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“...you have to build a program that will deal with things as they are now and as they ought
to be at the same time. They go together, the ‘is” and the ‘ought.” Some people do all what
‘ought’ to be, and some do all what ‘is,” but what you’ve got to do to be effective is do the ‘s’

and the ‘ought’ at the same time, or you won’t be able to get practice and theory together.”

- Myles Horton, The Long Hanl: An Autobiography

(Horton, M., 1998, p. 131)
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Abstract

As public education works to adapt to the needs of 21*-century students and
society, the next generation of teachers and school leaders play a significant role in the
success or failure of our education system and nation. Higher education institutions
play a fundamental role in PreK-12 talent pipelines because they provide the initial
training for 90% of PreK-12 educators, as well as advanced training and development
for more experienced educators through graduate degrees and professional learning.
Despite these critical talent pipeline connections between PreK-12 and higher
education, the two are often disconnected and face significant challenges in
collaborating and partnering. These challenges are due to differences in incentives,
goals, capacity, cultures, organizational structures and theories of action.

This capstone describes the creation of a partnership between Tulane
University, a private research university, and the New Orleans PreK-12 sector with the
goal of creating high-quality, educator preparation programs that meet the needs of
PreK-12 schools and ultimately benefit both the PreK-12 sector and higher education.
I examine the work of engaging stakeholders to: 1) make the case for partnership
between the university and PreK-12; 2) develop a partnership model based on the
tenets of the Third Space; and 3) pilot the model in the development of a new special
education add-on certification pathway. The promising results of the pilot provide
support for expanding the partnership model to all educator preparation programs at
Tulane, as well as a potential blueprint for PreK-12- higher education partnerships
across the sector.



Introduction

Twenty-five years of PreK-12 public education reform in the United States have
produced much debate about the levers for change to improve outcomes for all students. A
quick scan of the education sector reveals diverse reforms such as content standards, school
redesign, pedagogy, school governance, and testing and accountability. In a loosely-coupled
system based in local control like the United States PreK-12 public education system, the
potential levers for change seem as numerous as the challenges. However, at its core,
education is a human capital-driven endeavor and system, which creates a logical and
necessary focus on the teacher and school leader pipelines as key levers for change and
improvement in the sector.

The prevalence of research, discussion, debate, and policy on attracting, training and
keeping effective teachers and leaders in PreK-12 classrooms and schools reflects this
emphasis and is visible at the national, state and local levels. Rooted in this work on talent
pipelines is the belief that an effective teacher in every classroom and a skilled leader in every
school are essential to connect every student to a great education. As public education works
to adapt to the needs of 21st-century students and society, the next generation of teachers
and school leaders play a significant role in the success or failure of our education system
and nation. How do we recruit and prepare teachers and school leaders for these vital roles?

Since 90% of teachers and school leaders receive their formal training in higher
education institutions, universities and colleges can and do play a vital role in the PreK-12
education ecosystem and could be key players in achieving the ultimate goal of high-quality
education for all students (U.S. Department of Education Office of Postsecondary
Education, 2016). Research has shown that high-quality preparation cannot happen in

isolation from PreK-12 students and schools (Boyd, Grossman, Lankford, Loeb & Wyckoff,



2008). Yet, as scholar David Cohen notes, higher education institutions “are quite remote
from the thousands of higher and lower schools in which nearly all teaching and learning
occurs” (1988, p. 19). In the 1960s, only a decade after colleges and universities became the
centers of teacher education in the United States, James Bryant Conant, a former President
of Harvard University, criticized Schools of Education noting that faculty and higher
education institutions “had shown little interest in school problems....With few exceptions,
college professors turned their backs on the problems of mass secondary education” (Fraser,
J.W. & Lefty, L., 2018, p. 19). These criticisms persist; however, the mutualistic relationship
between higher education and Prek-12 creates strong impetus for change. Creating
collaborative spaces for educator preparation programs and PreK-12 institutions to work
together to solve sector programs holds promise for addressing issues of recruitment,
retention, preparation and support of teachers and leaders.

This capstone focuses on the reimagining of educator preparation at Tulane
University in New Orleans, Louisiana. Beginning in the summer of 2019, I created a strategic
plan for increasing Tulane’s presence and impact on the talent pipeline for PreK-12 schools
as a way to support the public service mission of the university and as a potential revenue
generator. Tulane’s current Teacher Preparation and Certification Program (TPCP) is small
with little influence or engagement with the local PreK-12 sector. Educator preparation at
Tulane is considered by many internal and external stakeholders to be a blank slate because
of the small number of teachers it produces (less than 20 each year), as well as the current
efforts to reorganize and reimagine it.

New Orleans is a unique and challenging context for tackling the educator talent
pipeline. In the aftermath of Hurricane Katrina in 2005, New Otleans and more broadly,

Louisiana, have served as crucibles for education reform in the United States. Louisiana



continually ranks near the bottom in the nation on different measures of PreK-12 public
education, including the National Assessment of Educational Progress and the U.S. News and
World Report rankings (National Assessment of Educational Progress [NAEP] State Profiles,
2019; Ziegler, B., 2019). However, the state’s ambitious policy agenda and post-Katrina
reforms in New Otleans have generated national attention.

As of the 2019-20 school year, New Orleans (NOLA) Public Schools is the nation’s
first all-charter, open enrollment district. It serves more than 48,000 students in 86 schools
with 41 charter management organizations. Ninety-one percent of students in the parish
identify as students of color with more than 80% of students classified as economically
disadvantaged. The public school population is not representative of the city as a whole,
where 40% of residents are White. More than 25% of students in Orleans Parish are
educated in independent schools, and the region has a long history of private education
through parochial and independent schools with more than 230 schools currently in
operation (Otleans Parish LA Education data, N.D.). Achievement results on standardized
tests have improved since Hurricane Katrina, but this upward growth has leveled off since
2016 (Hasselle, 2019). In addition, there is continuous debate about the impact of these
reforms on students, families, and communities.

During the fifteen years of reforms, persistent educator workforce shortages have
been a pervasive issue. From 2018 to 2019, NOLA Public Schools experienced a 40%
turnover of school and CMO leaders and a teacher attrition rate of 30%. These turnover
rates are double those before Hurricane Katrina and typical of the last five years, and these
trends are expected to continue for the foreseeable future (Brown, 2015). These rates are
significantly higher than rates nationally where rates are estimated to be 18% for principals

and 16% for teachers (Carver-Thomas & Darling-Hammond, 2017; Levin & Bradley, 2019).



Prior to Katrina, 71% of the teaching force was Black, but by 2014, this percentage had
dropped to 49%. Based on current hiring trends, the percentage of teachers of color is
predicted to continue to decline (Barrett & Harris, 2015).

The remaking of the New Orleans schools post-Hurricane Katrina focused on
autonomy with high accountability. Policy removed certification requirements for educators
in New Orleans, but it also increased “requirements and opportunities to hold teachers
directly accountable for performance” (Barrett & Harris, 2015, p. 4). Thus, most charter
schools in NOLA Public Schools do not require teachers or leaders to be licensed, though
many schools prefer certified teachers, with some schools advertising their high rate of
certified staff as a part of their student recruitment campaigns. The Education Research
Alliance found that from 2003 to 2013, the percentage of certified teachers dropped from
79% to 56% (Barrett & Harris, 2015). The Urban League’s analysis of the Louisiana
Department of Education’s 2016-17 Southeast Region Educator Workforce Report revealed
that 24% of special education courses were taught by out-of-field educators, and schools
with F-ratings in the state accountability system had higher percentages of educators who
were uncertified or teaching out of field (Govan, 2019). New Schools for New Orleans
(NSNO) and TNTP, key players in teacher preparation and retention in New Orleans, cite
that despite the lack of certification requirements many teachers seek opportunities to earn
credentials and advanced degrees in order to grow professionally and expand future career
options.

Many scholars and reformers point to the rare “blank slate” opportunity Hurricane
Katrina provided for reimagining a “failed” PreK-12 public education system in New
Orleans. This blank slate applied not only to governance and the charter versus district

landscape, but it also created an engineered fabula rasa for talent. During the period of school



closures that followed Hurricane Katrina when many of the city’s residents were still
evacuated, legislation was passed that terminated every Otrleans Parish school employee
including all teachers and school leaders. The talent pipeline was recreated with an
intentional focus on recruiting nationally to bring in talented, young people from outside the
city to teach and lead in the newly created charter schools. Currently, more than 25% of the
teaching workforce is supplied by Teach for America (New Schools for New Orleans, 2019).

The decentralized and autonomous structure of NOLA Public Schools and the high
turnover of leaders and teachers mean that higher education- PreK-12 partnerships are more
challenging than in traditional systems. Often, teacher candidate field experiences and other
examples of higher education- PreK-12 partnerships are limited to those schools and
systems where faculty have relationships with school leaders and experienced teachers. The
lack of centralization in the New Orleans system means that partnerships are even more
relationships-based and scatter shot. In addition, many of the single-site charter schools or
small CMOs have limited capacity for partnership. They operate as small school districts
without the economy of scale of traditional districts. Many do not have curriculum or
teacher support services, roles commonly seen in larger systems districts because there is not
enough money to fund these types of positions. These and other roles are often key in
establishing and maintaining strong partnerships for quality educator preparation and
collaboration between higher education and PreK-12.

The autonomy of the local schools stands in contrast to the push for coherence and
alignhment between teacher preparation and PreK-12 that state officials view as key levers for
reform. In many ways, New Orleans is an island of autonomy in a state laser-focused on
centralization and coherency. The former state superintendent, John White, who left the

post in March 2020, was the longest serving state superintendent in the country, and his
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high-profile tenure has been described with words like “audacious” and “reform-focused.”
Some of the work he led was focused on increased accountability for educator preparation
programs including alignment of teacher preparation to PreK-12 talent needs and priorities.
In an exit interview with The 74Million, he summarized his philosophy by stating,
“Autonomy flourishes in the presence of coherency” (Hawkins, 2020). The sweeping
reforms at the state level over the last eight years have large implications for teacher
preparation. One key reform requires all teacher candidates to complete a full-time, year-
long residency to earn certification. The state has also used provisions of the Every Student
Succeeds Act to implement the Teacher Preparation Quality Rating system, a public rating
process for teacher preparation providers that evaluates programs based on factors such as
meeting educator workforce needs for partner schools and districts and the quality of
graduates based on value-added measures during the first few years of teaching.

In contrast to the PreK-12 education system, Tulane University has reimagined itself
in a very different way. Tulane is an elite, private research university with a student
population of more than 13,500. Post-Katrina, Tulane worked hard to increase its selectivity
and reputation. It currently boasts an acceptance rate of less than 14% with more than 85%
of students coming from more than 300 miles away with the average student from more
than 900 miles away (Burch- Celentano, 2018). In contrast to this push for national status
and prestige, Tulane has a 130-year history of educating the local community and working
adults. Much of this work is currently connected to the School of Professional Advancement
(SoPA), which offers a variety of certifications, as well as bachelor’s and master’s degrees.
Courses are offered in various modalities including online, in-person and blended in order to
meet the needs of working adults. Under the leadership of a new Dean, SoPA has rebranded

and expanded over the past three years, as well as created innovative partnerships, including
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articulation agreements with local community colleges to increase the enrollment and
matriculation of local students into the Tulane community.

At times, the work at SoPA is constrained by the status of Tulane both because of
the public perception of Tulane as an elite, wealthy, White institution, but also because the
work of SoPA is seen by some internal stakeholders as a dilution of the brand Tulane is
working to build. In late 2018, the Teacher Preparation and Certification Program (TPCP)
was moved from Newcomb-Tulane College (NTC), the home of traditional undergraduate
students, to SoPA with the goal of expanding Tulane’s PreK-12 education programs. This
move offers the opportunity to reimagine educator preparation at Tulane, as well as redefine
and expand the role Tulane plays in the PreK-12 education ecosystem.

Tulane’s TPCP produced almost 200 certified teachers in the last 15 years, most of
whom teach outside of New Otleans, many in independent schools. Tulane does not offer
education degrees, though students can earn a Louisiana teaching license in PreK-3 or grades
6-12 through the post-baccalaureate alternative certification program. Typical enrollment in
TPCP courses is around 250 students a semester with 10-15 certified graduates per year.
Moving teacher preparation to SOPA from NTC creates the opportunity to recruit
individuals who are native New Orleanians, some of whom may already be working in
classrooms. It also creates a much more diverse pool of potential teachers. The current
TPCP program teacher candidate population is 15% students of color, while SOPA’s student
body is around 50% students of color.

The initial question posed by Tulane for my residency was: What role can and should
Tulane play in the local, state and national PreK-12 education ecosystem? Based on my
research, I proposed a more specific essential question for the residency: How can Tulane

positively impact local educator talent pipelines? The focus of this capstone is the creation of
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a coordinated partnership rooted in the concept of the Third Space between Tulane and
PreK-12 that grounds the work of educator preparation at Tulane in these questions,
connects the work to practice and the challenges of local schools, creates opportunities for
shared problem-solving and builds internal buy-in and support within the university for the

expansion of educator preparation at Tulane.
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Review of Knowledge for Action

The following summarizes relevant research on teacher preparation, change theory
and partnerships and connects these bodies of research to the context of New Orleans and
Tulane University.

Educator Preparation as a Lever for Change in the Sector and the Current State of Teacher

Preparation in Louisiana

Research shows that the classroom teacher is the single most important in-school
factor impacting student academic achievement and post-secondary success (Darling-
Hammond, 2000; Stronge & Hindman, 2003). Newer studies link the quality of a student’s
teacher to their future financial success such that replacing a teacher in the bottom 5% with
an average teacher increases lifetime earnings of a student by $250,000 (Chetty, R., Friedman
& Rockoff, 2014). Similarly, studies of school leadership have shown that the impact of an
effective school leader is second only to classroom instruction among in-school factors
impacting student achievement and has the largest effect sizes at struggling or turnaround
schools (National Association of Secondary School Principals & National Association of
Elementary School Principals, 2013).

The effectiveness and skill of individual teachers vary widely, and research does not
provide clear answers for how to improve teacher quality. Some studies cite a positive
correlation between student achievement and licensure or traditional training pathway and
others show no correlation (Kane, Rockoff, & Staiger, 2008; Shuls & Trivitt, 2013). The lack
of correlation with effective teaching in studies of variables such as licensure, advanced
degrees and type of preparation programs are more indicative of the high variability and
often poor quality of the interventions rather than an indictment of their potential for

impact. The Every Student Succeeds Act (ESSA) passed in 2015 and the subsequent

14



revisions to Title IT of the Higher Education Act do not take a stand on traditional or
alternative teacher preparation pathways. They do, however, emphasize the important role of
teacher preparation in PreK-12 by requiring states to develop evaluation systems for their
teacher preparation programs linking student achievement and growth measures to the
teacher preparation program where the teacher was trained (Kuenzi, 2018). In response to
this legislation, Louisiana’s Teacher Preparation Quality Rating (TPQR) system launches in
2020-2021. TPQR codifies the state’s vision for high quality teacher preparation and creates
high-stakes accountability measures for educator preparation programs. The system
produces a quality rating score for educator preparation programs that is based on three key
elements: preparation program experience including quality of candidate selection and
learning experiences; meeting educator workforce needs which measures the percentage of
program completers in high-need certification areas and schools; and the impact of graduates
on PreK-12 student learning as measured through state assessments and value-added
measures (Hannan, Hamilton & Kaufman, 2019).

Where do most teachers receive their training? Non-IHE teacher preparation
pathways have grown in number since their reintroduction in the 1980s, but Title II data
continue to show that the vast majority of new teachers are trained through institutes of
higher education (IHEs). For example, in 2013-14, 91% of enrollees in teacher preparation
(more than 422,000 nationally) were enrolled in traditional or alternative certification
pathways through IHEs (U.S. Department of Education Office of Postsecondary Education,
2016). More relevant to the work described here, Louisiana had 37 teacher preparation
programs offered through IHEs with less than 2400 completers across all grade levels and
subjects in 2016-17 (Title II Reports, 2018). To put these numbers in perspective, the two

largest school districts in the New Orleans area both hire more than 900 teachers every year.
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In 2019, John White, the Superintendent of Education for the state, and other officials called
attention to the chronic and projected growth of the teacher shortage in Louisiana.
Enrollment in teacher preparation programs in Louisiana dropped 18% since 2011. More
than 20% of classrooms in the state are led by teachers who are uncertified or are teaching
content outside the scope of their license and preparation (Sentel, 2019). In Otleans Parish,
the percentage of uncertified teachers is closer to 45%, and students in high poverty/ high
minority schools are almost twice as likely to be taught by an uncertified or out-of-field
teacher relative to students attending low poverty/ low minority public schools (Barrett &
Harris, 2015; Govan, 2019).

Overview of Trends and Research on Effective Teacher Preparation.

How does a teacher learn to teach? Both research and my experience suggest that a
teacher’s conception of teaching stems from her experiences as a primary and secondary
student, as well as her formal training in a teacher preparation program, apprenticeship type
learning through a practicum or residency, and on-the-job learning as a classroom teacher
(National Research Council, 2000). Teacher preparation has often been found to be the
weakest of these influences with a teacher’s experience as a K-12 student and clinical
experiences in the classroom cited as more influential (American Association for Colleges of
Teacher Education, 2010; Darling-Hammond, 2006). A meta-synthesis analyzing teacher
quality of 14 different types of preservice teacher preparation practices found that the
highest leverage components of teacher preparation include: “1) extensive student teaching
and clinical experiences, 2) explicit instruction and practices for students to learn how to
teach; 3) faculty and clinical supervision, coaching and mentoring; 4) active student
participation and engagement in knowledge and skill acquisition” (Dunst, Hamby, Howse, &

Wilkie, 2019, p. 21-22).
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In recent years, the pressures on teacher preparation to improve increased
substantially both in terms of the amount of content and expected results with accountability
measures mirroring those of K-12 public schools implemented across the country. An
analysis of teacher preparation over the last 50 years by Cochran-Smith, et al. (2016) revealed
three major trends in teacher education: increased and unprecedented attention to teacher
quality and accountability, revision of content and pedagogy based on the changing
conceptions of how people learn and what they need to know, and an emphasis on meeting
the needs of increasingly diverse student populations and addressing growing inequality. This
research supports the importance of high-quality clinical experiences in preparing effective
teachers. Recent studies also suggest that pre-service teachers who have clinical experiences
in high-needs schools coupled with expert mentoring are more likely to choose to teach in a
struggling school and are also more likely to stay teaching in these settings (Whipp &
Geronime, 2017; Ronfeldt, 2012). Though effect sizes vary, research suggests that race-
matching between students and teachers (when students are placed in classes with teachers
who identify as the same race as the student) benefits students (Egalite, Kasida & Winters,
2015; Lindsay & Hart, 2017; Wright, Gottfried, & Le, 2017). In addition, emphasis on
building cultural competency is also an important consideration for educator preparation
programs (Aronson & Laughter, 2016). Less than 20% of undergraduates in Newcomb-
Tulane College identify as students of color in contrast to almost 50% of students at SOPA.
The expansion of undergraduate educator preparation at Tulane has the potential to decrease
diversity in the local teaching force, but the connection to SoPA, as well as program
recruitment strategies, could positively impact the number of Tulane-trained educators of

color entering the workforce.
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Restructuring Teacher Prep (Overview of models of higher education/ PreK-12
partnerships)

University educator preparation programs have often been criticized for overvaluing
theory and knowledge compared to teaching practices and preparing novice teachers for the
complex realities of the classroom. This ivory tower argument also reflects the often-present
disconnect between educator preparation programs and the schools and communities they
serve. This isolation breeds criticism from some teachers and education leaders around the
undervaluing of practice over theory, and the preference for faculty with research
backgrounds over those with a proven track record of success in the PreK-12 classroom. In
their book on school-university partnerships, Holen and Yunk (2014) describe the following
common features:

® Infrequent school visits from faculty and rare interactions between teachers
and university faculty;

® Deficit-thinking toward teachers by university faculty and teachers’
perception of faculty as naive and disconnected from practice

e Little or no input on teacher education programs from district leaders;

® Minimal support for teacher professional development from university
partners;

® Lack of collaboration on identifying areas for research or on school
improvement among teachers and university faculty;

e Little or no incentive provided to teachers for mentoring a student teacher,
while teacher preparation programs struggle to identify student teaching

opportunities for candidates;
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® No engagement between the student teacher and placement school prior to
the start of the school year with little to no exposure of the student teacher
to the background and context of the school.

However, there are models that defy this paradigm. In the late 1980s, Professional
Development Schools (PDS), a new model of teacher preparation and school-university
partnership, emerged as a way to address the gap between theory and practice common in
the teacher preparation experience. The PDS model establishes a community of practice that
includes experienced teachers and novice teachers co-located within a school community. By
including K-12 practitioners and university faculty in the learning community, stronger
partnerships among theory, research and practice are forged, creating a robust learning
system in which novice teachers can train and grow (Darling-Hammond, et al., 2005).

Boyd and colleagues (2008) developed a framework of core practices in teacher
education that includes the following elements: representation of practice, decomposition of
practice, and approximation of practice. Representations can include case studies, stories
from practitioners, videos of actual practice, lesson plans, modeling, student work, and live
observations. Breaking down the complex practice into parts- or decomposition of practice-
helps novices visualize and analyze a practice in order to develop fluency. Approximations
allow novice teachers to enact elements of practice in an environment of high support and
reduced complexity. These include role-playing and rehearsals, as well as student teaching,
and all of these require strong connections to schools and practice.

In 2016, the Louisiana Department of Education passed policy requiring all teacher
preparation programs to include a year-long residency experience. Based on the medical
residency model, key characteristics of the teacher candidate residency experience include

district-university partnership, robust clinical experience, competency-based coursework
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integrated into the clinical experience, special attention to mentor recruitment and selection,
clustering of residents at school sites, as well as financial support and incentives for
candidates during the residency year. Early studies of the model show positive impacts on
recruitment, especially for those programs with specific goals around diversifying the teacher
workforce, as well as higher retention of teachers in the profession and positive impacts on
student achievement (Guha, Hyler, & Darling-Hammond, 2016).

Moore’s Strategic Triangle

Higher education plays a vital role in addressing issues of both quality and quantity in
the education talent pipeline at the local, regional and national levels. Boyce (2003) describes
higher education institutions as “loosely-coupled systems with diffused decision making and
goal ambiguity” (p. 120), resulting in strong resistance to change. Reimagining teacher
preparation and strengthening the partnership role of higher education in the K-12
education ecosystem requires collaboration, communication, and coordination among
numerous stakeholders and represents significant change at the organization and system
levels. Considerations for leading this type of change initiative are found in the frameworks
described below.

Mark Moore’s strategic triangle provides a framework for management and change in
the public sector. Though Tulane is a private university and not a traditional part of the
public sector, the tenets of Moore’s triangle are a reasonable and helpful framework as the
work centers on engagement and partnership with the public PreK-12 education sector, and
as a loosely-coupled system, the university itself in many ways resembles and functions like
the public sector. Moore’s triangle includes three key elements for leaders to consider when
leading change. First, agreement on the outcomes or public value across stakeholders is

needed. Second, the authorizing environment or the sources of legitimacy and support that
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create value must be identified and addressed. The third element is operational capacity. In
order to produce public value, there must be sufficient resources across stakeholders to act
on the change (Moore & Khagram, 2004). As shown in Figure 1, a revised version of the
strategic triangle developed by Adriana Chavarin-Lopez and Courtney Van Cleve (2018)
includes the role and implications of the leader’s identity and experience in decision-making

and leading change in education as central to the strategic triangle.

\’7

Moore’s strategic triangle including leader identity and experience. Adapted from

Public
Value

Figure 1

Moore and Khagram (2004, p. 3) & Chavarin - Lopez and Van Cleve (2018, p. 2)

Partnerships and the Third Space

There is no single solution to the seemingly intractable problems in PreK-12 public
education in New Otleans, the state of Louisiana, or the nation. The persistent and
pervasive achievement gap and chronic teacher and leader shortages cannot be solved by

higher education or schools by themselves. Traditionally, higher education has been
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responsible for research and theory, while PreK-12 owned practice and the translation of
theory to practice. Interorganizational partnerships hold the possibility of accomplishing
what no single partner can do alone. Hora and Millar (2012) outline three types of education
partnerships: ““limited’ partnerships, one organization clearly directs the actions of others;
‘coordinated’ partnerships, horizontal coordination but no centralized governance; and
‘collaborative’ partnerships, partners are tightly coupled and employ a consensus-based
governance system” (p. 7).

The work outlined here is best suited for a coordinated partnership with PreK-12
entities including schools, CMOs, and support organizations working together with Tulane
and SoPA through a flat governance structure where no single organization is in charge and
each organization is coordinated toward common goals but working on its own with little
authority over the other (Hora & Millar, p. 110). The university has little experience or
expertise in PreK-12, while PreK-12 stakeholders have deep knowledge of needs in the
sector but limited capacity and resources. Tulane and PreK-12 do not compete for resources
or have authority over one another. While Zimpher & Howey warn that partnerships should
be mission-driven, citing that too many school-university partnerships are “boutique in
nature, dependent on the enthusiasm and interests of isolated faculty” (p. 122), a
coordinated partnership creates the space for learning and shared problem-solving and is a
realistic model considering the lack of connection and collaboration between the two.

Partnerships develop through a life cycle with distinct phases (Gray, 1989). The first
phase- “the convening”- involves assessing potential partners and their capacity to engage in
the work. The second phase is negotiation, which involves building a common
understanding and knowledge of the problem with each partner sharing their ideas of

solutions. Finally, the third phase centers on implementing the agreement decided upon in

22



the negotiation phase. (p. 72). Gray also describes the driving and restraining forces for
partnership formation. Restraining forces on a Tulane-PreK-12 partnership include fear of
damaging reputation, differing views of the value of partnering and cultural differences (p.
72). The work in this capstone focuses on the initial convening and negotiation phases of
the partnership. The central goals of these phases include defining the problem(s),
identifying shared values and building trust, and visioning within the partnership, while also
building a coalition and leadership support for the engagement in PreK-12 across Tulane.
Central to creating a mutually beneficial partnership space is the concept of the Third
Space. The concept was originated by Homi Bhabha, an influential cultural and post-colonial
theorist who “refers to the interstices between colliding cultures, a liminal space ‘which gives
rise to something different, something new and unrecognizable, a new area of negotiation of
meaning and representation” (1990, p. 211). (See Figure 2). Borrowed from such fields as
cultural studies, urban planning, and geography, the Third Space creates a new hybrid that
combines features of each of the entities to create a new space with different properties than
the entities alone (Klein, Taylor, Onore, Strom & Abrams, 2013). Taken further, Routledge
defines the Third Space as deconstructing barriers “between the academy and the lives of the

people it professes to represent” (1996, p. 400).

Higher

Education

Figure 2: Visual depiction of the Third Space.
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In education, the discussion of the Third Space is often limited to the teacher
residency literature and the elevation of practitioners to key roles in preparing teachers, as
well as the dissolution of the theory-practice divide. The district, the community, and the
university are partners of equal status in the Third Space (Klein, et al., 2013). However, the
Third Space literature is often not explicit about infrastructure and processes as it is based in
constructivist thinking and is continually evolving. The conceptual frame of the Third Space
with the more contextual and defined elements of the coordinated partnership described by
Hora and Millar, and when coupled with Gray’s stages of partnership, suggests a process for
creating legitimacy and support among internal and external stakeholders. Drawing from the
Third Space, an effective partnership between Tulane and the local PreK-12 education sector
requires humility and transparency around the challenges and limitations each partner faces,
as well as thoughtful attention to creating a space where each set of stakeholders has equal
status and authentic voice. This is especially challenging when the university is a prestigious
institution. Gray and Hora and Millar’s work highlight the importance of defining the
partnership, aligning stakeholders around common, mission-driven goals, building trust, and

developing processes that operationalize all of these.
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Theories of Action and Design Principles

Based on the summary of relevant bodies of research summarized in the Review of
Knowledge for Action, as well as interviews with internal and external stakeholders, I drafted
design principles and a strategic plan for PreK-12 engagement at Tulane. (See Appendix A
for summary of strategic plan). The design principles were to:

® Increase quantity, quality and diversity of teacher candidates for the region.

® Provide opportunities for advancement and growth for practicing teachers to

improve retention and support stability in the system.

® [Leverage existing strengths and resources of Tulane and SoPA.

® Model practice-based, future ready learning.

® Partner and problem-solve with stakeholders across the sector.
The design principles were also used to draft theories of action. Included below are my
rendering of the theory of action for Tulane and SoPA, as well as a separate theory of action
for my role and leadership. I include both theories of action in order to compare and
contrast the outcomes-focused orientation of the Tulane and SoPA theory of action with my
own system and process-focused theory of action.
For Tulane/SoPA:

If Tulane/SoPA creates hybrid and on-line degree and certification programs in

educator preparation tied to robust market analysis;

And targets and markets these programs using the Tulane brand and the flexibility of

on-line degree programs to generate local, regional, and national interest among

post-baccalaureate students leading to larger and potentially more diverse student

enrollment, while also partnering locally in educator pipeline needs and development;
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Then Tulane/SoPA will create a financially viable and sustainable educator
preparation pipeline model that makes a positive contribution to the local and
regional talent pipeline and improves the financial positioning of the university.

My Theory of Action:

If I create the authorizing environment internally at Tulane and SoPA to design,
implement and sustain high-quality, impactful educator preparation programs;

And if I support Tulane and SoPA in forging collaborative partnerships with the
PreK-12 education community representative of New Orleans student communities;
And if I facilitate the creation of a Third Space where Tulane faculty and
administrators collaborate with local educators, students, families and community
leaders to problem-solve and partner to address needs and challenges in the PreK-12
sectof,

And if the Third Space supports the creation of a coordinated partnership including
infrastructure and processes that root the educator preparation programs strongly in
the community, the real work of schools and classrooms, as well as research-based
practices;

Then Tulane and SoPA will create and sustain dynamic, responsive educator
preparation programs with increased enrollment and impact that better prepare
teachers and leaders to teach and lead;

And schools in New Orleans, the state of Louisiana and beyond will have more high-

quality, diverse educators who are prepared to support the success of students.
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Description of the Strategic Project

I used my assessment and knowledge of the context of higher education, Tulane,

SoPA and the local public education sector to choose a strategic project that could serve as a

proof point for the design principles, strategic plan and theory of action. Based on this

analysis and applying the tenets of the strategic triangle, I chose to create a special education

certification pathway based on the summarized criteria below:

High need externally and felt need internally. Certified special education teachers
were in high demand locally and statewide. TPCP students and faculty also
identified special education as a weakness in the existing training programs at Tulane.
Low policy barriers. The new pathway required limited approval at the university
and state levels, which allowed me to move quickly.

Blank slate. There are fewer barriers in applying the design principles and theory of
action to the creation of a new pathway and program versus revamping existing
work.

Proof point. The timeline to develop and launch the pathway was short and could
demonstrate the efficacy of the approach and design principles to influence the
broader scope of work and PreK-12 engagement at Tulane.

Positional authority and resources. The resources including funds and personnel

were available, and I had the authority to launch the pathway.

The scope and timeline of the strategic project is summarized in Figure 3. I discuss the

project in three phases based on the three elements of the strategic triangle.
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Figure 3: Overview of timeline of strategic project.
Phase 1: Choosing the Strategic Project and Proof Point: Building Public Value

Early in the residency, Tulane’s lack of connection and meaningful engagement in
PreK-12 arose as key challenges. In my first three months at Tulane, I attended numerous
community events related to education and met with more than 35 stakeholders. I
conducted interviews focused on the perceptions of Tulane in the community, the needs and
challenges of the local education sector, and ideas about the role Tulane and SoPA could
play in the local PreK-12 sector. My interviews with external stakeholders uncovered several
key themes: 1. Information gap: More than half of stakeholders did not know that Tulane
had a teacher preparation program and/or the community-serving mission and cost
structure of SoPA with tuition commensurate with local public universities.; 2. Reputation:
The reputation of Tulane as an elite private university with high tuition costs and a mostly
non-local student body raised doubts about the impact Tulane could have on local and
regional teacher pipelines. Both potential partners and advisors expressed doubts about
whether local schools and districts with limited capacity would believe in the potential of a
Tulane pipeline and partnership enough to invest time and energy; 3. High need: Despite

these doubts, the large and potentially growing educator workforce needs in the local
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community and region were cited as both timely for Tulane’s expanded engagement and as
potential levers for overcoming belief gaps. There was near-universal interest in Tulane
expanding work in the field PreK-12, but this enthusiasm accompanied concerns about the
historic disconnect and lack of engagement with PreK-12 public schools and how this would
affect the quality, relevance, and success of current and future programs.
Themes from internal stakeholder interviews included:
® concern about diluting Tulane’s growing prestige noting that the high cost
and increasing admissions standards were a mismatch for the teaching
profession;
® mismatch between local preK-12 talent pipelines and an undergraduate,
majority-White and non-local undergraduate student body that lacks the
cultural and historical ties to the region and does not stay in New Orleans
post-graduation;
® beliefs that the local public education sector was too broken such that
engagement represented a risk for the university.
However, this risk assessment was accompanied by interest in Tulane supporting the local
schools and community, as well as recognition of the revenue opportunities associated with
expanding educator preparation. These discussions revealed several key assumptions among
internal and external stakeholders. First, teacher preparation at Tulane would be designed for
undergraduate students. Second, teacher preparation was not a match for Tulane’s brand and
worked against the prestige the university had built in the last decade. Lastly, the cultural
mismatch between Tulane and the local PreK-12 public schools meant that contributions to
the local talent pipeline would largely be similar to Teach for America or other short-term

talent solutions. These assumptions made me think more deeply about public value and the
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authorizing environment internally and externally, and they also affirmed the partnership
focus as key to shifting assumptions both internally and externally.

Through my meetings with stakeholders internal and external to Tulane, I also
learned that there was fear and lack of knowledge of the local PreK-12 sector internally at
Tulane. In 2018, the student newspaper published an article exploring which side Tulane was
on in the PreK-12 debate locally. Was Tulane pro-reform? The Tulane professors who were
interviewed were adamant that Tulane had not and would not take sides on the charter-
system debate (Milwit, et al., 2018). However, the Education Research Alliance and Cowen
Institute, both associated with Tulane, are often viewed by the community and education
sector as pro-reform in part because they were created shortly after Hurricane Katrina.
Outside stakeholders often communicated a lack of belief in Tulane’s commitment and/or
ability to be supportive of the talent pipeline or local schools. Student and faculty
demographics were also noted in these discussions. Tulane’s mostly White, non-native
student body, faculty and administration were cited as barriers to engagement and
partnership with PreK-12. These challenges and threats to the work reinforced the key role
the Third Space partnership model could play in building public value by solidifying and
demonstrating Tulane’s commitment to the work to outside stakeholders, as well as the
opportunity to build the internal authorizing environment by engaging the broader Tulane
community and university leadership.

Current Partnership Structures at SoPA

Because partnership and “designing with rather than for” arose as key themes in
both my partnership research and in interviews with external stakeholders, I explored
existing partnership structures at Tulane and SoPA. SoPA values partnership and input from

stakeholders from the field due to its focus on applied degrees and programs. This emphasis
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is apparent in its staffing structure, which consists of non-tenured Professors of Practice or
adjuncts who are currently working in the field or have extensive industry experience, as well
as its governance structure, which leverages Industry Advisory Councils for each academic
program. These councils provide input on program competencies and coursework and
evaluate the program’s relevance to the field. They are also part of the approval process for
new and revised certifications, degrees and pathways. They meet annually or more frequently
as needed with SoPA and program leadership, as well as key faculty.

The Teacher Certification and Preparation Advisory Council was created with a
different purpose than the industry councils of other SOPA programs. Its membership
consisted of individuals internal to Tulane representing departments, or other entities that
influenced or played a part in the NTC undergraduate program including admissions,
advising, service learning, as well as academic departments and centers such as psychology,
global studies, and the Cowen Institute, created post-Hurricane Katrina to study and
advance public education in New Orleans. All but one member of the council worked for
Tulane. The membership reflected the positioning of TPCP in the university prior to the
move to SoPA, and the council’s primary goal of elevating the status of TPCP among the
Tulane community in the absence of an education major or school. Based on a review of
past council meeting agendas and observation of a meeting in August, meetings were largely
information-sharing. For example, the meeting I observed included a PowerPoint
presentation by the TPCP director with updates on staffing and courses, as well as an
overview of the teaching, learning, and training minor for which the program sought
approval. Packed with information, the only questions that were asked by the council during
the meeting were clarifying or involved questions about advising. Though not directly stated,

the goal of the meeting was information-sharing with key individuals in hopes they would
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advocate for the program in their respective departments or share information with potential
students. More broadly, the TPCP Council focused on the internal authorizing environment
by building legitimacy and support within Tulane for educator preparation programs.

In order to build the internal will and commitment to expanded engagement in
PreK-12, as well as address the skepticism among external stakeholders, I needed a
mechanism to bridge these belief and knowledge gaps and build public value for both
Tulane’s engagement with PreK-12 and the special education licensure pathway. By building
coordinated partnerships and collaborative relationships with local PreK-12 public schools
and stakeholders, I could create collaborative spaces that could foster dialogue and
relationships to overcome these belief gaps, as well as support the design and
implementation of a high-quality program that meets the needs of the regional education
sector. The partnership could also create the infrastructure and processes for designing and
sustaining high-quality educator preparation programs at SOPA into the future by allowing
collaborative design mechanisms, creating feedback loops for continuous improvement, and
operationalizing the idea of designing with rather than for. Could I work to develop
collaborative spaces and coordinated partnerships with local PreK-12 stakeholders that
would ultimately benefit both the PreK-12 sector and the university?

Beyond the move of the TPCP to SoPA, the internal authorizing environment
experienced opportunistic shifts supportive of the creation of the partnership. SoPA
leadership redesigned the TPCP director role from a more management and compliance-
focused role to a broader leadership role. The newly conceived Director of PreK-12
Programs at Tulane was responsible for visioning and expansion of PreK-12 programs at

SoPA and Tulane with the express charge in the job description to “cultivate and convene
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stakeholders from both the public and private sectors.” I was hired into the director role
five months into the residency.

I proposed the partnership model as an initial focus and fundamental approach to
the work. I established the goals below based on the theories of action and design principles
described previously. These goals were shared with SoPA leadership, TPCP faculty and staff,
as well as external stakeholders.

a) Demonstrate and articulate Tulane’s commitment to PreK-12 with internal
and external stakeholders;

b) Create and nurture stronger relationships among faculty and local K-12
stakeholders to inform program design, implementation, and clinical
experiences;

c) Collaborate with PreK-12 stakeholders on identifying and solving common
problems such as teacher pipeline challenges, support of new and
experienced teachers, and creation of career advancement pathways for
educators;

d) Build responsive design principles into educator preparation at SOPA so that
it is strongly linked to the local K-12 community and rooted in practice.

Identification of the Special Education Pathway

During my entry into residency as I attended events and interviewed stakeholders,
special education was noted as an area of concern and need. From March 2019 to February
2020, The Lens, a local nonprofit news organization, published more than 15 news pieces
related to special education issues and challenges in Orleans Parish. In addition, the state of
Louisiana previously designated special education as an area of severe and persistent talent

shortage. Due to these shortages, schools and parishes across the state employ various
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strategies for recruiting and even training teachers in special education, including offering
pay incentives to teachers with special education credentials and/or paying for teachers to
complete coursework to add special education to their existing certification. Internally,
TPCP faculty noted that existing coursework in the general education pathway needed more
focus on teaching and supporting diverse learners, but they did not feel they had the
expertise to address these deficiencies. This was also reflected in the 2018 TPCP Alumni
Survey where 50% of respondents ranked the program as developing or marginal in
providing them with the skills to design instruction for students with individualized
education plans or 504 plans. In addition, the Teacher Preparation Inspectorate on-site
review conducted in spring of 2019 noted deficiencies in explicit instruction in
differentiation for all learners. In October, I attended a special education panel that the
program hosted annually, and several students who attended noted that much more time and
experience was needed on the topic of diverse learners. Those who were already teaching
expressed frustration at their lack of preparation and the resources available at their schools
to support their students with special needs.

By late November, I identified the special education certification pathway as a high
public value (and therefore legitimate) pursuit for Tulane. The high demand for special
education teachers in the external environment helped drive public value internally because it
provided a clear local market for students for the pathway. It also connected to the theory of
action for Tulane and SoPA, because the pathway was poised to make a positive
contribution to the local community while also generating revenue. I analyzed Louisiana
policy related to special education teacher preparation and found low barriers for
implementing an add-on licensure pathway in mild-to-moderate disabilities. Policy required

candidates to take six courses and pass a Praxis exam. The policy prescribed the titles of the
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classes and therefore broad categories; however, it left significant room to design a program
and therefore represented an opportunity to leverage the partnership model. The pathway
could serve as the proof point because it had clear public value internally and externally and
addressed the challenges and changes needed in the internal and external authorizing
environments. It could also serve as inspiration for the broader, bigger goals in the theory of
action, as well as an application of the design principles. One key aspect supporting these
goals was the clear focus on practicing teachers and the local community as the primary
student pool. Because it was a new program and an area in which Tulane lacked experience
and expertise, partnership with PreK-12 would need to be a key feature of the design and
implementation. In addition, launching a new special education add-on licensure program
did not require state or Southern Association of Colleges and Schools (SACS) approval, so
the timeline fit well within the scope of the residency.

Phase 2: Operational Capacity

Another key aspect of the decision to launch the special education certification
pathway as a proof point was operational capacity. After being named director in November,
I pitched launching the special education course series as part of the initial phase of work to
SoPA leadership. Once approved, I identified the funds in the existing budget to get started.
Based on feedback from parishes, schools and teachers, the best time to launch the program
was summer.

By late November, I hired a consultant to begin the design work who had deep
knowledge in special education and curriculum design. I met the consultant early in my time
in New Orleans, and she was an important advisor and contact for me, connecting me with
key external stakeholders. She had special education experience in different parts of the New

Orleans PreK-12 public education sector including serving as a teacher and administrator in

35



the largest local CMO, as well as leadership and professional learning development roles at
an education nonprofit. She also worked for the Louisiana Department of Education
developing the Louisiana Connectors for Students with Significant Disabilities, which were
created to provide developmentally appropriate content for all grades and courses for
students with disabilities aligned with the Louisiana Student Standards in English language
arts, mathematics, and science.

I also received approval to repurpose an existing position to a full-time Special
Education Professor of Practice and began the hiring process in March. The consultant and
I surveyed and interviewed stakeholders. We met weekly to share our findings. Based on this
feedback and state policy, the consultant designed a preliminary scope and sequence of
courses with input and feedback from me. We developed course descriptions by late January.
The TPCP Advisory Council approved the addition of the courses to the catalog on January
27 during my first council meeting in the role of director, and the courses were approved by
the SoPA Curriculum Committee on February 17 followed by the SoPA Council on March
4. The existing TPCP Advisory Council was dissolved at the end of the meeting on January
27, and the newly formed Special Education Advisory Council (SEAC) was launched on
February 13. The operational capacity was present to implement the pathway according to
the timeline I developed. (See Figure 3).

Phase 3: The Authorizing Environment: The Design and Launch of the SEAC

Public value was sufficient internally and externally to secure approval and
operational capacity including funds and personnel for the special education pathway. The
internal and external authorizing environments supported the pathway allowing the next
phase of work to center on creating the Third Space partnership model. By late January, 1

prepared to launch the Special Education Advisory Council. One of the first important
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decisions was council membership. The consultant and I drafted a list of members focused
on the following needs: expertise and experience in special education to inform the design of
the program, course content and learning experiences; representation that reflected the local
community; key influencers who could help legitimize and publicize the work locally and
across the state; connection to other advocacy and coalitions working in special education;
capacity to serve and ability to support candidate pipelines for program. We started with a
list of stakeholder types, brainstormed specific people that fit these categories and shared the
list with others for input. We produced a list with more than 30 names, but narrowed it to 20
for efficiency and manageability, recognizing that these decisions narrowed the voice and
input we would receive. All 20 members accepted the invitation to join the SEAC, though
one had to later decline her invitation due to personal and professional obligations. The
SEAC includes representation from numerous stakeholder groups: special education
teachers, special education coordinators (traditional district and charter school), parents,
advocates, nonprofit-support organizations, students, school psychologists and those
working in special education policy. In contrast to the TPCP Advisory Council, the SEAC is
focused externally with only one member who was internal to Tulane.

The goals of the initial SEAC meeting on February 13th were to: 1) Discuss and
define the goals and charge of the Tulane Special Education Advisory Council (including
why, who, what, when, and how); 2) Begin building our collaborative space; 3) Brainstorm
and hone competencies of an effective special educator; 4) Discuss rationale and goals of
scope and sequence for K-12 mild-to-moderate special education add-on licensure pathway.
A key focus of the meeting was to establish the role of the SEAC including its purpose and
authority in the design and implementation of the pathway. The following goals were shared

with the SEAC for discussion and approval: 1) Create coordinated, collaborative

37



partnerships between Tulane and stakeholders that are grounded in a shared vision for and
commitment to serving students with learning differences; 2) Strengthen special education
teacher preparation by building a training program that is based in research and best-
practice, as well as felt needs currently manifest in our community; 3) Increase the number
of effective special educators in classrooms by recruiting qualified candidates and providing
rigorous and supportive preparation through quality coursework, mentoring and field
experience. The objective for the initial work of the Council was also shared: Design and
launch K-12 mild-to-moderate special education licensure pathway with input and approval
from the SEAC with first graduates in spring 2021. These goals and objectives aligned with
the proposed partnership model, the theory of action and design principles. I stressed that
the SEAC was not meant to be a rubber stamp for work that Tulane was doing, but rather
an important authorizing body for the work with decision-making power over the
curriculum, content, scope and sequence and student experience.

In the initial council meeting, activities included introductions with each SEAC
member sharing their professional and personal “why” for serving on the SEAC, an
overview of the current programs as well as the vision and strategic plan for educator
preparation at Tulane, sharing and refining of the role, goals and objectives of the SEAC,
norm-setting with feedback on a list of “safe to try”” norms to begin establishing the
collaborative space, brainstorming and feedback on the competencies and attributes of an
effective special educator, overview of the draft scope and sequence and overview of next
steps and the goals of the next meeting (See Appendix B). Following the meeting, I sent a
survey to the SEAC members for feedback on the initial meeting and the charge and

membership of the SEAC, thereby operationalizing the charge of the SEAC.
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Three working groups were formed to address immediate needs in the design and
implementation of the program. Two working groups focused on the design of the initial
two courses in the special education pathway, Collaborative Teaming and Assessment and
Evaluation of Students with Disabilities. A third focused on student pipelines and
recruitment strategies. These working groups were open to the whole SEAC, and members
chose to participate based on interest and expertise. Each working group consisted of five to
seven members. Working groups reported back to the larger SEAC on their work to offer
the opportunity for feedback and intentional discussion of the broader work. With the
SEAC and working teams, I demonstrated how their input and work were informing the
design and implementation of the pathway. At each working team or SEAC meeting, the
consultant or I highlighted areas in the work that were changed due to Council input. This
reflection on process and input was a regular part of our meeting structure.

The course descriptions for all seven special education courses in the add-on
licensure pathway, as well as the competencies revised and adopted by the SEAC, were
approved for inclusion in the course catalog in March. The first two courses are scheduled to
launch in summer of 2020 with subsequent courses rolling out in pairs with the target date

for full implementation of the pathway and initial graduates in spring 2021.
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Evidence to Date

This section will explore my Theory of Action and evidence related to each part,
including outputs and potential outcomes. I also developed a logic model to summarize
outputs and outcomes to provide an overall summary for the special education pathway and
partnership. (See Appendix C).

Theory of Action Part I: If I create the authorizing environment internally at Tulane and SoPA to design,
implement and sustain high-quality, impactful educator preparation programs;

For Part I of the Theory of Action, sources of evidence collected to date include
feedback and approval of the design recommendations and strategic plan, language shifts
among Tulane and SoPA leadership, as well as financial investments in the proposed work.
After I presented the design recommendations and strategic plan to the Tulane and SoPA
leadership teams in October, SOPA leadership exhibited a noticeable shift in language. The
partnership language was frequently used in meetings with internal and external stakeholders
around “exciting work in expanding our educator preparation program and impact” with
emphasis on “meeting the needs of local systems and schools.” The local focus was a central
part of the strategy I had crafted. In December, I obtained approval from SoPA leadership
for dissolving the existing TPCP Advisory Council in order to implement a stakeholder-
based partnership and council model for each program which would begin with the Special
Education Advisory Council.

The support from SoPA leadership remained strong. This was evident in the
investment of resources through the repurposed position and budget for course
development for the special education pathway. In addition, I was allowed to present the
motion to create the special education pathway in the SoOPA Council meeting, which is one

way work is emphasized and highlighted to the broader university community. This was an
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additional sign that SoPA leadership both valued the work and wanted to share it with the
broader Tulane leadership including the Provost, Deans and administrators who serve on the
Council.

Theory of Action Part 11: If I support Tulane and SoPA in forging collaborative partnerships with the
PreK-12 education community representative of New Orleans student communities

For Part II of the Theory of Action, sources of evidence collected to date include
stakeholder engagement activities, shifting perceptions and language around Tulane’s
engagement with the PreK-12 community, and the formation and membership of the Tulane
Special Education Advisory Council (SEAC). During the more than thirty stakeholder
meetings and events I hosted or attended in the first few months of my residency, I found
evidence of excitement and interest in Tulane’s educator preparation redesign and
partnership efforts, as well as skepticism.

Based on the themes and findings shared previously, I began using language to
acknowledge the belief gaps that were emerging including the design principle, “partner and
problem-solve together across sector.” I also acknowledged Tulane’s lack of engagement
with local schools and stressed the new leadership across the university and their
commitment to supporting public education. I explicitly listed current PreK-12 partner
schools (mostly independent or exclusive exam admissions public charters) to acknowledge
and address the limited reach of the current program. I summarized the strategic plan into
four buckets of work (grow, build, partner, and innovate) emphasizing the need to expand
partnerships and “train educators where they are needed most.” (See Appendix A).

Over the next few months, this language became more prevalent among some
stakeholders including NSNO, TNTP, and the Louisiana Department of Education. When 1

was introduced via email or at meetings, the introduction often included a version of the
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language I used that either centered around me and my work such as, “Keri is leading work
to revitalize Tulane’s teacher preparation program and looking to connect with district and
community education leaders in the New Orleans area” or focused on the shift as a
university and program: “Tulane is engaged in exciting work to expand their support of
public education.” In a meeting with the Louisiana Department of Education’s talent team in
January, the Assistant Superintendent for Talent, a Tulane alumna, noted her excitement and
enthusiasm for the work and offered to make any connections that would be supportive,
noting that the plan was representative of the needs of the community. The Superintendent
of NOLA Public Schools and his talent staff shared similar sentiments in a meeting in early
February, saying: “It is obvious that since we met almost a year ago with the Tulane team
that you’ve worked with stakeholders to develop a plan that addresses local needs.”

The initial meeting of the SEAC on February 13, 2020, provided the chance to
collect evidence on the stakeholder voice and reimagined partnerships for Tulane and TPCP.
In a follow-up survey after the SEAC meeting, I asked: “Are we missing any voices on the
Council? Our goal is to keep the Council right-sized to work efficiently and effectively while
making sure that we have a diversity of voices, backgrounds and expertise that will push the
work and make it the best it can be.” One member noted, “Council has good diversity of
expertise, but may lack racial diversity representative of our community.” Two other
respondents suggested names of specific people. Other responded, “I think you’ve done a
great job seating a dynamic, diverse council” and “Seems like a strong group! Like the
inclusion of parent and student voices.” The SEAC members present for the initial meeting

were 13% Black. The overall SEAC membership is 21% Black.!

1 As cited previously, New Otleans is 60% Black, and the New Otleans public schools serve a student body
that is more than 85% Black.
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Theory of Action Part IV: And if I create a Third Space where Tulane faculty and administrators
collaborate with local educators, students, families and community leaders to problem-solve and partner to
addyess needs and challenges in the PreK-12 sector,

For part IV of the Theory of Action, sources of evidence included shifts in language
among SoPA leadership and the TPCP team around partnership. When I presented the
vision and strategic plan for educator preparation at Tulane to university and SoPA
leadership, I included partnership as a design principle for the work. I also identified one
central bucket of work as “partner” with high-level strategies. As these became themes, I
incorporated them consistently in the language I used, and as previously discussed, they
became part of the language used by SoPA leadership as well. After receiving permission to
dissolve the existing TPCP Advisory Council and create a different council structure with
membership from outside experts and stakeholders, I worked to establish the Tulane SEAC
based on the design principles of Hora and Millar’s coordinated partnership. I included a
TPCP faculty member on the SEAC as a boundary spanner. As a member of both the TPCP
faculty and the SEAC, he acted as a link between the two groups, helping communicate
faculty concerns and ideas to the SEAC and sharing the work of the Council with the faculty
team. His SEAC participation and membership helped secure buy-in from the TPCP faculty
team because the work of the SEAC was not done in isolation from the TPCP team. During
the initial council meeting, the TPCP faculty member contributed to the discussion about
field experiences by saying, “we need to be intentional about partnering with schools and
providing mutual benefit for both our teacher candidates and their learning and the learning
of the K-12 students where they are placed.” This statement echoed the messaging I was

using in my conversations with internal and external stakeholders.
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Theory of Action Part V': And if the Third Space supports the creation of a coordinated partnership
including infrastructure and processes that root the educator preparation programs strongly in the community,
the real work of schools and classrooms, as well as research-based practices;

For part V of the Theory of Action, sources of evidence included feedback from and
actionable outcomes of the Special Education Advisory Council and course working team
meetings. The agenda for the inaugural meeting of the SEAC in January was designed to
build a foundation for development of the Third Space and coordinated partnership. (See
Appendix B). The meeting included clear roles for the council’s participation in decision-
making for the program, specific and repetitive language about designing the program for
local teachers and community members, and recognition of how this departed from Tulane’s
role in the past. There was some evidence of the Third Space in the first meeting. For
example, each member spoke at least once during the meeting to contribute their thoughts
or to affirm another member’s ideas. In addition, the Council challenged aspects of the
learning objectives and course sequence. For example, the Council asked that the key
attribute of a special educator of “shared responsibility and accountability for student
growth” be added. It was also suggested that the behavior support and intervention course
be required for all grade levels rather than just for elementary teachers as policy required.
These incidents represented an important movement away from the tacit agreement role that
the previous TPCP Council had played and suggested that the space created from the initial
meeting was collaborative and more advisory than the inherited structure.

Feedback from Council members following the meeting provided some evidence of
the beginning stages of a collaborative space, citing the SEAC as a “collaborative
opportunity and diverse group from different backgrounds and perspectives” and “the

diversity of thoughts/ideas represented at the table. That was incredible.” Another noted,

44



“The group of expert knowledge represented on the Council is very impressive and enjoyed
the parts of the meeting in which the group was able to share knowledge and expertise.” In
addition, 90% of Council members expressed interest in serving on at least one working
group with more than 80% suggesting they want to serve on more than one group. The
subsequent working team meetings for course development were attended by seven and five
members, respectively. In contrast, one attendee and member noted that the initial SEAC
meeting “seemed to really lack input from the members.”

The SEAC’s decision-making powers and authority, as well as the goals and
objective, were pressure-tested at the initial council meeting, as well as with SoPA leadership.
Though both sets of stakeholders had a “wait-and-see” attitude, there was enthusiasm and
positive feedback shared around both the concept and the positive signal this approach
would send to schools, educators and the community about the role Tulane was taking in
working with stakeholders. As I met with stakeholders inside and outside of the university, I
encountered what I called “raised-eyebrow intrigue.” Stakeholders were interested in and
supportive of both the work and approach I described, but they were skeptical of Tulane’s
ability to execute because of reputation and lack of engagement. Outside of SoPA
leadership, they were also skeptical of my ability to facilitate the work. On several occasions
in meetings or interviews, individuals listened with interest, but seemed reserved in their
enthusiasm. Some commented on my “newness to New Otleans.” Others shared doubts
about Tulane’s commitment or ability to partner with local public schools, often asking
about current school partnerships and asking, “who are you talking with in the schools and
community?”

Feedback after the first SEAC meeting both provided support and also skepticism

about execution. One attendee noted, “I left excited about how this work will positively
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impact schools and kids both in New Orleans and wherever the students go.” Another noted
that “the framing of purpose of the [Council] was thoughtful and made people feel valued.”
In contrast, one attendee shared that the short length of the meeting and lack of time for
input from members “makes me wonder about how prepared the teachers will be for the
classrooms in our community.”

The working teams also provided early evidence of the Third Space and coordinated
partnership model. In the working teams focused on course design, the consultant presented
course overviews including key topics, assessments, learning objectives and resources. The
consultant and I facilitated the working team meetings and made substantive changes to the
courses based on feedback, which were then reported back to the working team for approval
and additional feedback. This process of iterative design of the courses was also shared with
the larger SEAC. Through these sessions, substantive changes included shifting the order of
courses, changing the organization and structure of the Assessment and Evaluation course,
and adding a portfolio of key assessments. The portfolio will allow candidates to
demonstrate mastery of the SEAC-approved special educator competencies with particular
emphasis on the mindsets and skills that the work with SEAC develops. This feedback and
activities are early signs of ownership by the Council and the establishing of the flat
governance structure. The influences of the SEAC on all aspects of the pathway and
coursework provide early evidence that the coordinated partnership established through the
SEAC was producing practice-focused, high-quality educator preparation.

Theory of Action Part VI: Then Tulane and SoPA will create and sustain dynamic, responsive educator
preparation programs with increased enrollment and impact that better prepare teachers and leaders to teach

and lead;
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Though too early in the work to discuss outcomes, language from stakeholders
provides promising evidence in this area of the theory of action. For example, several
external stakeholders in one-on-one meetings, as well a few members of the SEAC in their
introduction during the meeting, shared that the partnership and collaborative space SoOPA
was building was the “way it should be done.” More than 70% of the SEAC members
expressed interest in serving on the working group on student pipelines and recruitment
following the initial meeting. One member noted, “I've been thinking about what it could
mean to get teachers and paraprofessionals from our schools connected to the courses we
are building.” One member of the SEAC and collaborative teaming course working team
noted at the end of a working team session: “I wish I was prepared this way. I would have
been better out of the gate. I’d like to go back and take these courses even now.”

The meeting of the SEAC and the student pipeline working team meeting provided
additional evidence of the growing excitement around the pathway and partnership being
used to develop it. For example, members of the SEAC agreed to share information on the
pathway and how to apply with their personal and professional networks, and several
members reflected their support of and belief in the quality and potential impact of the
pathway.

Theory of Action Part V11: And schools in New Orleans, the state of Louisiana and beyond will have more
high-quality, diverse educators who are prepared to support the success of students.

The final portion of the theory of action is rooted in longer-term outcomes, and thus
limited evidence exists at the time of writing. However, one member of the SEAC who leads
special education for the largest charter management group in New Orleans commented at a

working team meeting on the Collaborative Teaming course when I shared that registration
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for the pathway would be live in a few days, “Yeah! I want to sign up as many of my
teachers as possible right away.”

Early evidence suggests that the SEAC partnership brings rigor and expertise to the
work and continued engagement will support both quality and relevance. In the initial
meeting, the student pipeline working team discussed and developed goals around access
(making sure qualified candidates who want and deserve the opportunity can access and
afford it) and diversity (recruit and support a cohort of people with different identities,
backgrounds, perspectives that can sharpen and deepen each other’s understanding of
serving students). These discussions included frank conversations about the reputation of
Tulane as a barrier to access, as well as ways this and other identified barriers could be
addressed. By continuing these discussions and working toward goals of access and diversity,
the collaborative problem-solving space the SEAC is building will help deliver on the long-

term impacts outlined in the Theory of Action.
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Analysis

The essential questions for my residency included: What role can and should Tulane
play in the local, state and national PreK-12 education ecosystem? How can Tulane
positively impact local educator talent pipelines? The focus of this capstone is on the
creation of a special education certification pathway for practicing teachers developed
through a coordinated partnership between Tulane and PreK-12 that grounds the work of
educator preparation at Tulane in these essential questions, connects the work directly to
schools and students and the challenges they face, creates opportunities for shared problem-
solving and builds internal buy-in and support within the university for the expansion of
educator preparation at Tulane. The short time frame of the project does not allow analysis
of outcomes or conclusions about ultimate success or failure. It does, however, provide the
opportunity for a point-in-time analysis of the project including why things happened the
way they did and the root causes for the evidence described above. The analysis below is
organized through the pillars of Mark Moore’s strategic triangle: authorizing environment,
public value, and operational capacity. It also includes an analysis of my leadership within the
context of the project and the framework of the strategic triangle. Public value was key in
figuring out where it made sense for Tulane to engage with PreK-12, while the authorizing
environment was the key lever, I attempted to use to move the work. I now further analyze
and reflect upon the work in the strategic project through the lens of the strategic triangle.
Public Value

A key tenet of the strategic triangle is public value. Should Tulane engage more
deeply with PreK-12 by facilitating the creation of a coordinated partnership space and
expanding preparation programs? Among internal stakeholders, is there belief in the public

value of Tulane’s PreK-12 engagement? Externally, is there public value (i.e., belief and

49



community support) in Tulane’s PreK-12 engagement and partnership? Public value is
tightly linked to legitimacy and support. When public value is bolstered, so is legitimacy and
support, and legitimacy and support can also help drive public value. Mark Moore (2013)
describes the mission of a public agency as the “rough definition” of its public value (p. 47).
The public value of a strong PreK-12 public education was a driving force, and it was
bolstered internally by Tulane’s community service mission. In reflecting on the
interconnected feedback system in the strategic triangle, the authorizing environment was
the lever to move the work, while public value helped me determine where to start and build
the case for investment.

At its core, public value is produced when the services provided improve people’s
lives. SoPA’s mission is to “offer high quality, distinctive undergraduate and graduate
professional programs to a diverse student population in New Orleans and beyond” (Tulane
University Catalog, 2020-21). Inherent in this mission is the belief that post-secondary
education can improve people’s lives by helping them obtain a rewarding, good-paying job
that allows them to lead the life they want. The Dean at SoPA, when she speaks about the
school and its mission, references “opening up higher education, and the life-transforming
benefits of the knowledge, skills and credentials gained from college, to people who wouldn’t
otherwise have that access and the deep [commitment] to helping adult students gain
knowledge and skills to advance in their careers and to further develop as members of their
families and communities” (“Suri Duitch,” n.d.). Educator preparation takes this public
value beyond the benefits of obtaining a degree or credential to the mission of supporting K-
12 students and schools. Part of the published mission of TPCP is to train educators who
are “catalysts for social change and innovative leadership, teaching and improving the lives

of PK-12 students, both in and out of the classroom” (“Innovative Education Program,”

50



2020, para. 2). The strategic plan and vision for TPCP that my research and collaboration
produced focused the missions described here on the local PreK-12 public sector and drew
upon the public value of SOPA and TPCP. Designing for a high need area like special
education in the local PreK-12 sector helped focus and bound the work and made public
value easier to describe and analyze. Internally, the private sector equivalent of public value
was evident. The teacher shortages in the region, the high numbers of teacher candidates
seeking certification in local parishes, and the small but growing push from charter schools
and networks for certified faculty offered clear revenue streams and a convincing argument
for designing local pipelines and the special education pathway.

Identifying the felt need among schools and the community for a special education
program and responding to that need helped build public value externally, as did the creation
of the Special Education Advisory Council. The Council represented a different way of
working and helped operationalize the “designing with not for” principle at the center of the
vision by increasing stakeholder engagement. In this way, the process for identifying and
designing the special education pathway became a key lever in building public value
externally. By identifying a need among schools and the community with a market that could
justify investment among Tulane leadership, engaging stakeholders in designing and
authorizing the pathway, and pushing for implementation on a timeline that supported the
need, public value was built both internally and externally. I was using public value to justify
my leadership moves and choices while also working to show the connections between
public value and potential student pipelines. I was connecting the market-driven decision-
making from university leadership to the special education pathway with public value. I also

started to shift the perception of TPCP as a program for NTC undergraduates to serving the
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local community. Both shifts were reflective of the design principles, strategic plan and
theory of action I established.

Building internal and external public value requires deep knowledge of the context-
both present and past- of Tulane, New Orleans and Louisiana. The timeline of the residency
did not allow deep engagement with the community and context, and I was constantly
cognizant of my limited understanding, knowledge and perspective, as well as the role my
identity as a White woman working at an elite, mostly White institution in a Black-majority
city. Working for a mostly-White institution located in an affluent and majority-White
section of the city, I frequently felt that the picture I was using to inform the work was very
limited. This lack of connection is what initially pushed me to include the partnership and
PreK-12 engagement as integral to the educator preparation program at Tulane.

Operational Capacity

When public value and legitimacy and support are present, it is easier to make the
case for increased operational capacity. Conversely, if one has operational capacity, it can
help build public value and legitimacy and support. In this case, the operational capacity
needed to create and launch the special education pathway included expertise and time (mine
and others). Once the public value and value propositions were clear, externally and
internally, the internal and external authorizing environments were supportive enough for
me to proceed. This was mostly due to the support and buy-in of some key players,
including SoPA leadership and external stakeholders who supplied data that supported the
rationale and market analysis. After assuming the role of director, I had enough formal
authority, operational capacity in terms of time and money and public value to begin design
and implementation. I had key support externally through the SEAC, as well as internal

support among SoPA leadership. The decentralized natures of the internal and external
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environments and my positional authority meant I had enough support and capital to move
the work once I had the green light from key stakeholders.
Legitimacy and Support: Authorizing Environment

The internal and external authorizing environments emerged eatly as central to the
work of expanding Tulane’s engagement in PreK-12 educator preparation and meaningful
engagement with local schools. Once public value was established internally and externally
and operational capacity was secured, the building of the internal and external authorizing
environments became key in implementation and were important factors in sustainability
and viability of the design principles and partnership model. Internally, the history and
positioning of TPCP within the university as a lone program within Newcomb-Tulane
College meant that TPCP had little legitimacy and support from university leadership.
Beyond legitimacy and support, some within the university did not know of TPCP’s
existence or lacked understanding of the program, which was often shared through
statements like, “I didn’t know we had an education major.””

TPCP’s move from NTC to SoPA provided an institutional home that brought
structures and supports, but it also created new challenges within the internal authorizing
environment. Though SoPA is a well-established and long-standing part of the university,
Tulane has struggled to position the mission of SoPA to serve working adults and the
community with the push for prestige and status as an elite research university. SOPA
struggles for status and recognition within the broader university. Much of its legitimacy and
support comes from the support of the Provost and the close relationships that SoPA

leadership works hard to create and maintain across the university. A SOPA Assistant Dean

2 . . ..
Tulane does not offer an education major; rather, students major in a content area and can pursue course
work to earn their license.
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shared that SOPA had to “work hard to be polished” and “on top of things” at all times to
stand out from other parts of the university and garner respect and support. The loosely-
coupled governance system of the university makes leadership about finding and building
allies across the schools and departments. One manifestation of TPCP’s struggle for
legitimacy within the larger university was the TPCP Advisory Council and its membership
structure. By seating a council of internal stakeholders, the program created a structure to
push for legitimacy and support from within the university. I instead used public value
externally and internally to grow the internal and external authorizing environments.

At the beginning of the strategic project, I waited for legitimacy and support rather
than owning and stepping into my role in the authorizing environment. I began a deep dive
into the state and local public education context upon being matched with Tulane for
residency, knowing that this was critical and fundamental to the work and its impact. Once
on the ground, I met with numerous stakeholders in a variety of settings in order to listen
and learn. These efforts never seemed adequate, and I felt a constant need for more data and
user input. This made it difficult to own my formal authority, and it was a constant tension
because of the uncertainty I felt in my role and understanding of the contexts of Tulane and
New Orleans. The impact of the circumstances around me moving from resident to
suddenly gaining formal authority in November when I assumed the director role was also
central to the authorizing environment. The choices I made about how and when to use my
formal authority, the effects of my authority and how I used it to implement changes to act
on the proposed vision and plan impacted the internal and external authorizing
environments.

One of my responses to this continuous desire for more context and uncertainty

about the extent of my formal authority was to seek feedback and thought partnership from

54



SoPA and Tulane leadership. This was a misread of the authorizing environment and my
role in it. They could help navigate the internal authorizing environment or suggest other
stakeholders, but as the leader and PreK-12 educator, I needed to step into and own the
legitimacy I brought to the work. I needed to recognize my leadership and ability to both
identify and articulate the public value of Tulane’s engagement in PreK-12, as well as
influence the authorizing environment.

One seemingly small but significant move was the naming of the SEAC. In my
original conception of the partnership, I was focused on the Third Space collaborative
approach and named the group the Special Education Collaborative. After consideration, I
changed the name to the Special Education Advisory Council to connect the new work to
the existing structures and processes of SOPA and Tulane. First, this gave the group
immediate legitimacy within the context of the university with clear decision-making
authority by aligning it with the industry council model at SoPA. Second, the word “council”
also increased its perceived significance and role among stakeholders. By creating the council
within the parameters of SoPA, I allowed it the space and authority to operate within the
existing structures, while also allowing the flexibility to move toward the concept of the
Third Space.

I made the tactical choice to build a proof point and push the work ahead rather than
working to more deeply engage leadership in the work. One reason for this choice was the
lack of knowledge and understanding of PreK-12 and the local education sector among
leadership. I hoped that by providing Tulane and SoPA leadership with proof points, I
would build commitment in the local PreK-12 ecosystem strategy, as well as the design

principles, theory of action and partnership goals in my plan.
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The external authorizing environment is complex because, like the NOLA Public
Schools charter system, it is diffuse and decentralized. Sources of legitimacy included the
following entities: Louisiana Department of Education; local schools, CMOs and traditional
parish school systems; nonprofits and technical assistance providers such as NSNO, NPNO
and TNTP; and community-facing organizations like OPEN (Orleans Parish Education
Network). Beyond organizations, there were key individuals and profiles of individuals who
also arose as key to the authorizing environment including: post-Katrina CMO founders,
native New Otleanians who attended and now taught or led in NOLA Public Schools, and
education non-profit leaders. The nature of the environment made me realize early on that I
would not be able to identify and actively engage broad stakeholders in a short time, and my
identity as a non-native White female educator also impacted my ability to partner and
identify stakeholders. I needed to identify a group of people that could help recommend and
build a council of diverse stakeholders.

Another aspect of the authorizing environment that was challenging was the general
suspicion with which Tulane or any outsider was viewed in some circles. The Tulane name
added a complicated legitimacy. Among some, it garnered respect as an institution associated
with prestige and pride with a Midas touch such that anything Tulane created would be
quality. Among others, it represented a place apart and a symbol of the racial and
socioeconomic divides in the city. This suspicion reinforced my commitment to the
inclusion of diverse voices in the work and centering the work on felt needs across all these
external authorizers.

Within the special education work, I made the tactical move to hire a local educator
who had worked with several charter networks, the Louisiana Department of Education and

a locally-based education non-profit with a national footprint as a contractor and special
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education expert to support development of the scope and sequence and initial courses. It
was difficult to determine how the choice of the consultant would be perceived by the
diverse stakeholders in the external authorizing environment. Because of my limited contacts
locally, I suggested members for the SEAC, but had to rely heavily on the consultant’s
networks and expertise. We spent time brainstorming the different types of expertise and
roles we thought were important to include on the council, and I included my intention that
the SEAC be representative of the local community we were designing the program to serve.
The consultant was a long-time resident of New Otleans, and her racial and ethnic identity
matched my own. In the end, the SEAC did not have the racial and gender diversity
representative of the community. In my urgency to launch the SEAC and the special
education pathway, I made a tactical choice and prioritized urgency, because of the desperate
need in the community, as well as the need I felt to produce a proof point quickly to
influence and shape the work moving forward with partnership at the core. It also occurred
because of my limited interaction with and knowledge of the community. Balancing the
urgency of identified needs with the time it takes to build coalitions was a constant tension.

I was granted positional power or personal legitimacy and support in the external
authorizing environment in both formal and informal ways. Early in my time at Tulane, the
Dean of SoPA said, “You should feel comfortable and free to meet with anyone you want
and to represent Tulane and SoPA.” This assertion gave me both the confidence and
encouragement early in the work to begin interviewing and networking with anyone I could
find. The issue that arose was that my initial connections were through Ed.L.D. and Tulane
colleagues. When I met with individuals or attended meetings, I would ask for suggestions of
additional stakeholders. As I learned more about the community and context, I realized that

this networking approach had created a circle rather than a web. Most of the people were
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from the same networks and held similar perspectives. It was not until I started to attend
education-related community meetings that I realized that there were very different
perspectives among different stakeholders.

I also quickly learned that as a newcomer and outsider, I had the legitimacy and
support to have initial meetings, but these did not transition to a seat at the table even when
it was a logical next step. For example, NSNO worked with a group of teacher preparation
programs on a few talent initiatives and in January announced new investment and work
which aligned with the vision and plan I had created, but Tulane was not invited to
participate or take part. The plan and my work to engage stakeholders had raised eyebrows
and garnered interest, but it had not changed behavior or created the legitimacy and support
needed. This was due in part to the way these organizations worked and the early-stage and
limited higher education partnerships currently in place, as well as the small-player reputation
of Tulane in the educator preparation space in the region.

Role of Identity and Fxperience in the Strategic Triangle

Aspects of my identity and experience supported my ability to lead and enact the
Theory of Action. My identity as a career educator with 20 years of experience in the public
education sector influenced the operational capacity, authorizing environments and public
value. As I began my residency, I did not recognize or embrace the autonomy and trust of
SoPA leadership that I had to craft a vision and plan. I tried multiple ways to engage them as
thought partners until realizing that I was asking them for input and feedback that they
could not and did not want to provide. I was the content and PreK-12 expert, and their role
was to help me understand the authorizing environment and operational capacity. My

experience was helpful in stakeholder interviews and establishing relationships by allowing
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me to connect and empathize with stakeholders. It was also key in supporting my authority
with the team, but my lack of terminal degree diminished this authority.

My Harvard affiliation was sometimes helpful and sometimes a barrier with different
stakeholders. It often felt like a liability with many external stakeholders, and thus I often did
not mention my Harvard affiliation choosing to focus on my experience and values. The
persistent and often correct perception that post-Katrina education reforms in New Orleans
had been led by young, non-native White educators from elite higher education institutions
meant that this aspect of my identity was problematic for some stakeholders. My affiliation
with Tulane carried similar baggage. However, within Tulane, my Harvard affiliation
supported my positional authority within the authorizing environment.

My identity as a White woman from the South often felt like the most pertinent and
influential for the Theory of Action. It was central for me at every stage of the work. My
commitment to stakeholder engagement and “designing with rather than for” as a White
woman from a mostly White higher education institution in a majority-Black city was a
central challenge. The web of contacts I built in my first few months was limited at best, and
the SEAC was a manifestation of these limitations. The initial feedback questioning the lack
of racial diversity on the SEAC called my decision-making into further question. I had raised
the issue of community-representative racial diversity when asking for suggestions of
members for the SEAC but raising the issue had not been enough. A key aspect of designing
with and not for includes representation and voice. Seating a diverse council representative
of the community is more in line with my values and goals for ally-ship, and it might also
have strengthened the external authorizing environment and public value. The SEAC will
continue to be a forum for diverse voices and perspectives, and over time, increase in

diversity and representation. Tulane’s role as convener is to continue to work to empower
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the group to create a collaborative problem-solving space for PreK-12 and higher education

to partner and work together for the mutual benefit of both.
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Implications for Self

The opportunity to deeply reflect on a single strategic project through the residency
offers numerous insights and implications for my leadership, development and sustainability.
I have summarized a few key implications below.

1. I should engage deeply in the work while also attending to my own
authorizing environment and operational capacity.

Mark Moore’s strategic triangle was designed to support public managers and others
in leading change, and throughout the project I found it helpful in formulating strategy and
thinking about what was needed to lead change both internally and externally. As I used the
triangle in the work, I often found myself drawing corollaries with my own leadership and
development. Another aspect of the strategic triangle that resonated personally was
operational capacity. I must critically analyze and locate sufficient resources to produce
public value. These resources include personal capacity to commit to the work. I must treat
my capacity, including time, energy and focus, as a finite resource. The blank slate design
challenge at Tulane was exciting, and both the perceived window of opportunity and the
many needs in the local PreK-12 ecosystem created a sense of urgency. These attributes and
the opportunity generated a large array of possibilities.

I felt comfortable doing the work, but leading is different than doing. Leading means
setting direction, aligning people to the vision and direction, and motivating people. Leading
is thinking long-term but acting short-term. It means thinking about change as loss,
considering who is losing, acknowledging the loss and finding paths forward that honor the
past but helping establish a clear path forward. It also means assessing the authorizing
environment, challenging the prevailing structures and organizational wisdom when

necessary, communicating a compelling vision, building coalitions, transferring ownership to
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working teams and allowing leadership across the organization. In the end, I chose to push
ahead to create a proof point in hopes of inspiring change, but in doing so, I threatened the
long-term sustainability of the work and created a working situation that was less sustainable
for me personally. In truth, it was the decision to postpone the master’s degree in education
by SoPA leadership that returned my workload to a more manageable level, as well as my
decision to delay applying to offer new pathways and programs until the summer. I was
reminded of the importance of accurately assessing capacity both in oneself and in the
environment.

2. My primary role was to provide clarity and direction in the initial stages of

change while exciting and engaging people in the work of change.

The role of a leader changes with the stage of the work and team. In the initial
stages of change, the primary role of the leader is to provide clarity and direction. This clarity
and direction include the mission, vision, goals, priorities, clear messaging about who we are
as a team, where we are going, and roles and responsibilities within the team. My preference
is to be a consensus-building, collaborative leader, and early in the work and interaction with
the team, there was a disconnect between myself and the team. At first, I assumed this
unease had to do with the residency and the uncertainty and clarity around my role. As I
thought more about the role of the leader in a time of change and uncertainty, I shifted my
communication and work with the TPCP team, communicating a clear mission and vision
with an implementation timeline, as well as the design principles and rationale for each. I
provided opportunities for feedback and reflection, but only on the work itself, not the
undergirding values, mission, vision, and goals.

An effective and impactful leader is adaptable and adjusts to the changing needs of

the work and the team. In times of uncertainty or rapid change, a leader must be an

62



influencer, authentically engaging stakeholders. In order to engage stakeholders, a leader
must assess the needs, values and interests of others and understand the change and work
from their perspective. Active listening and giving stakeholders the chance to authentically
engage with the leader are important strategies. In the initial version of my formal
presentation on the vision, design and strategic plan for the educator preparation programs,
I'included a couple of slides about my background and core values. As I prepared slides for
the presentation to university leadership, I removed these slides, but I continued to think
about them and my decision to remove them. The leadership team was not just choosing to
invest in my plan; they were also choosing to invest in me. In the end, I added the slides
back and continue to think about how to include me in the work.
3. I need to strike a balance between urgency and coalition-building.

Throughout my career, people have often labelled me a “doer” and as someone who
“sees a problem and acts.” This action orientation can be an asset, but it is also a reflection
of my impatience. I have often been quoted as saying “the kids can’t wait.” Certainly, there is
a lot of work needed to realize education as the ladder of opportunity we envision for kids
and families. However, this impatience impacts the long-term sustainability, quality and
impact of the work. Coalition and relationship-building have to be balanced with urgency. 1
must take the time to listen, pressure-test next steps and ask for feedback, and seek out those
who don’t agree rather than a choir of support. Otherwise, the viability and sustainability of
work are threatened, and it may not outlive the leader’s tenure. Only time will tell if I struck
this balance with the SEAC and special education pathway design, but as the work
progressed in my residency and I had the opportunity to reflect on the learning in the

Ed.L.D., I was more thoughtful about the pace for both my personal sustainability and the
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quality of the work.
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Implications for Site

In addition to implications for my leadership, the strategic project and work at
Tulane yielded implications for Tulane, SOPA and TPCP. The most significant are
summarized below.

1. As the flagship university in New Orleans, a public commitment by Tulane’s
leadership to invest in and partner with PreK-12 in the Third Space partnership
would serve as a strong signal to the Tulane community and region and position the
work for success.

One of the biggest challenges I discovered eatly in the work was the lack of
awareness of Tulane’s work in educator preparation. This knowledge gap exists both among
Tulane faculty, staff and students, as well as among external stakeholders. The viability and
sustainability of the educator preparation programs at Tulane requires pipelines of students.
These pipelines exist locally and regionally, but with a limited marketing budget and the
diffuse organization of charter schools in the local school system with few centralized
mechanisms of communication, word-of-mouth continues to be the most common method
of student recruitment. A public statement from the President of Tulane and the leadership
team would increase awareness and potentially expand the student market.

A public announcement goes beyond a technical solution. It also can serve as
motivation and inspiration for the community and university. Tulane’s motto is “not for
one’s self but for one’s own.” Based on Tulane’s own measures, “one’s own’ includes New
Orleans and the region. Tulane releases a report each year summarizing the economic and
social impact of the university on New Orleans and Louisiana. In 2019, the economic impact
on New Orleans and Louisiana was estimated to be over $3 billion dollars (Tulane

University, 2020). Tulane continues to be ranked as the number one university in public
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service by the Princeton Review and measures its social impact through the more than
750,000 hours of public service by faculty and staff (Princeton Review Online, 2020). A
public commitment of support and investment in PreK-12 aligns with these espoused values
and beliefs.

As an educational institution, Tulane is an intellectual hub for the city, working to
provide students with a quality education. Recruiting and retaining the best faculty and staff
is key to Tulane’s status and sustainability. The local school system is inextricably linked with
Tulane’s talent recruitment and retention success. It is in Tulane’s best interest to support
the health and success of local schools. Faculty and staff need strong school options for their
families, and Tulane’s commitment and involvement in educator preparation and
advancement supports the university’s own talent acquisition as well as the health and future
prosperity of the community.

2. Tulane should focus on being a learning organization not just an organization for
learning and step into the role of convener and collaborator for PreK-12, which is
critical in establishing the Third Space.

Tulane’s strong and vibrant research community generates new knowledge and
expertise. This outflow of knowledge and the accomplishments of alumni are the traditional
hallmarks of a great university. The last few decades have brought challenges to higher
education with increased competition, decreased public investment and rising costs. The
modern university is adaptable and responsive. Rather than continuing as a place apart,
Tulane should become a place of collaborative problem-solving for the city, state and region.
There are bright spots already working to do this like the interdisciplinary, community-
connected Center for the Gulf South, which is working to preserve and perpetuate the

history, culture and people of the region. The work of improving PreK-12 education is hard
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and humbling, but by coming together to listen, learn and collaborate, it is possible. Because
of its resources, clout and connection, Tulane is well-positioned to convene, create and
support a collaborative, problem-solving space.

There are many places to look for inspiration. The Charlotte-Mecklenburg school
system partners with the University of North Carolina-Chatlotte to provide robust
preclinical and clinical experiences for teacher candidates by placing faculty on-the-ground in
schools. Arizona State University approaches training teachers from a workforce design lens
similar to healthcare, partnering with schools to create a system of care, teaming experienced
teachers with more novice practitioners or teacher candidates to best meet the needs of
students and schools. These universities have engaged in collaborative problem-solving with
schools and districts with each partner contributing resources and honest, thoughtful
communication about the challenges and gaps in knowledge and expertise.

Based on my analysis of the authorizing environment and my experience during my
residency, there are a broad array of faculty and staff at Tulane with the will and interest to
engage the university around PreK-12. Currently, there are a myriad of solutions being
thrown around by these enthusiasts from designing and opening a charter school to
partnering with a local operator to design a school to developing a deep partnership with a
single school to expanding dual enrollment and early college options. All of these may be
great ideas, but their diversity and lack of focus reflect missing process, leadership and
collaboration with the community. Though I had limited time and resources, I was able to
define a problem informed by community stakeholders, develop a strategy and move toward
implementation during my residency. By creating a space that is intentionally built for
listening, learning, and engaging with the community, Tulane can redefine its role in the

community and PreK-12. The process should start with building trust through deep
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listening, empathy and identification of felt needs among stakeholders. This initial deep work
needs to focus on defining the problem rather than jumping to a list of solutions.

Tulane should establish an external stakeholder council for each educator
preparation program that is committed to the concept of the Third Space and builds off the
lessons and work of the SEAC. It should expand this model to the Center for Public Service
since 50% of all service learning is occurring in PreK-12 spaces, creating a partnership space
for PreK-12 and service learning partners. These partnerships represent important
opportunities for collaboration in service of both PreK-12 and Tulane students. Tulane
should also bring the Education Research Alliance, the Cowen Institute, TPCP, and all the
centers and institutes on campus who work in and with PreK-12 together. Currently, there
are many scattershot efforts across campus. Convening these groups around the mission of
partnering and supporting PreK-12 could produce so many possibilities for Tulane and the
community.

One member of the SEAC, a Tulane alumnus, called New Otleans a “beautiful,
wonderful, broken city.” She went on to share that the greatest under-utilized resource in
New Orleans is its people. She commented that she was glad to see Tulane stepping up to
address the shortage of special education teachers. She also shared that she hoped this was

just the beginning of Tulane listening and responding. I share this hope.
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Implications for Sector

My strategic project also produced important implications for the sector.

1. PreK-12 schools and systems and higher education institutions should commit
resources to establishing Third Space partnerships.

Higher education institutions and PreK-12 schools and systems should recognize the
mutuality in talent pipelines and spend time and resources to establish Third Space
partnerships. Collaboration doesn’t happen naturally; it is hard work. It needs someone who
gets up every day thinking about it. Collaboration and partnership are messy, and flexible
structures and careful preparation can help bring focus. In my experience, this type of work
between PreK-12 and higher education is grant-funded through such programs as Math-
Science Partnerships or Title II’s Teacher Quality Partnership grants. Both of these
programs are on the chopping block with some of the criticism focused on their lack of
progress or demonstrated impact. Experience suggests that the hard work that went into
building these collaborations and partnerships was just getting off the ground when the
funding ended. It takes time to build trust, and partnerships and problem-solving require
honesty and vulnerability.

Higher education and PreK-12 should invest resources in the form of people and
money to create and nurture coordinated and collaborative partnerships in ways that are
sustainable and impactful. The SEAC represents one initial step in building a coordinated,
Third Space partnership at Tulane. It will take intention and consistent focus on the why
with honest feedback and constant relationship-building so that all partners and stakeholders
can assess and express their interests. It will take acknowledging biases and the deep roots of

the inequities in the system. It will take humility. Partnerships create leadership and
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engagement opportunities for higher education, but need careful design and planning and
nurturing to realize their possibility,
2. Teacher preparation programs should develop systems and supports to train teachers
where they are needed most.

One of the early challenges I identified was the match between the preclinical and
clinical school placements of Tulane teachers and where they ultimately ended up teaching.
Almost every Tulane-trained educator ends up working in a setting similar to the one they
attended as a PreK-12 student or to the setting in which they were placed for training.
Research and practice show that training teachers where they are needed can help them be
successful as a new teacher and make them more likely to stay in these schools long-term. In
order to train teachers in schools with high turnover and shortages, the higher education
partner must bring capacity and not be a drain on the limited resources and capacity of the
school.

There are so many blockages between a Tulane student and New Orleans public
school student. How do we bridge the cultural and experience gaps to enrich the learning of
both the teacher and the PreK-12 student? Immersing pre-service teachers in the school
setting where they are needed provides high challenge and must be accompanied by high

support.
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Conclusion

Higher education and PreK-12 are inextricably linked by teacher pipelines, but these
linkages are not always created or nurtured in service of PreK-12 students. In many
communities, educator preparation programs remain an untapped lever for impact for
improving outcomes for PreK-12 students. Colleges and universities wield great power over
PreK-12 because of their control over who becomes a teacher and how and what teachers
learn to teach. In recent years, federal and state policy changes have introduced measures to
formalize higher education- PreK-12 connections and emphasize the responsibility and role
of higher education in the PreK-12 talent pipeline. These reforms are rooted in research-
backed beliefs that an effective teacher in every classroom and a skilled leader in every
school are essential to improve outcomes for all students.

The relationships between higher education and the PreK-12 sector are mutualistic.
Higher education needs partnership with PreK-12 in order to train effective teachers, and
PreK-12 needs talented educators to lead in their classrooms, schools and communities. By
creating a Third Space for collaborative problem-solving, higher education and PreK-12 can
come together with humility and transparency around the challenges and limitations we face
in connecting every student to a quality education. Such a space will support higher
education in connecting authentically to the real work of schools and classrooms in their
communities, allowing them to create and sustain dynamic, responsive educator preparation
programs. PreK-12 systems and schools will have greater access to high-quality, diverse
educators who are prepared to support the success of their students. Building these spaces
takes time, resources and commitment on both sides, but the partnerships that result have
the potential to move us beyond the status quo and toward our goal of realizing the promise

of education for every student. At its core, education is a human capital-driven endeavor, so
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there are few levers with the greater potential for improving student outcomes and fulfilling
the promise of education.

Through deep, collaborative partnerships between higher education and PreK-12, we
can solve the problems we are facing today and in the words of Myles Horton “deal with
things as they are now and as they ought to be at the same time.” By putting together “the

b

‘is” and the ‘ought,” we can bridge theory and practice and partner for impact in the service

of our students (1998, p. 131).
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Appendix

Appendix A: Overview of Strategic Plan

Educator
Preparation at
Tulane

Audacious for kids.

Core Values

Bending the arc, working with not for

Ask and cultivate beautiful questions

Great power brings great responsibility Keep students at the center
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DESIGN
ELEMENTS

e Increase quantity, quality, & diversity of teacher candidates

e Provide opportunities for advancement and growth for
practicing teachers to improve retention and support stability
in system

* Leverage existing strengths and resources of Tulane and
SoPA

* Model practice-based, future ready learning

e Partner and problem-solve with stakeholders across sector

Recommendations
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@

GROW

EXPAND CERT AREAS
¢ Grades 4-8 and 1-5 certifications
¢ SPED (dual certification & add-on)
e ESL

CREATE UNDERGRADUATE
CERTIFICATION PATHWAYS

e ECE/psych coordinate major
o STEM fields

CREATE NOLA PUBLIC
EDUCATION COURSE/
MODULE

e Differentiate, inspire and recruit
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PARTNER

INNOVATE

Master Teacher/ Leader (adjunct pool)
Mentor Teacher/ Leader (coach)
Teacher Resident (graduate degree / certification)

Paraprofessional (bachelor’s and certification)
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Teaching,
Learning
and Training
Minor

The Tulane Leader

Lagniappe
Licensure
(content degree
+license)

Practicing

Teachers Leaders

Existing Post-
Baccalaureate
Alternative

Licensure Special pP A OTEEQ ¢
Pathway cdveation) Grad Degrees and
certification

i _ertificates
/ Ed.M.

Teacher
Education
MEd.

Mentor
Teacher or 3
Teacher Leader 1\’ I P"_\ MPA with
Certification Edncan:_n
Leadership
Concentration

Microcredentials
or Professional
Learning Courses

Education
Leadership
Certificate

School
Leadership
M.Ed.

IMPLEMENTATION

2019-20 2020-21 2021-22 2022-23

® ® ®

-Assess current program and practices  _| qunch approved -Launch M.Ed. (summer “Diverse by design Tulane
-Design undergrad paths, grades 4-  undergraduate pathways (spring ~ 2021) partnership school launches at
8 and 1-5, SPED certifications 2021), 4-8, 1-5, SPED certifications  -First SPED cerfified Charity

-Identify partner school or CMO for -Launch opportunity culture graduates -First M.Ed. Teacher

pilot of opportunity culture model with partner -First education leadership Education and Teaching &
-Design and launch mentor teacher | qunch ed leader cert/MPA & certificate graduates Learning graduates
training (summer 2020) apply to offer EDLI license -First graduates of

-Hire SPED PoP -Launch NOLA public education undergraduate

-Develop vision and initial plan for K-12  ¢ourse certification pathway

engagement at Charity -Design M.Ed. (+1 and Teaching &

-Launch minor in Teaching, Learning  Learning conc.)

& Training -Begin design for Charity school

-Launch PreK-12 Collaborative partnership

84



Appendix B: Agenda for Initial Meeting of SEAC

TULANE

PROFESSIONAL
ADVANCEMENT

Tulane Special Education Advisory Council
February 13, 2020

6:00-7:30pm
On Site: Tulane Uptown Campus, SoPA Conference Room (Gibson Hall 129)
Via Zoom: https://tulane.zoom.us/{/288044404
Dial In: 646- 558-8656; Meeting 1D: 288 044 404

Meeting Goals:

1. Discuss and define the goals and charge of the Tulane Special Education Advisory
Council (including why, who, what, when, and how). Begin building our
collaborative space.

2. Brainstorm and hone competencies of an effective special educator.

3. Discuss rationale and goals of scope and sequence for K-12 mild-to-moderate special
education add-on licensure pathway.

Next Meeting Goals:

4. Discuss and provide feedback on Collaborative Teaming Course design. Determine
next steps.

5. Discuss overview of Assessment and Evaluation of Students with Disabilities coutse.
Determine next steps.

6. Brainstorm candidate pipelines.

Agenda

1. Welcome and Introductions [Who]

2. Why we’re here: [Why]
a. Overview of Tulane’s Teacher Preparation and Certification Program
b. Share and refine proposed role, goals and objectives of Council
i.  Goals:
1. Create coordinated, collaborative partnerships between
Tulane and stakeholders that are grounded in a shared vision
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for and commitment to serving students with learning
differences.

2. Strengthen special education teacher preparation by building
a training program that is based in research and best-practice,
as well as felt needs currently manifest in our community.

3. Increase the number of effective special educators in
classrooms by recruiting qualified candidates and providing
rigorous and supportive preparation through quality

coursework, mentoring and field experience.
i.  Objective:
Design and launch K-12 mild-to-moderate special education
licensure pathway
with input and approval from Council with first graduates in spring
2021.

How we’ll work together [How]: “Safe to try” norms

Tapping into Our Expertise [How]|: Competencies and Attributes of an Effective
Special Educator

Overview of special education pathway [What|: Discussion

Next steps [What next, When]
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Appendix C: Logic Model for Special Education Pathway

Context:
There is a chronic and persistent shortage of teachers with the skills and qualifications to
support students with special needs in the local and regional schools. Tulane does not
have a special education training program, and skills and knowledge around serving and
teaching diverse learners were cited by students, faculty and evaluators as a deficiency in
the existing teacher training program.

Activities Resources | Outputs Short-Term Medium- Long-
Outcomes  Term Term
Outcomes Outcomes
In order to | Needed to | Evidence of If’s | 6 months 1-3 years 5-10 years
realize accomplish | in Theory of
Theory of | activities Action
Action:
-Build buy- | Operationa | -Approval of -Additional | -PreK-12 -Tulane’s
in with L: SPED program | Councils partnerships Third
internal -funding to | with content and | established | established for | Space
stakeholder | hire PoP, format that for PreK-5 | all educator model
s by design meets external and grades | preparation establishes
establishing [ courses, stakeholder 6-12 programs at new
clear value | market needs preparation | Tulane paradigm
proposition | program -Approval of pathways. -Tulane locally and
that appeals | -approval | funding for -Existing included in nationally
to interests | for SPED | SPED PoP, TPCP educator for IHE-
-Build program design of Advisory pipeline PreK-12
engagement | from SoPA | coursework, Council strategy work [ partnershi
and and Tulane | marketing of dissolved locally, state- | ps.
partnerships | People: program and wide, -PreK-12
with -SPED -List of design reconstitute | regionally and [ students
external Advisory | shifts and course | d with nationally. and
stakeholder | Council corrections external -Enrollment in | schools
s by -TPCP informed by stakeholder [ Tulane regionally
incorporatin | Team external s. programs have
ginputinto |-SoPA stakeholders -Post- increases to access to a
program leadership | -Attendees at surveys of | self-sustaining | qualified
design -Tulane SEAC meetings | students and revenue - | and skilled
(curriculum | leadership | including enrolled generating special
and -NPNO communities show levels. education
logistics) Special presented, satisfaction | -Post-survey teacher.
-Establish [ Education | diversity of roles, | with data from - Tulane
Special Coordinat | etc. training, graduates and | teachers in
Education | or group -Shifts in supportive | employing demand
Advisory external of schools shows [ locally,
Council as stakeholder developmen | satisfaction regionally
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example of
coordinated
partnership
to build
case for

Third Space

perceptions of
Tulane’s
engagement with
PreK-12
(inclusion in
conversations
with state,
parishes, CMOs,
NSNO, NPNO)
-Co-created
goals of SEAC

t.
-Number of
students
enrolled in
SPED
pathway

with program.
-Number of
students
enrolled in and
completers of
SPED
pathways

-# of diverse
candidate
pipelines and
partnerships
-Network of
Tulane-trained
educators
established
locally and
regionally.

and
nationally.

Assumptions: The success of SPED Advisory Council and Program rely on the following

assumptions:

- External stakeholders have time, capacity, and desire to engage.
- Parishes, CMOs, and teachers will encourage teachers/colleagues to pursue
training in special education with Tulane as a local, viable option.
- Grassroots and grasstops work can overcome perception of accessibility and
Tulane’s reputation as high-priced, elite university with little engagement with
PreK-12 public schools.
- Asan outsider with educational expertise, I can quickly diagnose needs, Tulane’s
potential role and build authorizing environment and public value, internally and
externally, as well as secure the operational capacity to launch and sustain.
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