership skills, such as 
giving feedback to teachers (Mendels, 2016). While there 
exists broad consensus on these instructional leadership 
skills, many PPPs and professional organizations underem-
phasize the skills and professional dispositions required to 
educate and empower a diverse student population and lead 
a diverse teacher workforce. The urgency for an antiracist 
curriculum for PPPs that focuses on promoting democracy, 
freedom, and liberation for all citizens is a thought-provoking 
and worthwhile mission. However, even before the pandem-
ics, scholars and practitioners were raising the alarm about 
the ways in which underrepresentation of school leaders of 
Color may contribute to the absence of meaningful equity in 
education (Bailes & Guthery, 2020; Fuller et al., 2019).

Antiracism Curriculum Is School Improvement
While the growing concerns of school district leaders are 
centered around teacher exhaustion, firm budgets, and 
instruction, PPPs are utilizing these pandemic lessons to re-
vamp equity and social-justice-driven exploration and learn-
ing at their institutions. Concurrently, PPPs are assessing how 
well programs are aligned to leadership standards, based 
on the nationally accepted 2015 Professional Standards for 
Educational Leaders (PSEL).  PSEL Standard 1 emphasizes 
that “effective educational leadership” articulate, advocate, 
and cultivate core values that define the school’s culture 
and stress the imperative of child-centered education; high 
expectations and student support; equity, inclusiveness, 
and social justice; openness, caring, and trust; and continu-
ous improvement. PSEL Standard 3 emphasizes confronting 
and altering institutional biases of student marginalization; 
deficit-based schooling; and the low expectations associated 
with race, class, culture and language, gender and sexual 
orientation, and disability or special status.

The PSEL also emphasizes how school leaders create 
and sustain a school-wide vision of academic success and 
achievement for all students within practices that motivate 
the adults in the building and that address the needs and 
concerns of the broader community (Mullen, 2017). As we 
continue to reflect on how standards are applied in the 
preparation of candidates’ field-based experiences, it is im-
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perative that PPPs continue to cultivate authentic praxis when 
assessing ideologies and beliefs about race and disposition 
associated with equity-driven leadership as new principals 
(Gooden & O’Doherty, 2015).

We Are Moving a Broken Needle
A growing body of research has indicated that school leader-
ship is critical to school success (e.g., Heck & Hallinger, 2014; 
Liebowitz & Porter, 2019), and recent research and philan-
thropic activity have focused resources and efforts on improv-
ing the preparation of school leaders (Grissom et al., 2019; 
Ni et al., 2019). These efforts in improving PPPs have resulted 
in programs that have more coherent curricula aligned to 
national standards; involve graduate students more actively 
in the formative and summative assessment of programs; es-
tablish more active district partnerships; and implement richer 
clinical field experiences (Anderson et al., 2018). These are all 
areas for which PPPs have been criticized in the past (J. Mur-
phy, 2007). However, despite these gains, the dual pandemics 
of COVID-19 and systemic racism have revealed additional 
gaps in the preparation of school leaders.

Although the PSEL standards provide an important 
foundation for PPPs to build on, the dual pandemics have 
exposed two urgent needs for PPPs: (a) the deeper integra-
tion of equity-centered leadership focusing on antiracism and 
(b) the greater representation of educators of Color in school 
leadership. The evidence suggests that the COVID-19 disease 
and the shift to distance learning to slow its spread have 
disproportionately impacted communities of Color (Darling-
Hammond et al., 2020; Thakur et al., 2020). If school leaders 
do not have equity at the forefront of their thinking, it is likely 
to be subsumed by the demands for quick decision-making 
(Rigby et al., 2020). Whether it is finding creative solutions 
to address the racial disparities in broadband internet access 
or collecting the right data to identify the underlying needs 
for students of Color, equity needs to be at the center of a 
leader’s perspective or their actions are likely to exacerbate 
existing inequalities in education. 

In preparing school leaders to place equity at the 
center of their approach to leadership, PPPs need to care-
fully examine how we got here in the first place and wrestle 
with the racial climate and hidden ideological assumptions 
of their programs. As public education in the United States 
was founded on White supremacy and continues to perceive 
Whiteness as the standard for achievement, school leaders 
cannot sit neutrally on the sideline (Allen & Liou, 2019). This 
majority White education agenda has promoted not only 
historical curricula based on Whiteness, but also the naive 
belief among many school leaders that racism can be resolved 
through colorblindness (i.e., simply pretending that race does 
not exist). This naive belief also serves as an ideological barrier 
to engage current and future school leaders in the difficult 
work associated with understanding critical race theory and 
the social and political significance of race in public education 
(Diem et al., 2016).

Research has suggested that programs with positive 
racial climates include students, faculty, and administrators 
of Color; a curriculum that reflects the lived experiences of 

people of Color; active recruitment and retention of students 
of Color; and a mission that emphasizes diversity and plurality 
(McGee, 2016; Yosso et al., 2009). PPPs may use this current 
crisis as an opportunity to carefully consider and unpack the 
racial climate inherent in their programs (i.e., the ideological 
beliefs inherent to their PPPs) and take proactive and equity-
focus actions to build a more positive racial climate. Currently, 
many PPPs have curricula that suggest or make reference to 
the fact that their courses integrate issues of race and equity 
throughout, but without the intentional design of courses em-
bedding antiracism learning activities and clinical experiences, 
it is difficult to know how much issues of race and equity are 
really prioritized or actualized as program outcomes for their 
graduates. If courses do not reflect the lived experiences of 
people of Color, they may hinder the ability of programs to 
recruit and retain educators of Color into school leadership. 
Even beyond curriculum, PPPs must take a more proactive 
role in addressing inequalities in the pipeline to the principal-
ship. Scholars have suggested that disparities across race and 
gender still persist in school leadership, with it taking longer 
for school leaders of Color and women to reach the principal-
ship (Bailes & Guthery, 2020). PPPs have a duty to use their 
privileges and resources to proactively support school district 
partners in making their pipelines more equitable.

Representation Is Leadership
School leadership historically has been the domain of White 
men, even though women make up the vast majority of 
teachers (Cubillo & Brown, 2003; Davis & Maldonado, 2015). 
Although PPPs may not have been the main driver of the 
lack of representation of people of Color and women in the 
principalship, they are and certainly have been complicit in 
sustaining this reality. PPPs, like districts, at times made as-
sumptions about educators’ capacities for school leadership 
based on racial and gendered ideologies and beliefs (Herr et 
al., 2020; King, 1991; Tevis et al., 2020). In recent years, PPPs 
seem to have made strides in improving the diversity of school 
leadership, as research has suggested greater representation 
of women and people of Color in school leadership programs 
(Anderson et al., 2018; Genao & Gray-Nicolas, 2020; Grissom 
et al., 2019). However, some scholars have suggested that 
disparities along race and gender still persist in school leader-
ship programs, citing for example that Black and Latino male 
educators are more likely to take positions as assistant princi-
pals, rather than principals, and female educators of all races 
are less likely to be hired as an assistant principal or principal 
when compared to their White male counterparts (Fuller et 
al., 2019). 

These patterns in reaching the principalship suggest 
that PPPs have both an advocacy and access role to play in 
addressing the needs of aspiring school leaders of Color and 
aspiring female school leaders as they wrestle with addressing 
the specific challenges created by the COVID-19 pandemic. 
For example, a recent report from Tennessee found teachers 
who work in schools serving high-poverty student populations 
reported more challenges in engaging students (Patrick & 
Newsome, 2020). Prior research has suggested that the teach-
ers working in schools with these demographic characteristics 
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are more likely to be Black (Sun, 2018). Moreover, a recent 
working paper found that female teachers reported having 
to take on additional caregiver responsibilities in response 
to the COVID-19 pandemic at the same time as they are 
transitioning to distance learning (Kraft et al., 2020). If teach-
ers are facing differential challenges across race and gender 
lines, PPPs should target some of their supports to meet the 
specific needs of their Black, Brown, and female graduate 
students.

Beyond the Flattened Curve: A Counter Call for 
Antiracism PPP Innovation  
Education leaders connected the preexisting health and 
wealth disparities with COVID-19’s harder impact on margin-
alized students (Fofaria, 2020). The COVID-19 and race pan-
demics have highlighted the need for PPPs to focus on how 
to invigorate the current state of preparation. As race issues 
continue to be at the forefront of global conversations and 
research, leading for equity and addressing racial inequity 
head on must become priorities for school leaders. Learning 
how to utilize equity as a guiding force for promoting critical 
consciousness among all learners also will prepare future 
administrators to take leadership actions and make decisions 
that keep equity at the forefront. Leaders accomplish this by 
consistently naming equity as a driving force behind leader-
ship actions and decisions. Currently, leadership preparation 
programs generate a pool of potential candidates for the 
increasingly complex and expansive role principals play in 
leading school communities (Bush & Montecinos, 2019; G. 
Murphy, 2020; Valiente & Del Toro Prada, 2020). Yet, PPPs 
that are addressing issues of bias, inequity, and race need 
to have a heightened understanding of their own identities, 
values, ideological assumptions, and biases (Brown, 2016; 
Gooden & O’Doherty, 2015). Adding to the reflective work, 
future administrators also must learn the importance of 
maintaining a deep understanding of how privilege, power, 
and oppression have operated historically and currently in 
school and society (Galloway & Ishimaru, 2017). Having a 
strong sense of self-identity and deep understanding of the 
history of public education in America and the historical im-
plications will benefit future administrators to better connect 
with school communities and build more equity futures for 
all students.  

Reimagining PPPs that focus on developing antiracist 
curriculum can build competencies for future administrators 
to encourage and ensure school improvement. The planning 
and implementation of antiracist curriculum will supplement 
the guidance of equity in education as a necessary lens to 
empower students and families. With the development of 
such a curriculum, PPPs can partner with school districts in 
transformative ways by attracting more teachers of Color to 
attain roles in school leadership.

  As educational leadership faculty, we recognize the 
urgent need and task to disrupt the current curriculum and 
commit to deconstructing the historical pedagogical meth-
ods. We seek to be part of the change that promotes the 
cultivation of analytical and courageous diverse school lead-
ers that pursue revolutionary educational justice.  
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UCEA Post-doCtorAl rEsEArCh AssoCiAtE 
EdUCAtionAl AdministrAtion dEPArtmEnt

miChiGAn stAtE UnivErsity

UCEA Headquarters will be looking for a post-doctoral 
research associate this spring to begin over the summer. 
Keep an eye out on our social media, website, and your 
email for more information coming soon!
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sECrEtAry oF EdUCAtion hEArinG sUmmAry:  
dr. miGUEl CArdonA

Chris Thelen
UCEA

Introduction to Dr. Cardona
The US Senate Committee on Health, Education, Labor, and 
Pensions (HELP) met on Wednesday, February 3, 2021, to 
consider the nomination of Dr. Miguel Cardona for Secretary of 
Education. Cardona was nominated by President Joe Biden on 
December 22, 2020. A date for consideration by the full Senate 
is not yet set. 

Senators on both sides of the aisle lauded Cardona for his 
quick rise through the ranks of educational administration in 
Connecticut. He served as a fourth-grade classroom teacher; 
became the youngest principal in Connecticut history; and 
was appointed the state’s Commissioner of Education in 2019, 
becoming the first Latinx person to serve in that role.  Several 
senators also celebrated Cardona’s Puerto Rican heritage, and 
he noted in his statement that his bilingualism and bicultural-
ism have been major assets throughout his life and career. 

Cardona is expected to receive large bipartisan sup-
port for confirmation. He is widely respected for his extensive 
experience, and his drive to return to in-person instruction is 
popular with many GOP senators. 

Issues To Keep an Eye On
• Educational Equity: Equity issues have been at the fore-

front of Cardona’s leadership priorities

• Reopening Schools: Cardona is an adamant supporter of 
returning schools to in-person instruction. 

• Rural Education: Several senators urged Cardona to 
consider that unique challenges, during the COVID-19 
pandemic and beyond, faced by rural school districts. 

• Transgender Rights: Three GOP senators pressed 
Cardona on his views on allowing transgender students to 
participate in sports and other extracurricular activities. 
He emphasized that all students have the right to equal 
opportunity to extracurriculars, and his Education 
Department would uphold those rights. 

• Charter Schools: Cardona was asked about his views 
about charter schools, but he repeatedly pivoted to his 
support for neighborhood schools and ensuring that every 
school is excellent. 

• Community Colleges, Career & Technical Education: 
Alternatives to the 4-year university track are popular 
among both Republicans and Democrats. Cardona voiced 
strong support for expanding opportunities to many post-
secondary education options. 

• Student Loan Debt Forgiveness: Cardona expressed sup-
port for easing the burden of student loans but did not 
commit to a course of action. 

What This Means for Educational Leadership
If Cardona secures the nomination, expect several major 
changes from the Trump administration and the tenure of 
former Education Secretary Betsy DeVos. Under DeVos’s 
leadership, the department strongly shifted focus to pro-
moting private K-12 education and school choice efforts. In 
contrast, Cardona is a strong proponent of public education 
and neighborhood schools. 

Further, he has put equity at the center of his work as 
an educational leader, including a focus on students of Color, 
English language learners, students with special needs, and 
students living in poverty. Cardona has stated that he will 
continue to center equity concerns in his push to reopen 
schools during the COVID-19 pandemic. 

Issues discussed in the hearing also have important 
implications for educational leadership preparation. In par-
ticular, expanding access to community college and easing 
student loan burdens could play major roles in diversifying 
the educational leadership pipeline. More postsecondary 
options and more manageable financial commitments could 
attract a broader range of candidates for future school and 
district leaders. 

Dr. Miguel Cardona

• Son of Puerto Rican 
parents

• Fourth-grade 
classroom teacher in 
Meriden, CT

• Youngest principal in 
CT history

• Appointed 
Commissioner of 
Education in CT in 
2019

• Wife Marissa is a 
family–school liaison

• Father to two public 
school students

https://www.help.senate.gov/hearings/nomination-of-miguel-cardona-to-serve-as-secretary-of-education
https://www.youtube.com/watch?v=UYvtNtLaQaw
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On February 16, The Wallace Foundation published a 
long-overdue look at the principalship, How Principals 
Affect Students and Schools: A Systematic Synthesis of Two 
Decades of Research. The report, authored by Jason A. 
Grissom (Vanderbilt), Anna J. Egalité (North Carolina State), 
and Constance A. Lindsay (University of North Carolina at 
Chapel Hill), reviews the research on principal effects on 
students and schools over the past 20 years. In a review of 
over 200 studies, the authors ask three questions:

• Who are public school principals, and how have their 
characteristics changed over the past two decades?

• How much do principals contribute to student 
achievement and other school outcomes?

• What are effective principals’ characteristics, skills, 
and behaviors?

The study continues the work in How Leadership Influences 
Student Learning (Leithwood, et al, 2004) to explore the 
changes in the principalship and the necessary strategies for 
school improvement. 

The Wallace Foundation also hosted a webinar with 
the authors and a discussion of implications for educational 
leadership. Chris Thelen, our policy and outreach specialist, 
does a more in-depth review of the study in her first policy 
blog.

This report is the first of three reviews that will be 
published this year. The second report explores the roles of 
assistant principals, and the third report delves further into 
leadership preparation and professional development. 

thE wAllACE FoUndAtion:

how PrinCPAls AFFECt stUdEnts & sChools

35th annual UCEA Convention
November 11–14, 2021
Hyatt Regency Columbus
Columbus, Ohio

“Emerging Stronger: Reuniting to  
Advance Educational Leadership”

photo courtesty Hyatt Regency Columbus website

https://www.wallacefoundation.org/knowledge-center/Pages/How-Principals-Affect-Students-and-Schools-A-Systematic-Synthesis-of-Two-Decades-of-Research.aspx
https://www.wallacefoundation.org/knowledge-center/Pages/How-Principals-Affect-Students-and-Schools-A-Systematic-Synthesis-of-Two-Decades-of-Research.aspx
https://www.wallacefoundation.org/knowledge-center/Pages/How-Principals-Affect-Students-and-Schools-A-Systematic-Synthesis-of-Two-Decades-of-Research.aspx
https://www.wallacefoundation.org/knowledge-center/pages/how-leadership-influences-student-learning.aspx
https://www.wallacefoundation.org/knowledge-center/pages/how-leadership-influences-student-learning.aspx
https://youtu.be/CKrXjvwqxpU
http://www.ucea.org/2021/02/25/new-wallace-report-quality-principals-matter/
http://www.ucea.org/2021/02/25/new-wallace-report-quality-principals-matter/
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UCEA Convention 2021 Call for Proposals
“Emerging Stronger: Reuniting to Advance Educational Leadership”

I. General Information
The 35th annual UCEA Convention will be held November 11–14, 2021 at the Hyatt Regency Columbus in Columbus, Ohio. The 
purpose of the 2021 UCEA Convention is to engage participants in discussions about research, policy, practice, and preparation 
in the field of education with a specific focus on educational leadership. Members of the 2021 Convention Program Committee 
include David DeMatthews (University of Texas at Austin), Noelle W. Arnold (Ohio State University), Paul Cruz (University of Texas at 
Austin), DeMarcus Jenkins (University of Arizona), and Yinying Wang (Georgia State University). 

II. UCEA Convention Theme
The 35th annual UCEA Convention theme, Emerging Stronger: Reuniting to Advance Educational Leadership, is an opportunity to 
join together after an unprecedented time of isolation and loss. Having both exposed and intensified well-documented opportunity 
gaps (Dorn et al., 2020), the COVID-19 pandemic has forever left its mark on our communities, schools, academic field, and lives. 
The pandemic’s effects have not only been “unfolding before our eyes,” as novelist Arundhati Roy (2020) pointed out, but also exist 
as “wreckage of a train that has been careening down the track for years.” Such pandemic realities have largely limited our ability 
to cocreate knowledge as a community, intensifying long-standing disciplinary and epistemological silos that limit our field’s col-
lective impact. This is especially troubling given the problems encountered by educational leaders do not fit neatly into academic 
fields or disciplines. Yet, the pandemic has reminded us how important collective research efforts are to responding to complex so-
cial problems, such as those confronting educational organizations during and in the eventual aftermath of the pandemic (DeMat-
thews et al., 2020). As Roy further highlighted how prior pandemics have “forced humans to break with the past and imagine their 
world anew,” this year’s theme encourages reunion and collective effort in support of public education.

Even before the pandemic, disciplinary and epistemological boundaries have led many researchers to narrowly construct 
research questions, adhere to specific funding-agency priorities, exclude voices of nonresearchers, adopt ahistorical approaches 
to inquiry, frame marginalized communities through deficit lenses, and prioritize publication in solely discipline-specific journals 
(Artiles, 2019; Valencia, 2010). Cliques often form within fields, leading to groupthink and limited understandings of complex 
phenomena (Janis, 1991). For example, some researchers examine antiracist leadership to address issues of White supremacy and 
anti-Blackness; others focus on inclusive leadership for students with disabilities. In cliques, both groups can miss opportunities to 
share and learn from each other, a critical step in addressing the intersectional oppressive forces that operate within schools (not 
limited to racism, ableism, sexism, homophobia, xenophobia; Collins, 2009; Crenshaw, 1991). While not a panacea for binary think-
ing, intersectionality is a necessary framework for methodological and pedagogical approaches to complexity and conflict. This is 
even more paramount now as longstanding systemic social inequities have put historically underserved populations at greater risk 
for the worst effects of COVID-19 (Price-Haywood et al., 2020).

Although there is not broad agreement on what constitutes interdisciplinary scholarship, a growing consensus in the scientific 
community recognizes how diversifying expertise can push the boundaries of knowledge production. Interdisciplinary research has 
been conceptualized as borrowing tools, methods, and concepts from other fields, as well as engaging in complex problem solving 
that requires multiple forms of knowledge (Chubin et al., 1986). The National Academies Committee on Science, Engineering, and 
Public Policy (2005) defined interdisciplinary research as

a mode of research by teams or individuals that integrates information, data, techniques, tools, perspectives, concepts, and/
or theories from two or more disciplines or bodies of knowledge to advance fundamental understanding or to solve problems 
whose solutions are beyond the scope of a single discipline or area of research practice. (p. 26) 

The constellation of potential interdisciplinary efforts will provide new voices, new questions, and new approaches to advance 
educational leadership.

We call on faculty, researchers, practitioners, and graduate students from across disciplines and organizational affiliations1 to 
join the UCEA community. We invite state education agencies and school districts, as well as quantitative, qualitative, and mixed-
methods researchers from diverse disciplines within colleges of education and other fields to join our collective efforts. We have 
provided the following six areas below to stimulate your thinking about the UCEA Convention theme. Rather than viewing each 
area as a “bucket,” we envision them as branches stemming from one tree that extend to cover new terrain. Just as a tree gains 

1 Examples of organizations include, but not limited to, the American Association of Colleges for Teacher Education, Association for Education 
Policy and Finance; American Association of School Administrators, American School Counseling Association, Association for Education Policy and 
Finance, Council for Exceptional Children, Council of Chief State School Officers, National Association for Bilingual Education, National Association 
of Secondary School Principals, and National Rural Education Association. 
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strength from its branches, so too does our field grow as we extend the boundaries of our work. Together we can emerge stronger. 
Examining Complex Intersectional Equity Issues: Most equity issues are highly complex and not easily solved. We encourage 
proposals that consider the following questions: What interdisciplinary approaches are uniquely positioned to understand and 
disrupt intersectional forces of oppression (e.g., racism, ableism, xenophobia, homophobia)? How can educational leaders be bet-
ter prepared to respond to racism, anti-Blackness, and White supremacy? As an example, education leadership researchers might 
collaborate with scholars in other disciplines (e.g., economists, sociologists, computer scientists) to examine how district and school 
leaders allocate resources and make hiring decisions that promote equity for diverse student groups.

Expanding and Refining Theoretical Framings: Researchers have increasingly drawn from alternative theories and frame-
works to advance conceptions of leadership. We encourage proposals that consider the following questions: How do uncritical 
adoption of dominant theoretical lenses constrain contemporary understandings of leadership? How can we integrate and refine 
new disciplinary concepts and tools into present-day leadership practices? As an example, researchers studying organizational lead-
ership may incorporate neuroscience and dis/ability critical race studies (DisCrit) to analyze biases and identify practices to root out 
racism and ableism simultaneously operating within schools. 

Researcher–Practitioner Collaboration: Authentic connections with practitioners and community members can increase the 
relevance and utility of research. We encourage proposals from researchers partnered with practitioners, community organizations, 
agencies, and/or educational institutions that codesign, implement, and analyze complex problems or evaluate promising practices. 
For example, university-based researchers and district leaders might codevelop a dual language curriculum and professional devel-
opment for principals and teachers, pilot the initiative, monitor progress across schools, and make ongoing improvements.

Diversifying Methodological Approaches in Education Research: Researchers utilizing multiple methodological tools are 
often able to interrogate more complex questions. We encourage proposals that incorporate a wide range of methods (e.g., simula-
tion and virtual reality, network analysis, text mining, brain imaging, and experiments in game theory) to investigate critical PK-16 
educational leadership issues. For example, qualitative researchers focused on the lived experiences of school leaders of color 
might collaborate with quantitative researchers conducting secondary analyses of leadership career pathways to identify barriers to 
diversifying the leadership workforce. 

Comparative and International Education Research: Globalization has created a need to investigate and learn from other 
contexts and cultures. We encourage proposals that consider comparative and international educational leadership topics and/or 
contexts across multiple regions or cultures. Proposals might consider the following questions: What does leadership look like out-
side of U.S./Western contexts? What insights can be shared across international boundaries that might improve schools globally? 
One example might be international researchers examining inclusive leadership practices in several non-Western countries.
Exploring Researcher Identities and Networks: Homophily suggests that people’s social networks are often homogenous in rela-
tion to sociodemographic characteristics, having powerful implications for the information they receive, the attitudes they form, 
and the interactions they experience (McPherson et al., 2001). We encourage proposals that consider how homophily impacts 
education research. Proposals might consider the following questions: How do race, gender, sexual orientation, university affilia-
tion, country, prior practitioner experience, and other markers of identity inform research activity? What types of opportunities to 
engage with nonsimilar individuals and groups lead to more diverse networks?

The 2021 UCEA Convention Call for Proposals also encourages proposals focused on quality leadership preparation, effective 
preparation program designs and improvement efforts, successful coalitions that enhance leadership and policy work, collaborative 
research that enriches the community, and other issues that impact the current and future practice of educators and policymakers.

III. UCEA Convention Session Types 

Individual Session Submissions

Paper Sessions. These sessions are intended for in-depth reporting of current/completed research and results, analyzing educa-
tional policy issues, or presenting theoretical/conceptual frameworks that inform educational leadership. 

Practitioner-Oriented Ignite Presentations. These sessions are specifically intended to present innovations, effective strategies or 
tools, problems of practice, collaborations, etc. Presentations are no more than 5 minutes long. View a 2-minute video on Ignite 
Presentations: https://bit.ly/2RVkQ63

Roundtables. Roundtables allow for extended discussions among a small group of individuals and are excellent venues for giving 
and receiving targeted feedback, engaging in-depth discussions, and meeting colleagues with similar research interests. Round-
tables are excellent for new and emerging research projects. 

https://bit.ly/2RVkQ63
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Group Session Submissions

Symposia. A symposium should examine specific policy, research, or practice issues from several perspectives; contribute signifi-
cantly to the knowledge base; and allow for dialogue and discussion. 

International Community-Building Sessions. These sessions, regardless of format (i.e., Paper, Symposium, Critical Conversation, 
etc.), require participants to be from two or more different countries. These sessions must focus on critical issues of leadership 
practice, development, or research from multiple international perspectives. 

Critical Conversations. These sessions are intended to stimulate in-depth discussions around a series of provocative questions, cur-
rent issues or research in process and may be structured in a variety of ways. 

Innovative Sessions / Mini-Workshops. Proposals utilizing innovative presentation/interaction strategies are encouraged, such as 
web-based projects, films, and the use of technology to increase interaction and participation. 

Post-Convention Work Sessions and Workshops. These sessions, which provide both 2-hour or 3-hour sessions for scholars of simi-
lar interest, are encouraged for (a) groups of scholars who are working on projects directly related to the core mission of UCEA and 
(b) scholars who wish to present a workshop for faculty members attending the convention.

Click here for a complete description of each session type.

IV. Submission Guidelines
Submission length must not exceed 3 single-spaced pages (about 1,500 words or 6,000 characters) using 12-point font (Times New 
Roman). References are required and must not exceed 1 single-spaced page (about 400 words or 2,200 characters).

Through the act of submitting a proposal, an individual is entering a professional agreement to review proposals for the 
convention; to attend and deliver the content described in the proposal; and, in the event that a paper is being presented, to 
share a copy of the work with convention attendees. Furthermore, lead authors are required to email an advance copy of their 
paper to the session facilitator and other session participants by October 25, 2021. Ignite presenters are expected to email a 
two-page summary of the talking points they will be sharing at the convention with the session facilitator prior to the October 25 
deadline. 

V. Participation Limits
To promote broad participation in the annual convention, an individual may appear as first author on no more than two proposals. 
In addition, an individual may appear on the program no more than four times in the role of presenter. The participation limit does 
not include service as facilitator or participation in invited sessions or any session connected with UCEA headquarters, committees, 
or publications.

VI. Criteria for Review of UCEA Convention Proposals
All proposals will be subject to blind, peer review by three reviewers, which will occur electronically. Proposals MUST NOT include 
names of session organizers or presenters. Primary authors of submitted proposals agree to serve as proposal reviewers.

VII. Proposal Reviewers
UCEA invites all convention attendees and participants to serve as reviewers for the 2021 Convention. Through the act of sub-
mitting a proposal, an individual is entering a professional agreement to review proposals for the convention. UCEA encourages 
submitters to invite their co-authors to participate in this important professional activity. Individuals can volunteer to serve as a 
reviewer on the UCEA website. The deadline for completed proposal reviews is May 30, 2021.

VIII. Participant Registration and Attendance Requirement
All presenting authors of accepted papers and all participants in accepted sessions (including session facilitators) are required to 
register for, pay in full, attend the Annual Convention, and to be present at the scheduled sessions. Submission is a commitment to 
do so.

UCEA Convention 2021 Call for Proposals:
“Emerging Stronger: Reuniting to Advance Educational Leadership”

http://www.ucea.org/conference/session-types-4/
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IX. Proposal Submission Deadline
Proposals must be received by Sunday, May 16, 2021, by 11:59 pm EDT. The deadline is a week later than previous proposal 
submission deadlines. Therefore, no deadline extension will be provided this year. All proposals must be submitted electronically 
through All Academic by visiting the UCEA website (http://www.ucea.org). This site will officially open March 24, 2021.

X. Graduate Student Summit
Successfully launched at the 2012 Convention in Denver, the Summit will be returning once again this year for the 2021 Convention 
in Columbus, OH. Doctoral students from UCEA member institutions are invited to submit proposals for this preconference event. 
Further details regarding the Graduate Student Summit call for proposals can be found on the Graduate Student portion of the 
UCEA website: http://www.ucea.org/graduate-student-opportunities/graduate-student-summit/
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innovAtivE ProGrAms:
how wE hAvE AdAPtEd in rEsPondinG to Covid:  

A briEF sUrvEy oF UCEA ExEmPlAry EdUCAtionAl lEAdErshiP 
PrEPArAtion ProGrAms to UndErstAnd And lEArn 

Grace J. Liang
Kansas State University

If one has to pointed out one single thing that has defined 
2020 for the world, the answer would unquestionably 
be COVID-19. It has posed unprecedent challenges for all 
sectors, and higher education is no exception. As entities 
that work closely with teachers, school administrators, and 
other school governing bodies and stakeholders, how have 
educational leadership preparation programs responded to 
such disruptions, restrictions, and emerging needs, while 
maintaining a commitment to delivering quality learning 
experience for their students? 

As a start to understand and learn from the field, we 
decided to first reach out to the programs that have received 
the UCEA Exemplary Educational Leadership Program Award. 
A qualitative survey instrument was used, and the directors 
of these program were asked to respond to five open-ended 
questions supplied via a web link in the survey request email. 
Before we share the summarized responses, we want to 
sincerely thank the program directors who had responded for 
their providing such meaningful information in a short notice. 
We thank you for that you have given us an opportunity to 
further dialogue and reflect as we think about what leadership 
preparation was, is, and could be.    

Curricula and Delivery Adjustments 
In addition to the expected of shifting all courses to online, 
programs also quickly adjusted other elements in the curricu-
lum to be more compatible with online delivery. For instance, 
programs shortened weekend full-day seminars to smaller 
sessions and changed in-person schools visits to virtual ones. 
More so, additional content was added or further emphasized 
to reflect emerging needs. For instance, a program added 
more on trauma-informed learning, and faculty at another 
program were asked to be more intentional in how they would 
prioritize certain learning goals and ensure transparency in 
communicating such adjustments with their students. Pro-
grams have utilized other digital tools or technologies such 
as videos and Google Docs to strengthen modalities as they 
shifted to online instruction to facilitate learning and engage-
ment. One program representative noted that it was also 
important for them to “lean on local (and national) Indigenous 
knowledge systems to understand significant changes in the 
world throughout time” and how they could recognize and 
connect such leadership opportunity and obligation in their 
curriculum.  

Support to Students and Faculty 
Attending to students’ mental health is equally important 
as attending to their academic needs for the programs. Pro-
grams organized more one-on-one meeting times, extended 
office hours, or regular informal check-in sessions via Zoom. 
For instance, a program called every student approximately 
every 2 weeks to check on them and see if they have any 
needs they could address. Also, faculty met regularly, 
briefing and updating things related to COVID and student 
circumstances. By doing so, program faculty came together 
as a whole, keeping each other informed on all students in 
the program. Programs also noted that while universities 
did offer many services, as working professionals, students 
in educational leadership programs often were unable 
to prioritize their time to access support as much as they 
needed it. As such, the program-based support became 
more critical.    

For faculty, programs were also quick and intentional 
in either creating new ways or strengthening current 
infrastructures in place to support their instructional and 
well-being needs unprecedentedly stretched under CO-
VID. For instance, at a program, faculty meetings started 
with taking time to “celebrate and catch up on personal 
and professional lives.” To support each other’s pedagogi-
cal approaches when shifting to online delivery, faculty at 
programs communicate regularly, informally or formally 
through organized professional development channels, 
brainstorming and problem-solving. For instance, a program 
shared web-based transferring teaching online webinars 
and offered one-on-one consultations to all course instruc-
tors. For certain programs, additional human resources 
were put in place to support online delivery. For instance, 
adding an additional person functioning as a moderator for 
noninstructional aspects of the Zoom class sessions allowed 
the course instructor to fully concentrate on instruction. A 
purposeful integration of COVID-related issues into discus-
sion of leadership and practice has been noted as another 
area for faculty support. 

The Most Challenging
Losing the intimate and deep conversations collectively has 
been noted as the most challenging for programs. Students 
no longer have an informal space to gather, bounce ideas, 
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and network. Retreats that had allowed students to form con-
nections and engage intensively on critical topics were halted 
due to restrictions under COVID. While programs have tried 
to recreate such connections and learning communities via 
Zoom meetups, issues like the group size, connection instabil-
ity, and unexpected disturbance limited the replicability of 
such cohort-based or collective engagement, which had been 
the hallmark features of the programs. Programs also shared 
their concerns regarding to the depth and scope of field-based 
experiences students need to learn to lead a school. Lastly, 
programs recognized that students were exhausted and it was 
challenging for them to split energies as humans, leaders, and 
graduate students. 

The Lessons/Insights Gained 
While challenges, struggles, and fatigues were real, programs 
have gained important messages from these experiences un-
der COVID. One response from the programs summarized well 
a common theme emerged from the survey responses:

There is a necessary balance between building a 
curriculum and approach to leadership development 
that can stand solidly, regardless of challenging 
circumstances and being able to shift to the extreme 
changes in the field/in society.

The resilience and innovativeness demonstrated by pro-
gram students in their professional lives to educate and sup-
port their students and families despite all the obstacles and 
restrictions under COVID have been the undeniable highlights 
during this challenging time. All have further solidified the 
programs’ commitment to a leadership preparation curriculum 
that centers on students; speaks to the realities that schools 
face; and pivots on responsiveness, adaptivity, and sustain-
ability. 

The Researcher Development Program (RDP) is an initiative 
aimed at providing graduate students with research-
focused mentorship and networking opportunities with 
faculty members outside their institution. This initiative 
is brought to you by the UCEA Graduate Student Council 
(GSC) and AERA Leadership for School Improvement 
Special Interest Group (LSI SIG).

researcherdevelopmentprogram@gmail.com

https://tinyurl.com/RDPinfo

UCEA rdP

AERA 2021 
Virtual Conference

“Accepting Educational 
Responsibility”

The 2021 AERA Annual Meeting will not only 
be virtual but also will be delivered through 
a flexible internet platform that will provide 
for synchronous and asynchronous sessions, 
interactive paper presentations, workshop 
and professional development courses, 
plus networking and meet-up opportunities 
that can accommodate informal gatherings, 
receptions, and events.

www.aera.net

mailto:researcherdevelopmentprogram%40gmail.com?subject=
https://tinyurl.com/RDPinfo
http://www.aera.net
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rolEs And rEsPonsibilitiEs oF thE EdUCAtionAl lEAdErshiP 
ProGrAm CoordinAtor in ChAllEnGinG timEs

Joanne M. Marshall
Iowa State University

W. Kyle Ingle
University of Louisville

Donald G. Hackmann
University of Illinois,  
Urbana-Champaign

Current racist, fiscal, and COVID-related realities make the role 
of the educational leadership preparation program coordinator 
even more stressful and even more essential. The purpose of 
this article is to summarize research on the role of the pro-
gram coordinator and provide recommendations for UCEA and 
other institutions to support that role.  

What is Program Coordination?
Program coordinators of university-based educational leader-
ship preparation programs are usually faculty without a formal 
administrative appointment who function without formal 
positional authority (Ingle et al., 2020). Program coordina-
tion may represent invisible labor (Daniels, 1987) when it is 
handled deftly by a responsible faculty member. Because these 
duties often are not defined, university supervisors—particu-
larly those whose disciplinary expertise resides outside of 
educational leadership—may be unaware of the “heavy lift” 
required by skillful coordination. 

Although most coordinators do not have an official job 
description, their work in research universities typically is con-
sidered “service” and includes, among other responsibilities:

serving as the program’s point of contact, maintaining 
a vision of the program, guiding curricular revisions, 
leading regular program meetings, coordinating stu-
dent recruitment and admissions, determining faculty 
course teaching assignments, addressing student 
concerns, fulfilling state and national accreditation re-
quirements, and representing the program within the 
institution and with constituent groups. (Hackmann & 
Wanat, 2016, p. 102)

Some of these duties are internal to the institution (e.g., 
representing the program on departmental, college, university 
committees), and some are external, or outward facing.

Internal Duties. Coordinators are called on to lead their 
faculty colleagues in program revisions to address new state 
requirements, develop new curricula and courses, integrate 
field experiences and related documentation, shepherd pro-
posals for restructured programs through both university and 
state approval processes, and monitor compliance with state 
regulations. They may also recruit and be the “point person” 
for students, review transcripts for licensure, and represent 
the program on departmental or college committees.

External Roles. Because educational leadership programs 
need to stay current with the field and connected with K-12 
school partners, state agencies, and professional organiza-
tions (Borden et al., 2012; Cosner & Marshall, 2016; Darling-
Hammond et al., 2007; The Wallace Foundation, 2016), the 

program coordinator role entails a more extensive outreach 
component than most traditional faculty jobs. In this regard, 
educational leadership faculty, and program coordinators in 
particular, share some characteristics with teacher education 
faculty, who are also engaged with K-12 schools and must 
satisfy state licensure and/or national accreditation require-
ments (Boyer, 1996; Yendol-Hoppey et al., 2013). Program 
coordinators are often responsible for coordinating field expe-
riences (Milstein & Krueger, 1997) and engaging in state-level 
policy advocacy activities (Hackmann & Malin, 2016), as they 
participate in state processes involving leadership preparation 
program reforms.  

Our Research on UCEA Program Coordinators
Because we recognize that institutions and programs are 
context-specific by institutional mission, size, and so on, we 
conducted a national survey in 2017 of UCEA-member institu-
tions. Key findings from our survey of the program coordina-
tors of UCEA-member institutions (Ingle et al., 2018; Ingle et 
al., 2020) revealed the following:

• Nearly half (48%) of coordinators were full-time and 
tenured faculty; nearly 30% full-time clinical faculty, and 
only 12% were full-time pretenured faculty.

• Most coordinators had served in this role at least 3 years.

• About one fourth of coordinators reported spending 
6–10 hours weekly on coordination; about another 
fourth reported spending 11–15 hours weekly.

• Large majorities of coordinators reported that their 
research (85%), teaching (72%), service (86%), and family 
life (83%) received less attention because of their pro-
gram coordinator responsibilities.

Program coordinators reported, on average, 18 duties as-
signed to their role. These duties most commonly included re-
cruitment, admissions, and retention of students and address-
ing student or faculty concerns. Respondents identified from 
one to six programs for which they were responsible; most 
(60%) coordinated one or two programs. These varied across 
institution, but included master’s degree, Doctor of Education, 
and Doctor of Philosophy programs as well as certification 
programs for principals and superintendents. Most (58.7%) 
respondents indicated that they 
were coordinating two or more 
programs, revealing the additional 
work and complexity of program 
coordination in P-12 educational 
leadership programs.

18 Duties

1–6 Programs
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Compensation. For serving as program coordinators, 
approximately two thirds of survey participants reported that 
they received compensation in the form of an annual course 
release. Thirty-eight percent received a stipend, ranging most 
commonly from $1,000–$15,000 per academic year, and 26% 
received additional professional development funds. However, 
70% received no graduate student or clerical support to assist 
them with their responsibilities. The survey included items 
used to estimate a range of human resource costs of program 
coordination. Ingle et al. (2018) concluded that cost estimates 
for program coordination across UCEA-member institutions 
ranged from $124,400 to $9,306.

Rewards and Challenges. The survey also included open-
ended questions about the rewards and challenges of program 
coordination. Some coordinators wrote glowingly about the 
joys of serving and working with students: “Assisting wonder-
ful human beings in their journey to become school leaders 
is my greatest joy” (Ingle et al., 2020, p. 137). Yet, others de-
scribed personal sacrifices: “I am overwhelmed at times trying 
to balance program responsibilities with teaching and re-
search. I tend to work all the time” (Ingle et al., 2020, p. 138). 
In particular, they were troubled by the time the role took 
away from their other faculty duties and their personal lives, 
as well as the lack of support they experienced from their col-
leagues or institutions in completing the many responsibilities 
involved with designing and delivering leadership prepara-
tion programs. Such sacrifices can have a negative impact on 
the coordinator’s performance in other faculty responsibility 
areas, including publications and grant productivity, teaching 
effectiveness, and the quality of student advising.

Implications
The research base on program coordination indicates that 
some responsibilities are shared among program coordinators 
at UCEA-member institutions, particularly involving student 
recruitment, admissions, and retention and ensuring compli-
ance with state preparation program requirements. However, 
the time dedicated to coordination varies widely, as does the 
types of supports that program coordinators receive from their 
institutions. Further, most coordinators felt that serving in this 
role detracted from their other important responsibilities both 
at work and at home.

“Assisting wonderful human 
beings in their journey to become school 

leaders is my greatest joy.”

“I am overwhelmed at times 
trying to balance program responsibilities 

with teaching and research.
I tend to work all the time.”

This lack of standardization and lack of support has seri-
ous implications for the sustainability and stability of program 
coordinators, which in turn threatens the sustainability and 
stability of the leadership preparation programs they admin-
ister. If institutions can identify and standardize incentives for 
coordinator service, particularly in an age of budget contrac-
tion in higher education institutions, they may increase the 
likelihood of success among individual coordinators, not only 
in their role as program coordinators, but also in their roles as 
teachers, advisors, scholars, and family members. 

Recommendations
To support the program coordinator role and thus support 
high-quality preparation programs, we offer four recommen-
dations. 

1. Adopt a job description. We recommend that UCEA 
provide a standard job description of the program coordina-
tor role, encouraging it to be adopted by member institutions. 
This job description should begin with a statement acknowl-
edging the central importance of this role to program qual-
ity and oversight, while reinforcing UCEA’s expectation that 
leadership preparation programs must commit to creating 
this position and providing the coordinator with appropriate 
institutional authority to lead the programmatic activities of 
the faculty. The job description should also list typical duties of 
this role. Specific job requirements will vary across institution-
al contexts, but some responsibilities can be expected, such as 
student recruitment and admissions, monitoring compliance 
with state preparation program requirements, and supporting 
students and colleagues.

2. Require institutional support. Program coordinators 
need dedicated time and resources.  We recommend the fol-
lowing:

• Evidence of institutional commitment, whether via 
course release, stipend, and/or some other incentives, 
should be a requirement for new UCEA-member institu-
tions and part of the regular review cycle for all member 
institutions. Further, annual faculty review processes 
should acknowledge and appropriately reward this im-
portant service responsibility.

• Institutions applying for the UCEA Exemplary Educational 
Leadership Preparation Program award should include 
evidence of their support for the program coordinator 
role. Identifying exemplary programs will show other in-
stitutions how to structure the program coordinator role.

• Department chairs and/or education deans should 
implement policies limiting program coordinator roles to 
limited-term appointments of tenured faculty or clinical 
faculty, with the possibility of renewal should the coor-
dinator agree to continuing service in this position. Our 
research indicated that program coordination detracts 
from other faculty responsibilities, which would hamper 
the success of pretenured faculty members.

3. Sustain distributed leadership. We recommend 
that preparation programs consider a distributed leadership 
approach, with expectations that the program coordinator 
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role rotate, and that educational leadership faculty colleagues 
fully engage with the program’s goals through distribution 
of responsibilities. Program coordination should not be a life 
sentence for one person (Hackmann & Wanat, 2016).

4. Continue to research the program coordination role. 
The COVID-19 pandemic has posed serious logistical and finan-
cial challenges to institutions of higher learning. As a means of 
balancing budgets and cutting spending, options may include 
increasing faculty teaching loads, decreasing (or ending) pro-
gram coordination stipends, and eliminating other incentives. 
Trends related to coordination responsibilities and/or levels 
of compensation are important to examine. We recommend 
that, with UCEA support, researchers survey program coordi-
nators at member institutions regularly (e.g., every 3 years) to 
identify these trends, tracking the ways responsibilities and in-
centives may change over time and noting issues experienced 
by program coordinators as they fulfill their duties. Research 
approaches might include developing case studies of program 
coordination models or time-tracking studies so institutions 
can determine whether specific tasks are “worth” the time 
dedicated to them. These reports should be provided to the 
UCEA plenum for consideration and potential action.

Recent social and cultural changes, such as increased 
attention to racism and COVID-19, challenge educational 
leadership programs to be proactive in preparing leaders who 
can respond to these challenges. These recommendations 
help ensure that preparation programs are of high quality and 
focused on the needs of the students and external partners 
that our educational leaders serve.
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thE rolE oF thE GrAdUAtE Advisor:  
EdUCAtionAl lEAdErshiP doCtorAl stUdEnts’ voiCEs

Students at all levels of education, including graduate school, 
face challenges that may range from academic to social and 
personal. Specifically, doctoral students in school leadership 
programs encounter more complex obstacles given their 
characteristics as adult learners (Nachman & Hollowach, 2014; 
Ovando et al., 2008; Young & Brooks, 2008). Such obstacles 
may seriously affect their graduate studies progress. As a 
result, doctoral students tend to prematurely abandon their 
program of study (Young & Harris, 2012). Such early departure 
might cause high attrition rates as well as low graduation rates, 
particularly for doctoral students from diverse backgrounds, 
and several factors may influence these students’ decisions, 
including faculty. 

Faculty play a key role in supporting doctoral students 
(Calabrese & Smith, 2010); however, graduate advisors (Gas) 
are seen as the “most influential role models in emerging 
scholars’ academic lives” (Bloom et al., 2007, p. 33). A GA is 
usually a faculty member who is appointed as a full-time advi-
sor for an entire unit or department. Further, the GA is differ-
ent from a temporary faculty advisor, who is usually a faculty 
member initially assigned to a new entering doctoral student 
with the purpose of providing guidance at the beginning of the 
student program. 

Researchers have suggested that a GA may influence 
doctoral students’ academic paths (Barnes et al., 2010; Knox 
et al., 2006); however, few have addressed school leadership 
doctoral students’ perspectives related to what a GA actually 
does. Thus, it is imperative to determine GAs’ contributions 
to doctoral students’ success (Noy & Ray, 2012), to “facilitate 
increased empirical attention to this important, yet under-
examined construct” (Schlosser et al., 2011, p. 37). Further, 
inquiry may expand our knowledge related to other aspects 
of graduate advising, including the roles GAs play, differences 
in advising by fields and by the gender of the advisor, train-
ing of GAs, and others (Bloom et al., 2007). Therefore, this 
paper presents the findings of an exploratory study concerning 
graduate students’ perspectives associated with the role and 
actions of a GA in a single department. A brief review of the 
literature is presented, followed by the methodological consid-
erations of the study, findings and implications. 

Literature Review 
Previous researchers have offered some insight regarding 
academic advising and the contributions of advisors to the 
success of students in higher education. Three main strands 
of literature informed the study: academic advising in higher 
education, undergraduate student advisor, and GA.

Academic Advising

Advising higher education is an important student service 
function that has evolved through the years to encompass the 
diverse academic, social, and personal needs of students. Early 
accounts of the style of academic advising suggest there was a 
narrow focus when assisting students on academic aspects of 
their higher education experiences. 

Before academic advising became a defined part of the 
university experience, formal divisions often kept student 
and faculty apart and there was limited interaction 
between the two groups. In the late 1930s many college 
and universities developed formalized but unexamined 
advising systems, which focused solely on the academic 
aspects of student life. (Frost, n.d., para. 4) 

Advising was mostly directive and focused on helping students 
select classes (Frost, n.d.).

Academic advising has evolved mainly due to the chang-
es in the higher education student population. As a result, the 
goals of academic advising have become more developmental. 
According to Crookston (1972), at least three goals were ap-
parent: the development of competence, the enhancement 
of autonomy, and the generation of purpose for students 
in undergraduate programs. Further, academic advising has 
been considered a learning process that “plays a critical role 
in connecting students with learning opportunities to foster 
and support their engagement, success, and attainment of key 
learning outcomes” (Campbell & Nutt, 2008, p. 4).

Given the need to provide advising services to an 
increasing diverse student population, institutions enlisted 
the contributions of peer advisors, professional advisors, and 
faculty advisors with the intention of “sharing responsibility for 
student success” (Frost, 1991). Whereas the aim of these advi-
sors was to assist students according to their own experiences 
and perspectives of what students needed, “the primary goal 
of the academic advisor is to offer support, encouragement, 
and information to improve a student’s academic life and 
increase a sense of responsibility in an undergraduate” (Frost, 
n.d., para. 7).

Academic advising has received considerable attention 
across the nation. Some states, such as Texas, have conducted 
longitudinal research surveys to determine the purpose, char-
acteristics, organization, and processes of how academic advis-
ing is responding to state mandates as well as students’ needs 
(Texas Higher Education Coordinating Board [THECB], 2000). 
According to the THECB (2000) report, there is agreement 

that the mission of academic advising is to aid students 
in developing valid educational plans that are compatible 
with their life goals. Moreover, an increasing number of 
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institutions have developed a written set of academic 
advising goals constant with the stated mission of the 
institution. (p. i) 

An academic advising program “assists minority students 
identify, prioritize, and meet their unique educational needs,” 
and “their academic advisors are well-informed and regularly 
updated by the obligations and limits placed upon the institu-
tion regarding academic advising and constitutional, statutory, 
and common law, external governmental agencies, and insti-
tutional policy” (THECB, 2000, p. 11). Further, institutions rely 
on academic advisors who are competent and knowledgeable 
about their duties and stay informed about pertinent policies 
and procedures (THECB, 2000). This report illustrated the need 
for higher education institutions to be intentional in provid-
ing undergraduate students with assistance to successfully 
complete their undergraduate studies. However, academic 
advising for graduate students does not seem to have received 
the same level of attention.

Research on academic advising has centered, for the 
most part, on faculty advisors working with undergraduate 
students (Crookston, 1972; Frost, 1991, 2000; Gordon & Wes-
ley, 2000). Thus, reviewing what is known about the under-
graduate advisor’s role may help distinguish the differences 
between undergraduate and graduate advising.

Undergraduate Academic Advisor

Resulting from the interest to contribute to undergraduate 
student development, universities have created some form 
of organizational support. Most of the functions of under-
graduate advising tend to be carried out by faculty advisors, 
although some institutions hire professional academic advi-
sors for specific programs. The titles of undergraduate student 
advisors tend to vary, but there appears to be consensus as to 
what advisors do. For instance, according to Pargett (2011), “A 
faculty advisor plays an important role to students’ academic 
success by mentoring students throughout their academic ca-
reers and by providing them with expert advice and resources 
to enhance student learning and development” (p. 2). Baker 
and Griffin (2010) asserted, “Advisors are expected to share 
their knowledge of major and degree requirements, help stu-
dents schedule their courses, and generally facilitate degree 
progress in a timely manner” (p. 2).

Researchers have advanced certain important charac-
teristics of the undergraduate advisor. For example, Harrison 
(2009) found that advisors perceived to be effective exhibit 
certain attributes, such as “knowledgeable, available, commu-
nication, advocacy, authenticity, accountability, and approach-
able” (p. 231). Some suggest that advisors should be 

involved in and be knowledgeable of the student’s posi-
tion and program, attuned to the student’s personal 
well-being in the learning environment, available to the 
student in a multitude of ways (in person, and by tele-
phone, e-mail, and fax), honest with adult learners, and 
should develop and maintain a peer-to-peer relationship 
with the adult learner. (Marques, 2005, pp. 4–5) 

In addition, building a positive relationship with advisees 
requires collaboration from both the advisor and the student. 
As Pargett (2011) asserted, “Collaboration not only helps cre-

ate the relationship between the advisor and the student, but 
it also allows the student to make his or her own choices in 
their education” (p. 44). 

Various aspects of undergraduate academic advising 
include effects of advising on college student development 
(Pargett, 2011), advising to address the developmental and 
learning needs of students (Pizzolato, 2008), faculty viewpoints 
on academic advising (Dillon & Fischer, 2000), academic advis-
ing to enhance student engagement and learning outcomes 
(Campbell & Nutt, 2008), student satisfaction and advising 
styles (Hale et al., 2009), the potential risks associated with 
misadvising (Hollis, 2009), roles of the undergraduate advisor 
(Pizzolato, 2008), suggestions for new directions for under-
graduate advising (Tuttle, 2000), and academic advising  as an 
educational process to address global century concerns and 
expectations (Campbell & Nutt, 2008). These examples illus-
trate that advising is an important factor in promoting positive 
college experiences for undergraduate students. 

Although certain functions of undergraduate student 
advisors may be transferred to graduate student advising, 
there are differences. For instance, Bloom et al. (2007) as-
serted, “Graduate students are adults, at times juggling their 
school schedules with other family and work-related responsi-
bilities, but in the academic world they are viewed by faculty 
members as soon-to-be peers yet not full-fledged scholars” (p. 
28). Therefore, these students might need a different kind of 
guidance from GAs. 

Graduate Student Advisor

Most previous investigators have focused on academic advis-
ing for undergraduate students. As a result, graduate students’ 
voices, specifically doctoral students, are absent from the dis-
course. Therefore, information about the contributions of GAs 
to the development of these students and how they address 
the academic, technical, and social needs of students should 
be expanded.  

 Similar to undergraduate student advisors, GAs are iden-
tified by a variety of titles such as major professor, faculty advi-
sor, mentor, and the like, but such terms and “definitions often 
fail to capture the myriad roles and functions of the graduate 
advisor” (Schlosser et al., 2011, p. 38). A GA may be defined 
as a “faculty member who has the greatest responsibility for 
helping guide the advisee through the graduate program” 
(Schlosser et al., 2003, p. 179). The responsibilities of a GA 
may “include facilitating advisees’ progress through graduate 
school as well as helping advisees with research requirements 
(e.g., thesis, dissertation), evolution as a practitioner, career 
guidance, and professional development” (Knox et al., 2006, 
p. 490). However, responsibilities may vary depending on 
who defines the GA. For instance, according to doctoral advi-
sor perspectives, their main duties include to help graduate 
students “be successful, develop as researchers, develop their 
professional capacity, find their passion, and make a success-
ful transition into their doctoral program” (Barnes & Austin, as 
cited in Barnes et al., 2010, p. 35). 

Researchers also asserted that GAs are in position to 
influence students’ graduate school journey (Bloom et al., 
2007). According to students’ views, GAs may exhibit positive 
and negative characteristics that could be either beneficial or 
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detrimental to student success (Barnes et al., 2010). Research 
has been limited to the GA–student relationship (Noy & Ray, 
2012; Schlosser et al., 2011) and positive and negative GA at-
tributes (Barnes et al., 2010). 

Furthermore, few have addressed how GAs support 
doctoral students’ academic progress. For instance, Schlosser 
et al. (2011) reviewed graduate advising in graduate training 
programs with a focus on the advisor–advisee relationship, 
comparing similarities and differences between advising and 
mentoring from a multicultural perspective. “Extant research 
indicates that mentoring and positive advising relationships 
are related to a variety of good outcomes related to profes-
sional development” (Schlosser et al., 2011, p. 13). 

In a study of graduate advising relationships from advi-
sors’ perspectives in counseling psychology doctoral programs, 
Knox et al. (2006) found that “advisors informally learned to 
advise from their experiences with their advisors and advi-
sees and defined their role as supporting and advocating for 
advisees as they navigated their doctoral program” (p. 489). 
Further, certain factors contribute to the quality of a relation-
ship between advisor and advisee: “advisee’s personal and 
professional characteristics, respect between advisor and 
advisee, communication between advisor and advisee, [and] 
career path of advisor and advisee” (Knox et al., 2006, p. 503).

Few others have examined the characteristics of advisors 
from doctoral student perspectives. For example, Barnes et al. 
(2010) conducted a content analysis of “a broad survey-based 
study aimed at gaining an in-depth understanding of graduate 
students’ advising experiences” (p. 37). Their study surfaced 
both positive and negative attributes of the advisor. Barnes et 
al. reported, “Students spoke most positively about advisors 
who were accessible and helpful as well as socializing and car-
ing. Conversely, they identified being inaccessible, unhelpful, 
and uninterested as negative attributes of advisors” (p. 34). It 
is important to clarify that this study defined advisor as “the 
faculty member upon whom students rely most for advice 
and/or guidance about program requirements, academics or 
career matters” (Barnes et al., 2010, p. 37) and therefore, the 
focus was not on a full-time GA whose main responsibility was 
advising graduate students in a whole academic unit, as in the 
present study.

Another study addressed graduate students’ percep-
tions of an outstanding GA. Bloom et al. (2007) “conducted a 
qualitative textual analysis of the written advisor nominations 
that MD-PhD students submitted as part of the MSP Outstand-
ing Graduate Advisor of the Year Award Program from 2001 to 
2003” (p. 30). Students described certain GA “characteristics 
to be most helpful: demonstrated care for students, accessibil-
ity, role models, individually tailored guidance, and proactive 
integration of students into the profession” (Bloom et al., 
2007, p. 28). Whereas these characteristics reflect a positive 
perception, participants responded to specific questions, such 
as “How has this advisor assisted in your professional growth? 
Why would you recommend this advisor to the MS students in 
your discipline?” (Bloom et al., 2007, p. 30). These might have 
influenced the doctoral students’ perspectives in the medical 
studies focus of the study.

As researchers have suggested, attention should be 
directed to the understanding of advising of diverse doctoral 

students in other disciplines such as school leadership in order 
to ameliorate “the result of unequal attention to the advisor 
of these populations that has translated to a lack of coverage 
of the needs of graduate students, who are more mature, fo-
cused, and academic than their undergraduate counterparts” 
(Bloom et al., 2007, p. 28). Moreover, additional research 
could “examine contextual factors” (Knox et al., 2006) that 
might affect how GAs fulfill their advising duties and responsi-
bilities. Thus, doctoral students’ voices should be highlighted 
(Noy & Ray, 2012) to expand our understanding of the role of 
the GA and how they meet the academic and social needs of 
doctoral students.

Methodological Deliberations
Previous research examined the characteristics, roles, and 
functions of a GA from the perspectives of graduate students 
in general (Knox et al., 2006; Schlosser et al., 2011), yet only a 
few have included doctoral students in specific fields such as 
school psychology. As a result, further inquiry should focus on 
GA contributions to doctoral students’ development, degree 
completion, and satisfaction (Barnes et al., 2010). Specifically, 
Bloom et al. (2007) affirmed that a “broader review of nomi-
nation letters from other dual degree programs or graduate 
programs nationwide might unveil additional characteristics or 
demonstrate differences not emergent in this study” (p. 30). 
Therefore, the purpose of this exploratory study was to exam-
ine doctoral students’ perceptions regarding the roles of a GA 
in an educational leadership graduate department, including 
the enactment of such roles. Two main questions guided our 
inquiry: 

1. What roles does a GA play to support students as they 
navigate their graduate school journey? 

2. How does a GA enact the various identified roles?

We followed a grounded theory approach and explor-
atory inquiry guidelines. Exploratory studies are intended 
“to investigate little understood phenomenon, to identify or 
discover important categories of meaning, to generate hypoth-
esis of future research” (Marshall & Rossman, 2011, p. 96). 
Further, “a qualitative textual analysis” (Bloom et al., 2007, p. 
28) of the content of doctoral students’ nomination letters was 
completed to identify, from student perspectives, the roles 
and actions of a GA. 

Data were collected from documents that are considered 
a category of data known as “nonhuman sources” (Lincoln & 
Guba, 1985). As Bogdan and Biklen (1991) stated, documents 
are “materials that the subjects write themselves” (p. 96). 
The documents consisted of doctoral students’ nomination 
written letters for the Outstanding Graduate Advisor Award 
at a research university. These were selected based on their 
accessibility, relevance, accuracy, economy of resources, skill, 
and time (Milstein et al., 1991) and because written letters 
“serve as sources of rich descriptions of how the people who 
produced the materials think about their world” (Bogdan & 
Biklen, 1992, p. 97). However, the participating students did 
not receive any instructions to guide their letter writing, and 
they did not respond to specific questions. Further, the letters 
were considered “extant texts” as the “researcher does not 
affect their construction” (Charmaz, 2009, p. 37). Additionally, 
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nomination letters from faculty were included to corroborate 
the perceptions of the doctoral students.

A total of 18 letters from doctoral students were in-
cluded. Of these students, 12 were female and 6 were male. 
Further, 10 students were White, three were African American, 
five were Latinx, and one was Asian American. Doctoral stu-
dents represented four major doctoral programs: Seven were 
from Superintendency Studies, five from Higher Education 
Administration, three from Educational Policy and Planning, 
and three from Community College Leadership. The additional 
nomination letters were from eight faculty members in the 
same department. These were included for confirmation of 
emerging themes. As a result, 26 written nomination letters 
served as data sources. No comparisons were made by gender, 
background, or program in order to protect students’ identity. 
Our intent was to collectively analyze and report the roles 
and actions of the graduate advisor, regardless of participant 
characteristics. 

We completed textual data analysis according to an 
inductive approach (Bogdan & Biklen, 1992). In addition, open 
coding was used (Strauss & Corbin, 1988) to surface concepts 
or themes and assign quotes specifying the properties of the 
emergent roles and actions. As quotes were selected, an effort 
was made to include perspectives that reflected collective and 
equal attention to doctoral students and the faculty, without 
singling them out by gender, background, or specialization, 
in an attempt to achieve a balanced reporting of the findings. 
Two of the researchers completed the initial coding indepen-
dently, and the third one reviewed the emerging codes, thus 
confirming the surfaced themes. 

Findings
Results are presented according to the two main areas ad-
dressed by the present study. These include GA roles, and the 
surfaced graduate advising practices enacted by the GA.

GA Roles 

The content and textual analysis of the nomination letters 
revealed that a GA may play multiple roles while working with 
doctoral students. Five roles merged from the data: mentor, 
advocate, academic liaison, problem solver, and coach. 

Mentor. According to doctoral students’ perspectives, 
the GA acts as mentor, and as such contributes to students’ 
personal, academic, and professional development. In the 
role, the GA appears to follow the characteristics of an infor-
mal mentor–protégé relationship in that, initially, the GA offers 
information about the steps to navigate doctoral studies, and 
as students make progress in their program, they return to 
seek further guidance. As the advisor–advisee relationship 
progresses, the GA becomes a mentor throughout the doctoral 
journey and beyond, thus contributing to doctoral students’ 
success and future careers. In a doctoral student’s words, 
the GA “has been a guide, mentor, and an invaluable source 
of support, not just for me but for countless numbers of my 
colleagues as well.” Another noted, “The GA created a great 
foundation for student success through student interaction 
and accessibility. ... I always appreciated [the GA’s] patience, 
focus, sensitivity to personal and professional balance, and 

motivation. [The GA] is also a great professional role model for 
me and a mentor I continue to respect and would not hesitate 
to call for guidance or advice.”

Mentoring by the GA includes aspects associated with 
the doctoral journey as well as personal and family needs. 
For instance, a student stated, “At the university, [the GA] 
has served as my mentor and advisor during the most diffi-
cult times. … [The GA] mentored me in the areas of research, 
teaching and service, and this ensured more than just my 
survival but also my success.” Another asserted, “As a Latina 
in the field of higher education, I had few experiences I could 
draw upon from my own family or peers in my life. Luckily, 
[the GA] filled this void and made a positive impact on my 
life. Through mentorship I, along with many students in the 
[department], have been successfully accepted to numerous 
conferences and received local and national awards.” From a 
faculty perspective, the GA is also recognized as a “a natural 
mentor” and has received a national mentorship award in the 
field.

Advocate. Acting as an advocate also surfaced as a role 
of the GA. The graduate advisor is seen as pleading on behalf 
of doctoral students, taking into consideration their individual 
needs and circumstances. The GA becomes an active voice 
for students’ academic cause, persuading others to sponsor 
and support students so that they are encouraged to stay the 
course of their doctoral journey. In the words of a student, “I 
would have dropped out of the program had it not been for 
the support of a strong advisor like [the GA]. Another said, 
“By every standard, [the GA] is a champion for students, staff, 
faculty, and the university.”

When advocating for students, the GA also becomes a 
source of support when needed. As expressed by a student, 
“Very recently, I faced a rather difficult stumbling block on my 
road to completion. My graduate advisor was at my side help-
ing me through the process of getting over this block. She was 
an invaluable source of support.” Another noted, “I always get 
the sense that [the GA] is looking out for my best interest.” A 
third explained that the GA “is responsive to students’ needs 
by helping them navigate school processes and requirements, 
and providing assistance to our international students in help-
ing them seek and apply for additional funding and fellow-
ships.” Another described the GA’s “words of comfort” and 
“words of encouragement stating that I be not fearful and lead 
with my heart and courage.”

Stressing the role of the GA as advocate, a faculty ob-
served, “[The GA] has been the unwavering advocate for excel-
lence in education and has pressed our students to meet and 
exceed every expectation of the graduate school.” Another 
described “integrity and love for students that compel me to 
share that [the GA] is always working to protect the dignity of 
the students but [the GA] maintains a firm stance when neces-
sary. [The GA] provides a solid balance and a consistent tone 
of support.”

Academic Liaison. Another surfaced role is that of an 
academic liaison. When preforming this role, the GA serves 
as the connecting link between the Office of Graduate Stud-
ies, the department, the faculty, and the students. In this role, 
the GA interprets graduate school norms, regulations, and 
processes; explains and clarifies these; and provides sugges-
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tions so that doctoral students meet the expected require-
ments. In a way, the GA forms an alliance with the students to 
ensure that students understand the academic rules and are 
kept abreast of any updates that might affect their progress. 
Doctoral students’ statements reflected what really entails 
to be an academic liaison. For instance, one noted, “We, as 
students have turned to her for the most current advice on 
IRB [Institutional Review Board] regulations, graduate school 
requirements, departmental requirements, and [the GA] has 
provided accurate and reliable responses.” Another observed 
the GA “served as my guide in ensuring that I learn every 
aspect of academia. For the past six years, we have been 
working together.” Another stated, “As an advisor, [the GA] 
does wonderful job of being a neutral ally that listened to our 
concerns objectively and firmly gives us a advice about staying 
on track.” 

Acting as an academic liaison requires ongoing commu-
nication related to graduate school regulations. In a doctoral 
student’s words, the GA “provided brown bag sessions on how 
to navigate completion of requirements for doctoral candidacy 
and graduation. [The GA] has designed easy-to-follow steps 
and works tirelessly to assist students pursuing a variety of 
research areas.”   

Recognizing the value of ongoing communication to 
convey the norms and procedures from the Office of Graduate 
Studies, a faculty noted, “I observed many of the GA’s presen-
tations during student orientation programs and later sessions 
concerning the policies and procedures concerning qualifying 
examinations, advancement to candidacy, and the formation 
of treatise and dissertation committees.” Another expressed, 

In a department of graduate studies only, the unique per-
spectives, expectations, and demands that can be made 
by individual and groups of faculty are complex for the 
graduate advisor to address. Again, with a commitment 
to faculty and students, the GA has navigated this dif-
ficult terrain [university procedures] with distinction and 
balance of response to university policy, procedures, and 
standards of graduate program excellence.

Problem Solver. According to the data, a GA also acts as 
a problem solver. As such, the GA collects relevant informa-
tion, identifies the facts and implications of a problem, and 
analyzes the divergent perspectives and issues when conflicts 
arise. By addressing problems in a timely fashion, the GA 
prevents conflicts from escalating into obstacles that might 
keep students from moving forward. As a student stated, 
“When faced with the challenges of being a graduate student 
while continuing to work full time and care for a family, I knew 
I could always go to [the GA], who was ready and able to listen 
to my concerns and strategize solutions to the problems I 
faced.” Another student noted, “ [the GA] is accessible to [the] 
students and very sensitive to their individual needs. ... Dedi-
cation to their achievement is noteworthy as [the GA] works 
diligently to solve and proactively prevent problems that may 
rise.” Another stated, “We, as students, know [the GA] is one 
source we can go to for not just solving problems, but also 
preventing future issues from emerging.”

Faculty agreed that the GA serves as a critical source for 
problem solutions. According to one professor, the GA 

shows qualities of maturity, sensibility, seriousness, and 
emotional stability in [handling] the various crises the 
students bring. ... What is even more impressive is that 
[the GA] makes the time to find creative solutions, when 
the tried-and-true answers don’t really address the chal-
lenge of helping each student navigate the trip towards 
the degree. 

Further, the challenges doctoral students face may be 
complex and surface at any time during the students’ program, 
so coming up with solutions requires the collaboration and 
involvement of others. Thus, to successfully solve problems, 
the GA enlists faculty contributions as they might know the 
students’ circumstances and be in a position to brainstorm 
ideas that address specific student situations. As one faculty 
member observed, the GA 

worked tirelessly on issues of support and retention 
and worked diligently to meet the needs of the [depart-
ment’s] students. [The GA] worked with students and 
faculty to find solutions to a variety of problems, often 
going beyond the call of duty.

In the perspective of another faculty, the GA “is the go-to-fac-
ulty, a master at preventing and solving problems and misun-
derstandings, all carried out in a positive, friendly, style.”  

Solving doctoral students’ problems appears to require 
a focus on individual students’ circumstances as well as a 
genuine interest in searching for innovative ways to address 
students’ concerns. As a faculty stated, the GA 

has maintained a consistent commitment through the 
years to problem solving that is needed relative to 
students’ needs. Such problem solving requires unusual 
concern for students and remarkable skill and creativity 
in solving student issues within the context of university 
policy and procedure. This problem solving must be done 
with balance of maintaining the standards and quality of 
graduate programs in the department and university. 

Problem prevention was also recognized as important. A 
faculty observed that the GA “provides a solid balance and a 
consistent tone of support, while simultaneously teaching well 
what we do in the department. It goes without saying that 
[the GA] is there to prevent and solve problems and help the 
operations go smoothly.”  

Coach. The last role that emerged from the data is that 
of a coach. In performing this role, the GA teaches and directly 
instructs doctoral students in specific aspects related to 
navigating the graduate school requirements, with particular 
emphasis on how to communicate with faculty; how to follow 
spoken and unspoken protocols and traditions; and how to 
interact with staff. As a coach, the GA promotes brainstorm-
ing and offers constructive individually tailored feedback so 
that advisees are better prepared to complete their doctoral 
program. As one student stated, the GA “was there to pro-
vide us detailed instructions on the necessary procedures to 
complete our degree.” Coaching doctoral students also calls 
for clear communication and specificity. From one doctoral 
student’s perception, the GA accomplishes this by “operating 
with fairness and communicating clear goals and objectives for 
students and also colleagues.” 
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Furthermore, time emerged as an important component 
of acting as a coach. According to a student, the GA 

takes time to lead all graduate students through a pro-
cess of guidance, support, communication, and keeping 
you informed of your progress, timelines, deadlines, 
and checkpoints to ensure you succeed in your doctoral 
studies. 

Another asserted, “At times, my demanding schedule and rig-
orous course work have left me exhausted and overwhelmed. 
It is encouraging to know that [the GA] is always there to guide 
me in the courses I should take, to remind me of important 
deadlines, and to ensure that I am aware of all the require-
ments to complete my degree.”  

From a faculty perspective, when acting as a coach the 
GA provides specific direction to doctoral students to guide 
them, taking into account their background or where they are 
in their program. As a faculty noted, the GA “has abundant 
compassion for underserved populations. Our diverse stu-
dents, regardless of sex, race, etc., speak with enthusiasm … 
about the wonderful role the GA has played in their lives. They 
recount how [the GA] has recommended them for scholar-
ships [and] helped them focus on what was important.”

The above emergent themes illustrate the multiple 
roles a GA may perform to assist students as they complete 
their doctoral program. According to the data, these may be 
enacted by certain practices.

Graduate Advising Practices

The various roles that a GA performs are, according to doc-
toral students’ voices, enacted by specific practices. Practices 
refer to actions, ways of doing something, or performing an 
occupation or role. Thus, according to students’ statements, 
a GA enacts the various roles by implementing an open-door 
policy, being accessible, applying responsive and empathetic 
listening, providing specific and essential information related 
to procedures and requirements, and employing a student-
centered philosophy. 

Implementing an Open-Door Policy. The GA’s willing-
ness to be present and ready to talk to doctoral students at all 
times emerged as an example of open-door policy. Doctoral 
students could visit the GA any time they needed assistance. A 
student explained, 

I would often walk by [the GA] office, and the door 
would always be open. Although ... busy working on 
something, [the GA] would never hesitate to say hello or 
ask me about my day. I was never made to feel like I was 
intruding or interrupting (even when I dropped by unan-
nounced), and [the GA] would always offer genuine and 
absolute attention to my concerns and questions. That 
welcoming smile … and the way [the GA] says, “Hello 
[student’s name]” gives you comfort and instills in you a 
sense of belonging and acceptance.  

An open-door policy can include electronic media. As a 
student observed, the GA “comes across as a humble indi-
vidual who makes you feel special and appreciated ... [with] 
effectiveness in administering the graduate program with 
expertise, knowledge, and hard work ethic. It is very unique 
how [the GA] keeps strong lines of communication by answer-

ing e-mails, phone calls, and implementation of an open door 
policy.” Another stated, “The office was always open. [The 
GA] took the time to answer all our questions and redirect our 
path, if needed.” 

Being Accessible. Another practice that emerged from 
the data relates to the high level of accessibility of the GA. In 
a student words, “In my 6 years in the program, I have found 
[the GA] to be very accessible and always available to lend an 
ear and a hand.” Another stated, “guidance caused as much 
growth in my academic skills as the rest of my time combined. 
[The GA] was accessible, knowledgeable, and straightforward 
when presented with any concerns.”

By being accessible, the graduate advisor contributes to 
students’ academic growth and scholarly development during 
their program and beyond. For instance, a student noted, 
“[the GA] provides extensive support to students in their en-
deavors. [The GA] is accessible to students and very sensitive 
to their individual needs.” Another stated, “[The GA’s] guid-
ance has been essential. ... [The GA] is always accessible.” 

Faculty also acknowledge accessibility as a consistent 
practice to assist students as needed. In a faculty member’s 
words, 

[The GA] is unceasingly accessible to our students, both 
in person, and electronically. [The GA] maintains a firm 
grasp of current information, and shares that knowledge 
generously and freely with colleagues and students.

Applying Responsive Listening. The GA applies respon-
sive and emphatic listening to serve as a sounding board, pro-
vide opportunities for candid sharing of experiences and ideas, 
and to reflect on concerns and actions. This practice seems 
particularly important as doctoral students have to balance 
several professional commitments and family obligations. As 
adult learners, they may not always need guidance but likely 
need someone who can listen with empathy. As stated by one 
student, 

Like many other graduate students, [I] knew that we can 
count on her support in dealing with conflicts or academ-
ic issues. [The GA] demonstrates extraordinary sensitiv-
ity in addressing graduate students’ concerns with her 
reflective listening skills and making guiding questions, 
leading you to find your own answers. 

Another expanded, 
I will never forget the day that I shared with [the GA] my 
decision to quit graduate school after sharing all my di-
lemmas. It was amazing how [the GA] patiently listened, 
guided me to reflect on the importance of a doctoral 
degree, and how I needed to set priorities in balancing 
my multiple roles. [The GA’s] message move me to tears 
by stating that I was not alone and that I could count on 
[the GA] to overcome the challenges.

Students and faculty agreed that the GA’s focused listen-
ing is instrumental in doctoral students progress. As can be 
seen in the next comments: The GA “is always willing to listen 
and is quick to connect me with other resources. [The GA] 
doesn’t make me feel like just another case but as a driven 
person on a path to fulfill my potential.” The GA “finds positive 
and helpful pieces of advice to share with advisees, is a good 
listener, and is even better at acting and responding to the 
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needs of every person.” Confirming the value of responsive lis-
tening, a faculty also noted, “ [The GA] is sensitive to students’ 
needs, a good listener, accessible, and a problem solver.” 

Providing Information. According to students, the GA is 
a strong source of information. Thus, delivering information 
emerged as a critical graduate advising practice. This practice 
requires being knowledgeable of institutional norms and 
regulations; graduate school expectations and requirements; 
and unspoken traditions related to specific programs. Further, 
providing information includes distribution and communica-
tion of updates as soon as these are available, relevant details 
about all aspects of the graduate school experience, and use 
of various outlets as needed. For example a doctoral student 
noted, “[The GA] takes time to lead all graduate students 
through a process of guidance, support, communication, and 
seeing you informed of our progress, time lines, deadlines 
and checkpoints to ensure that you succeed in our doctoral 
studies.” Another asserted, “[The GA] meets with students [by 
specialization] each year to convey essential information on 
completing their program plan as well as assures that students 
understand the requirements for certification and gradua-
tion.” 

Making information available to students is achieved 
through different approaches: individual meetings, group 
workshops, and orientation sessions. These are aimed at 
ensuring doctoral students understand graduate school 
processes and expectations. In addition, information can be 
provided at initial exploratory meetings as well as throughout 
the program. As reflected by a student, the GA 

would often host workshops to remind us of upcom-
ing deadlines and to make sure we were all making 
adequate progress towards our degree. Those meetings 
were not only just about degree completion per se, but 
they were reassurances that [the GA] would be there to 
guide us every step of the way. 

Another stated, 
I came to the [the GA] seeking information on the PhD 
program, and to my pleasant surprise this information 
session lasted almost 1 hour during which [the GA] was 
very thorough about the requirements of the program, 
the expectations for the students, the research in the 
program, and the credential of faculty members. It was 
in fact, this warmth and welcoming attitude that finally 
convinced me to apply to [this university] instead of 
another school.

Faculty also recognized that dissemination of informa-
tion by the GA allows them to become acquainted with gradu-
ate school or department procedures and pertinent details. 
As one faculty observed, “The GA created and has offered 
program-specific orientation sessions to all incoming students 
from all program concentrations every fall semester, as well 
as orientation sessions related to the process to advance to 
candidacy at least once each semester.” Another expanded, 

Over the years, I have observed many of [the GA’s] 
presentations, during student orientation program and 
later sessions concerning the policies and procedures 
concerning qualifying examinations, advancement to 
candidacy, and the formation of treatise, and disserta-

tion committees. The presentations are excellent—and 
most important, these reduce student anxiety.

Employing a Student-Centered Philosophy. The GA is 
highly focused on doctoral students’ academic, technical and 
social needs. Thus, employing a student-centered philosophy 
emerged as an important practice. By doing so, the GA con-
centrates on each student’s individual situation and circum-
stances. By doing so, the GA ensures they have a clear under-
standing of what is expected of them, learn how to access 
resources to achieve their academic objectives, enhance their 
confidence to complete their doctoral journey, and become 
familiar with how to disseminate their scholarly work—thus, 
going beyond the graduate student experience. As explained 
by a student, 

[The GA] is very sensitive to the needs and struggles of 
graduate students, particularly ones like me who are 
maintaining full-time jobs and families while in school. I 
have turned to [the GA] on several occasions and have 
always been reassured by and reinvigorated. [The GA] 
has the amazing ability to put things into perspective 
and make students feel accomplished rather than relin-
quished.

A second student stated, 
[The GA] guided me to publish my research in a [profes-
sional conference]. My personal experience with [the 
GA] is replicated year after year with other graduate stu-
dents because of the caring attitude and sincere involve-
ment in attaining the success of each of her graduate 
students.  

According to faculty, by embracing a student-centered 
philosophy, the GA assists all students to meet the norms of 
the graduate school, regardless of their background or indi-
vidual situation. As one stated, 

[The GA] has abundant compassion for underserved 
populations. Our diverse students, regardless of sex, 
gender, race, etc., speak with enthusiasm to me about 
the wonderful role [the GA] has played in their lives. 
They recount how [the GA] has recommended them for 
scholarships, and how [the GA] helped focus on what is 
important.

Concluding Statement
This exploratory study illuminated doctoral students’ voices 
in an educational leadership graduate program. The purpose 
was to identify the role of a GA and the practices used to enact 
the emergent roles. Extant letters of nomination from doctoral 
students and faculty were used as the main documental data 
source, which required textual analysis (Bogdan & Bliken, 
1992; Charmaz, 2009). Letter writers included 18 doctoral 
students and eight faculty from the same graduate depart-
ment. While the study used a single data collection protocol, 
namely nomination letters, it can be asserted that acting as a 
GA is a multifaceted and encompassing endeavor, requiring 
the performance of multiple roles and a clear understanding 
of graduate students’ academic, technical, and social needs. 

Findings surfaced five roles, including mentor, advocate, 
academic liaison, problem solver, and coach. From these, 
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three roles echo prior research findings. The first is the role 
of the GA as mentor. This is in concert with previous research 
suggesting that one of the professional role functions of a GA 
is that of a mentor who is in a position to empower graduate 
students (Selke & Wong, 1993). Noy and Ray (2012) asserted, 
“Graduate mentorship is noted as central for the transition 
of doctoral students into faculty members and educators” 
(p. 876). Furthermore, this study supports the notion that 
performing the role of a mentor starts as an informal relation-
ship and progresses to a lifetime relationship (Ovando, 2015). 
Similarly, others indicated, 

Like any relationship, the one between the mentor and 
the student will evolve over time, with its attendant 
share of adjustments. The fact that today’s students 
come from increasingly diverse backgrounds may add a 
layer of complexity, but it is more likely to enrich than 
confound the relationship. (Regents of the University of 
Michigan, 2015, p. 5)

The second one is the role of the GA as advocate. In this 
role, the graduate advisor intercedes or petitions on behalf 
of doctoral students, promotes their academic aspirations, 
and sponsors them as needed. This is in concert with previ-
ous advising research affirming that, as student advocates, 
GAs “are there to intercede whenever students need help in 
negotiating bureaucratic red tape or arbitrary or capricious 
instructors, administrators or staff members” (Pettress, 1996, 
p. 91). Furthermore, as Bloom et al. (2007) noted, “Advocacy 
is particularly important as the student begins to wrap up her 
or his graduate studies and seeks a postdoctoral fellowship, 
faculty position, or other jobs” (p. 330).

In the third role, that of a coach, the GA instructs and 
teaches doctoral students in a direct manner how to meet the 
expectations and requirements and how to conduct them-
selves as emerging scholars. This is congruent with previous 
research on undergraduate advising. For instance, Hollis (2009) 
affirmed, “The academic advisor for any student presumably 
holds the key to progress by coaching new and continuing 
students through general education choices, major selections, 
minors and possibly certificate options” (p. 2). Others also 
remind us that, as a contributing factor to doctoral student 
success, coaching may offer “specific writing tips, personalized 
suggestions, and direct instruction” (Sumbera et al., 2016, p. 
7) as reflected in the voices of doctoral students in this study. 

Further, this study advances two additional roles: aca-
demic liaison and problem solver. As an academic liaison, the 
GA serves as the connecting link between the graduate school 
and the students in matters associated with institutional 
norms and regulations. As a problem solver, the GA strives 
to come up with creative solutions that will help doctoral 
students make progress in their studies, while respecting and 
adhering to graduate school norms in place. 

This study also uncovered that the GA enacts at least five 
academic advising practices. From these, two advising practic-
es are in concert with previous research. First, being accessible 
was reported as essential to helping students. According to 
Bloom et al. (2007), “Graduate students value advisors who 
are accessible and approachable” (p. 31). Similarly, Barnes et 
al. (2010) found that students appreciate the advisor who is 
“accessible and helpful as well as socializing and caring” (p. 

34). Second, the GA as information provider was found to be 
essential. As Selke and Wong (1993) affirmed, “being a reliable 
source of information” may result in the empowerment of 
graduate students (p. 25). 

In addition, this study advances the notion that a GA 
uses three additional practices. First, implementing an open-
door policy requires a willingness to be present and to talk 
to students, whether by appointment or on a drop-in basis. 
This practice may encourage students to approach the GA as 
needed, and at any time. Second, applying responsive listen-
ing, might serve to enhance student trust and confidence, 
while promoting a candid sharing of concerns, ideas, and aspi-
rations. Third, employing a student-centered philosophy calls 
for an intentional focus on students’ personal, professional, 
and scholarly aspirations, enabling the GA to better serve all 
doctoral students. 

Given the above, a GA’s commitment to graduate 
student development, communication of norms and expecta-
tions with consistency and clarity, and willingness to genuinely 
connect with doctoral students are positive advisor attributes 
that have potential to facilitate students’ successful graduate 
school journey and to contribute to increase graduation rates. 
Furthermore, the role of GAs has become more complex. As a 
result, they are expected to perform multiple roles to fulfill the 
required responsibilities and to promote and assist students’ 
efforts to attain a doctoral degree.

It is important to clarify that this study was limited in 
scope and employed a single data source in a single discipline. 
Therefore, wide generalizations are not warranted, and trans-
ferability of findings is up to the consumers of this research. 
However, it may have implications for higher education 
administrators interested in the selection of GAs who embrace 
a student-centered philosophy and are willing to truly assist 
doctoral students. Similarly, faculty who aspire to become GAs 
may consider the uncovered roles and practices to enhance 
their awareness of the complexity and expectations of gradu-
ate advising. 

Finally, given the focus of this study, further inquiry may 
examine the role of the GA in other disciplines and institu-
tional contexts. Also, others could explore the perceptions of 
students pursuing master’s degrees as well as use other forms 
of data sources such as interviews and surveys. Such inquiry 
may expand our understanding of graduate student academic 
advising and how to prepare GAs so they may be in a better 
position to assist all graduate students toward success in their 
chosen field. 
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Call for NomiNatioNs: 2021 ExEmplary EduCatioNal 
lEadErship prEparatioN (EElp) award
Intent to Apply Due Monday, April 26, 2021
Deadline to Submit Materials: Friday, June 25, 2021

THE AWARD
Quality leadership preparation is essential to quality leadership practice. Research reveals an important relationship between 
preparation and leaders’ career outcomes, practices, and school improvement efforts. Exemplary/effective university-based 
programs evidence a range of program features that collectively contribute to robust leadership preparation. To celebrate 
exemplary programs as well as to cultivate a group of exemplary programs that model and can help to catalyze and support 
ongoing program improvement in other universities, UCEA has established the Exemplary Educational Leadership Preparation 
(EELP) Award. This award complements UCEA’s core mission to advance the preparation and practice of educational leaders 
for the benefit of all children and schools. 

Leadership educators are invited to nominate their programs for recognition at the 2021 UCEA Convention. The 
program or programs (up to three) determined most worthy of recognition will receive a cash award, an engraved plaque, and 
recognition in multiple UCEA publications. In addition, the award-winning program(s) will be recognized at a session during the 
UCEA Convention, on the UCEA website, and through a case-study publication. Award-winning programs/faculty are likely to 
be tapped by UCEA at various junctures to serve as models and illustrations for other preparation programs or faculty teams 
engaged in ongoing program improvement.

This award will be made to programs within colleges, schools, and departments of education. For example, university-
based programs preparing leaders to lead in elementary, middle, or high schools or programs focusing on the development of 
district-level leadership are eligible for recognition. More than one program within a department, school, or college of education 
may apply.

AWARD CRITERIA
Applications will be judged on the extent to which the programs are (a) aligned with research and scholarship about exemplary 
and effective leadership preparation and (b) have evidence of program effectiveness and impact. Although the 2012 research-
based document titled UCEA Institutional and Program Quality Criteria provides an accounting of features, content, and 
experiences associated with effective leadership preparation, more recent empirical and scholarly literature on effective and 
exemplary leadership preparation provides additional insights about important dimensions of these criteria that are considered 
as programs are reviewed for this award. The Handbook of Research on the Education of School Leaders (2nd ed., Young & 
Crow, 2016) is one such source of more recent information.

THE PROCEDURE
For the full set of award criteria and instructions, please visit 

www.ucea.org/opportunities/exemplary-university-based-educational-leadership-preparation/
Step 1: Read through the award criteria and instructions. View the 2020 EELP Award Rubric.
Step 2: Submit a statement of intent to apply (through the link above) by Monday, April 26, 2021. Upon receipt of a program’s 

intent to submit an Award Application, the program contact will be invited to an Award Dropbox Folder where program 
application materials should be deposited.

Step 3: Review recent empirical and scholarly literature on exemplary/effective leadership preparation and review program 
information associated with prior EELP award-winning programs. This information will help your program to deepen its 
understanding of exemplary/effective principal preparation and things to “look for” when completing a self-assessment 
of your program. Use the UCEA Institutional and Program Quality Criteria to identify potential sources of evidence 
to self-evaluate the extent to which your program meets the 2020 EELP Award Rubric criteria.

Step 4: Fill out an EELP Cover Sheet. 
Step 5: Prepare Parts I–V of the Award Application as described at the above URL. Please note: We encourage all programs 

to carefully craft Parts I, III, and IV of your Award Application for the purpose of this award submission. If your program 
pulls existing documents/text not expressly written for this application, it is likely that the strengths of your program will 
not be effectively made visible to award review readers.

• Part I: Program Description: The program description should draw upon the UCEA Institutional and Program Crite-
ria and more recent literature on effective/exemplary leadership preparation and align with the EELP Award Rubric. 
It should be no more than 25 pages. We strongly encourage you to use subheadings for a discussion of each award 
criterion. We strongly encourage you to provide evidence (strategic use of key/high-value evidence sources to 
be included either in an appendix or via hot links) to support claims made in this portion of your application 
submission.

http://www.ucea.org/opportunities/exemplary-university-based-educational-leadership-preparation/
http://3fl71l2qoj4l3y6ep2tqpwra.wpengine.netdna-cdn.com/wp-content/uploads/2014/07/EELP-Award-Rubric-.pdf
http://3fl71l2qoj4l3y6ep2tqpwra.wpengine.netdna-cdn.com/wp-content/uploads/2014/07/UCEAProgramCriteria.pdf
http://3fl71l2qoj4l3y6ep2tqpwra.wpengine.netdna-cdn.com/wp-content/uploads/2014/07/EELPP-Cover-Sheet-1.docx
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Call for NomiNatioNs

2021 ExCEllENCE iN EduCatioNal lEadErship award
Deadline: Monday, April 5, 2021

THE AWARD
The UCEA Executive Committee is asking for nominees for the 23rd Annual Excellence in Educational Leadership Award, in 
recognition of practicing school administrators who have made significant contributions to the improvement of administrator 
preparation. This distinguished school administrator should demonstrate an exemplary record of supporting school 
administrator preparation efforts. This award, one of national recognition, provides a unique mechanism for UCEA universities 
to build good will and recognize the contributions of practitioners to the preparation of educational leaders. Funds to establish 
the Educational Leadership Award were originally donated to UCEA by the Network of University Community School Districts, 
a consortium of school districts in university towns. However, UCEA now fully funds this important initiative.

THE PROCEDURE
The UCEA Plenum Representative (PSR) at each participating university should consult with colleagues and other 
constituencies designated by faculty to identify a worthy recipient. The PSR (or a designee) should plan to make the award 
presentation at an annual departmental, college, or university ceremony.  The nomination deadline is Monday, April 5, 2021.

After that time, UCEA will provide official certificates of recognition to universities who have designated a recipient. UCEA will 
publish the names of the award recipients and their sponsoring university in the UCEA Review and place the recipient’s names 
on the UCEA mailing list for 1 year. If desired, UCEA also will provide a boilerplate press release for announcing the award 
recipient to news agencies; however, the university may choose to coordinate this announcement through its public relations 
office in order to include additional information about the award presentation.

To nominate a candidate, please navigate to the following link and follow instructions for the following:
1. Navigate to http://www.ucea.org/opportunities/excellence-educational-leadership-award-2/
2. Upload a letter of nomination.
3. Complete the fields in the electronic nomination form which include specific bio data fields and a field for a 1- to 

3-sentence Statement of Significant Contribution. 

Nominations must be received by Monday, April 5, 2021. Email ucea@msu.edu with questions.

• Part II: Course Content: Please provide syllabi for core courses in the program. Please provide a brief written 
description of how and by whom syllabi are created (generally) and this assortment of syllabi specifically.

• Part III: Field Work: Please provide a narrative that describes/elaborates the field work experience that students 
encounter. This should reveal (a) key clinical work tasks and/or requirements, (b) all field-based developmental 
supports (e.g., mentoring/coaching/supervision), (c) key tools/routines/documents that support and systematize the 
field experience, and (d) any clinical assessments that students complete or that track student development over the 
course of the clinical experience. We discourage the submission of an assortment of existing documents without 
a narrative that explains/elaborates submitted artifacts.

• Part IV: Program Effectiveness and Impact: Evidence of program effectiveness and impact can include such things 
as (a) program participant program quality feedback (e.g. individual course evaluations by year for multiple years, focus 
group/interview/survey results regarding the quality of courses/clinical experience); (b) first-attempt passage rates on 
state leadership licensure exams; (c) job placement statistics for program graduates following preparation by role and 
timeline to role; (d) key findings from follow-up studies of program graduates (e.g., focus groups, interviews, surveys); 
(e) analysis of a variety of data sources about the leadership practices (quality of practices) of program graduates who 
are leaders (e.g., INSPIRE practice, INSPIRE 360, aggregate principal evaluation ratings by principal supervisors); (f) 
analysis of a variety of data sources about organizational, instructional and/or student learning outcomes of schools 
led by program graduates (e.g. CALL, Five Essentials); and (g) a summary of accreditation evaluations and reviews. 
Please be sure to share information about the timeframe of these data (when were they were collected) and discuss in 
detail how these data are used by the program. Please do not exceed 10 pages of evidence..

• Part V: Faculty Vitae: Please provide a curriculum vitae for each faculty member who participates in the delivery of the 
program. Please specify in detail this person’s actual contributions to the program during each of the last 2 years.

Step 6: Prepare Parts I-V of the application and save each part as a separate PDF file. Be sure all file names correspond to 
the applicable part, for example: Part.I.ProgramDescription.pdf. Submit the Cover Sheet and Parts I-V by depositing 
them in the Dropbox noted in the explanation for Step 2 above.   

Please Note: All materials must be submitted by Friday, June 25, 2021.  
Please email ucea@msu.edu with questions.

http://www.ucea.org/opportunities/excellence-educational-leadership-award-2/
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2021 dAvid l. ClArk sEminAr PArtiCiPAnts

For the second time in the age of COVID, the David L. Clark Graduate Research Seminar in 
Educational Administration and Policy will be fully virtual! The Seminar will be held April 7 
and 8, 2021, right before AERA. After last year’s virtual success, we are looking forward to 
welcoming a new group of emerging researchers and working with a group of committed 
senior scholars. Many thanks to our AERA Division Vice Presidents Susan Faircloth (Division A) 
and Janelle Scott (Division L).  We are proud to introduce the 2021 Scholars and Mentors.

 Sponsored by UCEA, Divisions A & L of the American Educational Research Association, 
and SAGE Publications, the David L. Clark National Graduate Student Research Seminar in 

Educational Administration & Policy brings emerging educational administration and policy scholars and noted researchers 
together for 2 days of presentations, generative discussion, and professional growth.

2021 Clark Scholars
Armen Alvarez (Illinois State University)
Thu Ya Aung (Texas State University)
Ryan Belville (Illinois State University)
Benjamin Boer (University of Illinois, Chicago)
Angel (Xiao) Bohannon (Northwestern University)
Lynmara Colon (Old Dominion University)
Jennifer Cowhy (Northwestern University)
Xiaobin Dai (Bowling Green State University)
Eupha Jeanne Daramola (University of Southern California)
Dawn Demps (Arizona State University)
Jingtong Dou (University of South Carolina)
Gerald Dryer (University of Wisconsin–Madison)
Kathryn Dulaney (Pennsylvania State University)
Maegan Grace Ford (Auburn University)
James Lamar Foster (University of Washington)
Karin Gegenheimer (Vanderbilt University)
Wade A. Hanse (Georgia State University)
Travis Jack (Texas State University)
Kate Kennedy (University of Southern California)
Lawrence Louis (Michigan State University)
Xinyi Mao (University of Missouri)
Kerry McKeon (University of Texas at San Antonio)
Shelby McNeill (Vanderbilt University)
Joel Miller (University of Maryland, College Park)
Danny Moraguez (University of Virginia)
Ana Morron (Rutgers University)
Mariama N. Nagbe (University of Texas at Austin)
Portia Newman (Virginia Commonwealth University)
Mitchell Parry (Virginia Commonwealth University)
Mark Pierce (Southern Methodist University)
Vanessa Rodriguez (Seton Hall University)
Jennifer Saboda (University at Buffalo)
Jason Saltmarsh (University of Maryland, College Park)
Tonis Sazos (Frederick University, Cyprus)
Amy Schwartz (University of Denver)
Nathaniel D. Stewart (Ohio State University)
Henedina Tavares (University of Washington)
Sandy Frost Waldron (Michigan State University)
Min Wang (Florida State University)
Jeremy Zilmer (Bolwing Green State University)

2021 Clark Faculty Mentors
Judy Alston (Ashland University)
Mónica Byrne-Jiménez (UCEA) 
Susan Faircloth (Colorado State University)
Sorible Genao (Queens College, City University of New York)
Huriya Jabbar (University of Texas at Austin)
Janie Clark Lindle (Clemson University)
Chad Lochmiller (Indiana University, Bloomington)
Matthew Militello (East Carolina University)
John Nash (University of Kentucky)
Jill Perry (University of Pittsburgh)
Jayson Richardson (University of Denver)
Rudolfo Rincones (University of Texas at El Paso)
Rosa Rivera-McCutchen (Lehman College, City University of 

New York)
Mariela Rodriguez (University of Texas at San Antonio)
Chris Torres (Michigan State University)
Erica Turner (University of Wisconsin)
Julian Vasquez-Heilig (University of Kentucky)
Jennie Weiner (University of Connecticut)
Sheneka Williams (Michigan State University)
Sarah Woulfin (University of Connecticut)
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JACkson sCholArs nEws

Alounso Gilzene
Michigan State University 

The 2019-21 and 2020-2022 Jackson Scholars and their Men-
tors participated in several notable events during the 2020 
UCEA Virtual Convention. The programming was kicked off at 
the Jackson Scholars Network Convocation featuring moving 
reflections by Dr. Lisa Bass, North Carolina State University, and 
Dr. Hollie Mackey, North Dakota State University. Immediately 
following the Convocation, 2nd-year Scholars presented their 
dissertation research to date in the annual Jackson Scholars 
Network Research Symposium. Though the virtual format 
presented new challenges, it also provided a great opportunity 
for students and faculty to engage in live feedback sessions on 
their work. The paper session and participants were the follow-
ing:

The Journey to Completion: The Importance of Mentorship for 
the Retention of Students of Color in Higher Education

Digital Discussant: April L. Peters-Hawkins, University of 
Houston
Erika Prins Marte, New York University
Denise Rodriguez-Strawn, New Mexico State University
M. Yvonne Taylor, University of Texas at Austin
Natalie Witherspoon, Purdue University 

In Their Voices: Communicating the Lived Experiences of Leaders 
of Color

Digital Discussant: Jayson W. Richardson, University of 
Denver
Palwasha Khan Marwat, University of Missouri
Rachel McMillian, Miami University
Lisa Mendoza Knecht, University of Texas at San Antonio
Phyllis Kyei Mensah, Miami University

Understanding the Impact of School Reform and Policy 
Decisions: Sensemaking and Contextual Relevance

Digital Discussant: Lance D. Fusarelli, North Carolina State 
University
Virella, University of Connecticut
Yujin Oh, Michigan State University
 Bri Deleon, University of Utah
Rachel Whitney Boggs, University of Texas at Austin

Factors Contributing to Students’ Experiences in Elementary 
Education

Digital Discussant: Tim Drake, North Carolina State 
University
Brandi S. Howard, Auburn University
Yangyang Wang, Pennsylvania State University
Fernando Branch, University of Denver
Shukella Price, Sam Houston State University

Identity, Social Justice, and Equity in K-12 Education
Digital Discussant: Irene H. Yoon, University of Utah
Victor Carter, Jr., University of Minnesota
Julien D. Frazier, Wayne State University
Keneisha La’Rae Harrington, Clemson University

Centering the Perspectives and Leadership of Teachers in K-12 
Education

Digital Discussant: Richard Gonzales, University of 
Connecticut
Jackson Scholars Network Research Symposium
Hansol Woo, Pennsylvania State University
Tiffany M. Squires, Pennsylvania State University
Maegan Grace Ford, Auburn University
Roberta Ballard, University of Northern Colorado
Lawrence Louis, Michigan State University

Race and Education: Unpacking the Deepening Effects of Racial 
Beliefs in U.S. Schools

Digital Discussant: Ellen Hahn, Auburn University
Liana M. Summey, Rutgers University
Lisa Williams-Ashe, University of North Carolina at Chapel 
Hill
Katherine Chang, University of Washington
Chalena Beasley, Wayne State University

The Impact of Leadership Approaches on Curriculum Decisions
Digital Discussant: Coby Meyers, University of Virginia
Jaray E. Mazique
Nicklaus Khan, Georgia State University
Joonkil Ahn, University of Illinois at Urbana-Champaign
Alexis N. Taylor, Sam Houston State University

Centering the Schooling Experiences of (Im)migrant Youth
Digital Discussant: Katherine Cumings Mansfield, 
University of North Carolina at Greensboro
Leyda W. Garcia, Loyola Marymount University
Eskender A. Yousuf, University of Minnesota
Henedina Tavares, University of Washington
Maria Magdalena Ureta Viroga, Texas State University

The Role of Social Contexts for Students’ College Trajectories
Digital Discussant:
Rick McCown, Duquesne University
Vanessa Carlita Johnson-Ojeda, University of Utah
Jessica Enyioha, Texas State University
Gail R. Charles Walters, Florida Atlantic University

The Jackson Scholars Network is so proud of all the members 
of the 2019-2021 cohort for their research and presentations. 
Symposium facilitators complimented the excellent research 
that the Scholars presented. The Jackson Scholars Network is 
grateful for the dedication and guidance that the faculty facili-
tators so willingly offered. As usual, the feedback and mentor-
ing provided at this year’s convention will serve our Scholars 
for years to come.  

The Jackson Scholars Network also hosted the annual Ju-
lie Laible Memorial Orientation Session for the 2020-2022 co-
hort members and their Mentors. Their time together included 
an overview of the expectations and responsibilities associated 
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with being a member of the Jackson Scholars Network.
In addition to the convention, the Jackson Scholars 

Network has been working to provide several informative 
and helpful webinar series for student and faculty members. 
Our December webinar was titled “2020 Convention Debrief: 
Themes, Meaning, and Application to Scholarship” and was 
hosted by Dr. Rose Rivera-McCutchen from CUNY Lehman 
College, Dr. Bill Black from the University of South Florida, Dr. 
Yanira Oliveras-Ortiz from the University of Texas at Tyler, and 
Dr. James Wright from San Diego State University. As members 
of the planning committee for the 2020 Convention, they were 
able to offer helpful insight into the development of a conven-

tion theme and the ways to move the work forward with pas-
sion, energy and diligence following convention. Our January 
webinar was hosted by Dr. Sarah Woulfin from University of 
Connecticut and was titled “Publishing Strategies to Kickstart 
Your Semester.” Dr. Woulfin led an enriching discussion where 
she outlined useful tips and processes for navigating the pub-
lishing environment. 

Stay tuned for the announcement of future webinars!
JSN @ AERA
The Jackson Scholar workshop is scheduled for Friday, 

April 9. Be on the lookout for more information soon!
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2021 is a big year for the British 
Educational Leadership, Management 
& Administration Society (BELMAS) as 
it marks the Society’s 50th anniversary. 
That’s five decades of supporting 
education through effective leadership 
and management.

To celebrate this incredible mile-
stone, BELMAS has an exciting pro-
gramme of events planned throughout 
the year. This includes an online event 
every month, three RIG symposiums 
and a very special Annual Conference in 
July…

In addition to all of this, you can 
expect more #BELMASchats, more from 
BELMAS’ Research Interest Groups and 
some exciting new projects to help keep 
its global community connected and 
growing.

https://www.belmas.org.uk/  

Weds. 17th March
Online Leadership Lecture: Carol 

Shakeshaft (webinar/Q&A)

Weds. 14th April
Online RIG symposium 1

Thurs. 22nd April
Online Governance & 

Governing RIG meeting

Weds. 12th May
Online journal symposium: 

Management in Education & EMAL

Mon. 24th June
Online Inclusion RIG meeting

Friday 2nd - Sat. 3rd July
50th Anniversary Annual Conference:  
Celebrating the Past and Looking Forward

Online; BELMAS general meeting &   
keynotes Steve Courtney  & Andy Hargreaves

Weds. 15th September
Online Leadership Lecture: Margery McMahon (webinar/Q&A)

Weds. 13th October
Online Leadership Ignite session

Weds. 10th November
Online RIG symposium 3

Weds. 16th June
Online RIG symposium 2

Weds. 30th June
Online Governance RIG meeing

Weds. 18th August
Online Doctoral/Postgraduate  
Ignite session

Mon. 11th October
Online Inclusion RIG meeing

Weds. 15th December
50th Anniversary year closing 
symposium: Ian Potter (plenary & 
presentations webinar/Q&A)
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Are you a community-engaged leader? Committed to supporting gradu-
ate students? Interested in making a lasting impact through 3 years of 
service with UCEA? If you answered yes, the UCEA Graduate Student 
Council (GSC) is looking for you! Apply to be a GSC Representative for 
the 2021–2024 term. Priority deadline is March 15, 2021, but applica-
tions will be reviewed on a rolling basis until all four to five positions are 
filled. 

Apply here: http://bit.ly/uceagsc

Did you miss UCEA’s Annual Convention in November, have a colleague that missed it, or just learn about UCEA recently? 
Well, you’re in luck! We have you covered. The recorded sessions from UCEA20 are available for on-demand viewing for 

the next 6 months. Watch any of the six general sessions, asynchronous sessions, synchronous sessions, UCEA Awards, and 
more. Over 100 sessions of Educational Leadership presentations in total!

To register for UCEA20 on-demand videos, click here or copy and paste this URL into Chrome, Safari, or Firefox:  

http://www.ucea.org/conference/registration-3/

Feel free to email us with any convention-related questions: uceaconvention@gmail.com. Happy viewing!
The UCEA HQ Team

viEw UCEA2020 
sEssions onlinE

2020–2022 UCEA Headquarters Representatives
Dasmen Richards and Lawrence Louis, Michigan State University

2019–2021 Representatives
James  “Lamar” Foster, University of Washington
Annie Maselli, Pennsylvania State University
Mariama Nagbe, University of Texas at Austin

2020–2022 Representatives
Joonkil Ahn, University of Illinois at Urbana-Champaign
Frank Gause, University of South Carolina
Lebon Daniel James III, University of Texas at Austin

CAll For UCEA GrAdUAtE stUdEnt CoUnCil

http://bit.ly/uceagsc
http://www.ucea.org/conference/registration-3/
mailto:uceaconvention%40gmail.com?subject=
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thAnk yoU to oUr 2020 UCEA ConvEntion sPonsors

In the 34 years that UCEA has held its convention, many institutions have served as generous sponsors and exhibitors. In all cases, these 
cooperative endeavors served to create a more dynamic relationship between UCEA and those institutions and organizations. UCEA 
acknowledges the substantive contributions that the following sponsors and exhibitors have made to this year’s  convention. We greatly 
appreciate their support and continuing endorsement.

donors

Carol A. Mullen, Virginia Tech University
Anjalé Welton, University of Wisconsin–Madison
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mArCh

15   Deadline, UCEA Centers Graduate Student Fellowship application:   
                 jayson.richardson@du.edu 

15   Deadline, UCEA Program Center Mini-Grant application: jayson.richardson@du.edu

15   Deadline, submit letters of interest for UCEA Review editor positions: ucea@msu.edu 

15   Soft deadline, apply to Graduate Student Council: http://bit.ly/uceagsc  

18   International Conference on Ed Leadership & Management (Virtual):  
   https://www.iealj.org/

24   UCEA Convention 2021 website opens: ucea.org 

APril
5 Excellence in Educational Leadership Award nomination deadline:  

 http://www.ucea.org/opportunities/excellence-educational-leadership-award-2/  

7–8 David L. Clark Virtual Seminar 

9 Jackson Scholar workshop/webinar

9–12 AERA Virtual Conference: www.aera.net

26 Deadline, Intent to Apply for EELP nomination: View the EELP Award Rubric.   

mAy
16 UCEA Convention 2021 proposals due 11:59 p.m. EST: www.ucea.org

16 UCEA Graduate Student Summit 2021 proposals due 11:59 p.m. EST:  
 http://www.ucea.org/graduate-student-opportunities/graduate-student-summit/

30 UCEA Convention 2021 proposal reviews due

JUnE
1 UCEA Awards nominations due: www.ucea.org

25 Deadline, EELP nomination materials: View the EELP Award Rubric. 

JUly
2–3 BELMAS 50th Anniversary Annual Conference: https://www.belmas.org.uk

oCtobEr
25 Accepted 2021 convention papers: advance copy due to session facilitator

novEmbEr
11–14 UCEA Convention 2021, Columbus, OH

2021  
CAlEndAr
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http://ucea.org
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http://3fl71l2qoj4l3y6ep2tqpwra.wpengine.netdna-cdn.com/wp-content/uploads/2014/07/EELP-Award-Rubric-.pdf
http://www.ucea.org
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http://3fl71l2qoj4l3y6ep2tqpwra.wpengine.netdna-cdn.com/wp-content/uploads/2014/07/EELP-Award-Rubric-.pdf
https://www.belmas.org.uk
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The UCEA Review is published three times a year (winter, 
summer, fall) and distributed as a membership benefit 
by the UCEA. If you have ideas concerning substantive 
feature articles, interviews, innovative programs, or 
point/counterpoints, UCEA Review section editors 
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