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Presidential Address:
UCEA’s Re-Emerging Role in a World of  Interdependent Nations

Stephen Jacobson
University of  Buffalo–State University at New York

In this abbreviated version of  my 2008 UCEA Presidential Address, which was a bully pulpit advocacy of  
UCEA’s re-emergence on the international scene, I hope to do three things: 

1. Provide a rationale for this transformative initiative.

2. Brieÿy review past UCEA achievements, speciþcally the International Intervisitation Program (IIP), as 
a prologue for future efforts.

3. Describe activities already under way and offer a few recommendations for future steps.

Why Look Outward? 

When I ran for UCEA President in November 2006, I told the Plenum that, during his September 2006 
visit to the University of  Buffalo, the Dalai Lama had called the 20th century the bloodiest in human history. 
He recommended that the 21st century would have to be characterized by dialogue and warm-heartedness if  
the world was ever to be brought back into harmony. Speciþcally, he urged educators to address 

the widening gap between the rich and the poor, both globally and nationally, because this in-
equality, with some having abundance while others go hungry or die of  starvation, is not only 
morally wrong, but the source of  most of  the worldõs problems. (Ofþce of  International Educa-
tion, 2006) 

The Dalai Lama concluded by encouraging us to think more compassionately, especially toward our chil-
dren. 

I was moved by the Dalai Lama’s comments and felt he described the direction I was hoping UCEA 
would head. Social justice has been a central theme of  UCEA for over a decade, but this was an explicit plea 
to take our efforts beyond our borders. With that goal in mind, we developed the theme for the 2007 UCEA 
conference: “Fostering Compassion and Understanding Across Borders: An International Dialogue on the 
Future of  Educational Leadership.”  

I believe the theme and the conference resonated with our members because educational organizations 
such as UCEA are fundamentally about compassion for children. I would dare say that many, if  not most, 
UCEA members chose this career in order to improve the lives of  children, and not just American children. 
It is that basic understanding that I believe is the fundamental rationale for UCEA’s international initiative.
Before going into my presentation, let me explain its title. The original title was “UCEA’s Emerging Role 
in a World of  Interconnected Nations.ó But upon rereading Jack Culbertsonõs (1995) work, Building Bridges: 
UCEA’s First Two Decades—particularly chapter 7, “Reach Across the Seas”—it was clear that I would be 
talking about a re-emerging role, because UCEA has had an international presence going back over 40 years. 
I also switched to interdependent rather than interconnected nations after hearing Bill Clinton use the term during 
his speech in support of  Barack Obama at the Democratic Convention. The term was prescient in light of  
the þnancial crisis gripping the global economy, with economies so interdependent that the collapse of  the 
U.S. housing market led to the near collapse of  the banking system in Iceland.  

These remarks about economic interdependence were echoed in Petros Pashiardisõs (2008) Presiden-
tial Address to the Commonwealth Council for Educational Administration and Management (CCEAM). 
Since the theme of  that conference was “Think Globally, Act Locally,” Pashiardis argued that understanding 
globalization requires a redeþnition of  several key relationships, including those between individual nations 
and the rest of  the world, between public and private institutions, and especially between economic prosper-
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ity and poverty (note the parallel with the Dalai Lamaõs statement). 
Globalization requires the formation of  regional and international 
networks of  nations, international and nongovernmental organiza-
tions, and even multinational companies, especially for smaller na-
tions, if  they are to avoid marginalization (Pashiardis, 2008). As a 
result, the educational policies of  any one nation no longer should 
be examined without looking at educational policy worldwide. But 
the downside of  such relationships, as Pashiardis noted, is that edu-
cational policy decisions of  supra-national entities often have little 
to do with local realities. For example, standardized cross-national 
testing, such as the Trends in International Mathematics and Sci-
ence Study (TIMSS), may enable a nation to learn about its aggre-
gate performance relative to that of  other countries but contributes 
little to addressing its own educational needs.  

In another CCEAM keynote, Townsend (2008) argued that 
thinking globally and acting locally was an inadequate strategy for 
future educational leaders; instead, they need to start thinking and 
acting both locally and globally. Charting the evolution of  public 
education in terms of  delivery, impact, and paradigm, Townsend 
contended the emerging paradigm requires a universal approach 
that educates all children, with each child considered a unique in-
dividual. Clearly, this compassionate vision of  educating children is 
aligned with that of  the Dalai Lama, yet the goal is challenged by 
current economic realities. Prew (2008), examining full access to 
education in Africa, found that too few teachers, teachers who are 
poorly trained, and the conÿuence of  problems caused by the AIDS 
pandemic resulted in oversized classes, high dropout rates from pri-
mary school, and ultimately little learning. Prew reported that 70% 
of  South Africa’s youngsters drop out of  primary education before 
Grade 7, and of  those who remain, only 20–40% are functionally 
literate, meaning that perhaps 10% of  South Africa’s students enter 

secondary education literate. 
But lest we see this as just a problem of  the developing world, 

a recent report entitled òCities in Crisisó (Swanson, 2008) revealed 
that the high school completion rate in the principal school districts 
serving America’s 50 most populated cities was 52%. Further, four 
cities (Baltimore, Cleveland, Indianapolis, and Detroit) fell below 
35%, with Detroit at 25%. My own city, Buffalo, has just dropped 
below 50% graduating high school, a factor that fuels the research 
my colleagues and I are doing on successful leadership in high-need 
schools (Jacobson, Brooks, Giles, Johnson, & Ylimaki, 2007).

What’s Past Is Prologue

I þrst became aware of  UCEA when I arrived at Universi-
ty of  Buffalo in 1986. University of  Buffalo was one of  UCEAõs 
founding institutions, and the late Ollie Gibson quickly drew me 
into conversations about the organization and its history. In fact, 
this presentation is a “thank you” to this brilliant scholar, who was 
always so generous with his time. In addition to Ollieõs narratives, 
the events Iõll be reporting are informed by Culbertsonõs 1995 book 
and by my own experiences. I begin with a brief  history of  the IIP.
In 1963, Culbertson recognized, òPath breakers around the world 
lacked formal opportunities to discuss their ideas with one another. 
More importantly, the þeld of  educational administration had no 
structures for nurturing international developmentó (Culbertson, 
1995, p. 178). He wondered whether UCEA could make a con-
tribution to the internationalization of  the þeld, so he proposed 
to the Kellogg Foundation an exchange of  scholars from the U.S., 
U.K., Canada, and Australia. Being the only country with a system 
of  preservice administrator preparation at the time, visits to U.S. 
institutions might be instructive to others. IIP 1966 began with a 
weeklong seminar, 2 weeks of  visits to UCEA institutions, and 3 
days of  evaluation and follow-up. Australian scholar William Walker 
summarized the key outcomes of  that þrst IIP as breaking down 
insularity and provincialism, laying the groundwork for an interna-
tional conception of  administration, and demonstrating the variety 
in U.S. preparation programsñsomething that still exists (Culbert-
son, 1995).

The þrst IIP was such a success that a second was planned for 
1970 in Australia. IIP 1970 led to the formation of  the Common-
wealth Council for Educational Administration (later CCEAM), a 
development Walker (as cited in Culbertson, 1995) later called òthe 
jewel in UCEA’s crown.”

The 1974 IIP was probably the most famous. Built around the 
theme, “Educational Administration: New Directions in Practice 
and Theory,” it featured 3 weeks of  presentations and visitations 
that began in Bristol and ended in London, by way of  Glasgow. IIP 
1974 led to the formation of  both the European Forum on Edu-
cational Administration and the British Educational Administration 
Society (currently BELMAS).

Don Laytonõs (1974) report in the UCEA Review noted that 
Dan Grifþthsõs keynote presentation upset the conference hosts 
when he criticized Britain’s emphasis on structures and organiza-
tion, as opposed to educational goals and purposes, with Grifþth 
going so far as to say, “No modern country offers so little education 
to its youth.” I will return to this point because it speaks to how 
Americans should engage respectfully in international dialogue.  

The conference also featured T. Barr Greenþeldõs (1975) pre-
sentation, òTheory About Organization: A New Perspective and 
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its Implications for Schools,” which challenged the basic assump-
tions underlying the existing orthodoxy of  systems theory, offering 
instead an alternative, “phenomenological” perspective. The result 
of  this presentation was a conversation that echoed through the 
years in what became known as the Greenþeld-Grifþths debate, a 
debate that arguably had the greatest impact of  any in our þeld and 
reshaped research in educational administration to this day.  

Subsequent IIPs were held in Canada (1978); Nigeria (1982); 
and Hawaii, Fiji, and New Zealand (1986). I attended my þrst IIP 
in 1990 in Manchester, England. The conference theme was òDe-
veloping Educational Managers for the Future.” What I recall most 
was hearing directly from English Heads as they dealt with the 
consequences of  Margaret Thatcher’s Educational Reform Act of  
1988; little did I know how much I was peeking into the future of  
education in the U.S. and much of  the rest of  the world.

IIP 1994 was held in Toronto and Buffalo, and Ed Hickcox 
of  Ontario Institute for Studies in Education and I were the key 
organizers. Several memories are worth sharing. The þrst was a day 
of  remembrance in honor of  the late Tom Greenþeldõs contribu-
tions to educational administration. Richard Bates gave the key-
note address in Toronto, with other notable presenters including 
Dan Grifþths, Peter Ribbins, Colin Evers, Carol Harris, and Ollie 
Gibson. In Buffalo, Larry Cuban (1996) delivered the conference 
keynote, “Reforming the Practice of  Educational Administration 
Through Managing Dilemmas.” Two of  the 5 days spent in western 
New York involved school visits, and I will never forget how our 
international delegates waited excitedly for the little yellow school 
buses that would take them to several rural districts. For most of  the 
children in those schools, it was the þrst interaction they had ever 
had with someone from another country, and teachers and princi-
pals thanked me for an opportunity that proved to be the highlight 
of  the school year.

My most vivid memory of  IIP 1998 in Barbados was of  the 
school visits, because it was stunning the extent to which music and 
art were infused throughout the curriculum and day-to-day activities 
of  students. These were not afÿuent schools, but it was an implicit 
afþrmation of  life that I wish I saw more of  in American schools.  

Unfortunately, attendance by UCEA members declined so 
markedly over the years (perhaps þve Americans were in Barbados) 
that the CCEAM governing board changed IIP to a Commonwealth 
biennial conference. At present, IIP is no more; instead, subse-
quent quadrennial meetings—2002 in Sweden, 2006 in Cyprus, and 
the upcoming 2010 in Sydney, Australia—are solely CCEAM-run 
events. I think several factors explain why UCEA members stopped 
participating. 

First, Americans have never felt any urgency to look beyond 
our 50 states. When one considers the diversity of  policies and prac-
tices that result from educational control vested at the state level, 
there is already a plethora of  natural laboratories for researchers 
and policymakers to consider. As a result, Americans long have 
been rather inward looking and isolationist, with the presumption 
that our educational system matches our predominance in other ar-
eas. That perception changed markedly after the publication of  A 
Nation at Risk (National Commission on Excellence in Education, 
1983), which pushed Americans to begin comparing the perfor-
mance and practices of  their schools with those of  other nations, 
especially those international “competitors” perceived to be doing 
better, such as Japan in the 1980s and Finland today. In our quest to 
be Number 1, public attention is most often drawn to our students’ 

shortcomings as they compete with nations at the top of  the rank-
ings. Far less attention is paid to those lower on the scale, as if, in 
a world of  interdependent nations, low reading scores among stu-
dents in Venezuela or Botswana are any less important than scores in 
Mississippi or California. I think this competitive model diminished 
our natural curiosity about the full range of  educational practices 
happening elsewhere. In other words, if  there was no competitive 
advantage to be gained, why bother? I think we lost sight of  what 
Culbertson understood so well, that there is much to be learned 
about our own system by studying others.  

The second reason I think Americans stopped attending IIP 
was the introduction of  UCEA’s conference. Although the develop-
ment of  the conference has been wonderful for UCEA, it made the 
cost of  attending an international conference prohibitive. Assuming 
that most UCEA attendees also go to AERA, IIP became a budget 
buster in that given year.  

A Transformative Agenda

At the Leadership Meeting in summer of  2007, several of  
us helped Fen English draft a transformative agenda for UCEA, 
which includes the Internationalization of  the Educational Lead-
ership Preparation Conversation. In it, we recommended greater 
international collaboration and cooperation through expanded in-
ternational membership, enhanced preparation for cultural diversity 
and preparation for citizenship, and development of  comparative 
research projects around the globe. 

At the 2007 Plenum, I met with a group of  11 Plenary Ses-
sion Representatives (PSRs) to discuss these recommendations, and 
they unanimously supported making internationalization a UCEA 
priority. The PSRs urged that we survey UCEA member institutions 
about what they already do and what they want in terms of  inter-
nationalization. The PSRs felt that UCEA should organize inter-
national conference sessions, help fund international projects, use 
technology to make international linkages more accessible, and cre-
ate a UCEA international program center.  They also suggested that 
UCEA hold its conference outside the U.S., perhaps in Toronto, 
Montreal, or Vancouver to start.  

There were also several cautions. For example, the group felt 
that UCEA should be careful not to impose Western viewpoints; 
instead, we must consider the culture and values of  other coun-
tries and potential partners. This same sentiment was expressed by 
Benno Sander in 1979, when he argued that if  UCEAõs international 
initiatives were to be successful, interactions had to be transactional, 
not interventionist: òOtherwise, the builders of  schools and educa-
tional systems run the risk of  destroying national cultural values” 
(as cited in Culbertson, 1995, p. 199).  

The other concern was that an international initiative would 
take resources and attention away from problems in American 
schools. This is not an inconsequential issue, but I would argue that 
this position holds only from a zero-sum perspective. My own ex-
periences suggest otherwise. Over the past 20 years I have had the 
opportunity to visit schools in more than a dozen countries, and 
each of  these experiences has given me fresh insights into Ameri-
can education. Almost all have informed my domestic research in 
a variable-sum way, such as a recent visit to a high-poverty primary 
school in Monterrey, where the sixth graders quickly switched from 
Spanish to English in order to accommodate their monolingual 
American guest. I wondered how such facility with two languages 
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4. Working cooperatively across nations, it is possible to achieve 
research and development objectives that may not be possible 
if  pursued alone.

With the wealth of  nations so interdependent, we no longer 
ethically or practically can allow any child to be left behind, whether 
that child lives in Sao Paolo or San Francisco, Beirut or Baltimore, 
Kabul or Canarsie. I believe that UCEA once again should be lead-
ing the way in helping educational researchers and policymakers 
worldwide þnd new and innovative ways to partner and collaborate. 
In much the same way that UCEA was at the forefront in help-
ing to promote national and cross-national associations during the 
1960s and 1970s, UCEA should be at the forefront of  researching 
and helping educators correct social inequities worldwide. As noted 
earlier, I think most of  us entered this profession because of  our 
compassion for children. I think that UCEA’s re-emergence on the 
world scene at this critical time would show our commitment to the 
world’s children.
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could improve the life chances of  children in American schools.

Activities Underway

In January 2008, UCEA created the role of  Associate Director 
of  International Affairs (ADIA) and appointed Bruce Barnett of  
The University of  Texas–San Antonio to the position. The ADIA’s 
þrst tasks include many of  the suggestions made by the PSRs, such 
as surveying our members to determine existing partnerships and 
how they are resourced, as well as interests and needs regarding 
partnership development. This survey will produce a database of  
international partnerships that UCEA will disseminate. The ADIA 
also will seek funding to support international activities such as visi-
tations, study tours, and joint research.  

This past September, Bruce Barnett and I met with CCEAM’s 
governing board in Durban, South Africa, to share our goals. We 
found that both organizations want to increase partnerships with 
one another and with other international associations, and that both 
encourage cross-national research and program development. We 
agreed that these common interests could be facilitated through 
sessions at one another’s conventions, publicity of  one another’s 
publications, exchanges and study tours, a data bank of  training 
programs, and comparative research studies. One example of  such 
comparative research is the International Successful School Princi-
palship Project (ISSPP), which began as an 8-nation project in 2001 
and has since grown to 15 countries primarily through presentations 
at UCEA and CCEAM conferences.  Information about ISSPP can 
be found at www.oise.utoronto.ca/research/schoolleadership/ssl.
html (UCEA Center for the Study of  School Site Leadership, n.d.) 
or www.ils.uio.no/english/research/project/ssl/index.html (Uni-
versity of  Oslo, n.d.).

Future Directions

Currently UCEA has just three non-American members, the 
University of  Lincoln and the University of  Southampton, both in 
England, and the Chinese University of  Hong Kong. We hope to see 
a return of  member institutions from Canada as well as new mem-
bers from around the world. A few ideas that might help UCEA 
re-emerge as a leader on the world stage include holding our confer-
ence outside the U.S., perhaps every 4th or 5th year, coupled with 
the revival of  the IIP. Such an event would combine presentations 
and school visits in the host nations and should be cosponsored by 
several international associations to defray costs and guarantee it 
being held in different parts of  the world. In addition, we should 
make this event and our existing conferences far more technologi-
cally innovative, so interactive sessions involve virtual global par-
ticipation.

No matter which path we pursue, Culbertson’s case for engag-
ing UCEA on the world scene rings as true today as it did decades 
ago:

1. We gain a deeper understanding of  school administration in 
our own culture by examining it in other cultures.

2. Leaders and policymakers have more options and insights 
when they access ideas from other countries.

3. The limits and uses of  educational ideas can be better identi-
þed in cross-nation analyses as compared to single national 
contexts.
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From the Director:
UCEA Partners With the Wallace Foundation 

on Research Utilization 

Michelle D. Young

Knowledge Utilization Needs and Challenges

As leadership preparation faculties contemplate the future of  
their work, they face an important challenge in providing programs 
that can develop leaders with the skills to support the learning of  
all students. The changing conditions of  schools, school popula-
tions, standards for students and educational professionals, and the 
expanding knowledge base on effective leadership have converged to 
create an environment of  profound complexity. In response to this 
complex challenge, organizations like UCEA, the Wallace Founda-
tion, and the U.S. Department of  Education as well as individual 
researchers have devoted signiþcant attention to increasing quality 
and innovation in leadership preparation programs (Jackson & Kel-
ley, 2002; Milstein, 1993; Orr, 2006; U.S. Department of  Education, 
2005; Young, 2004). Converting positive research results about the 
effects of  quality leadership preparation into program improvements 
is itself  challenging for several reasons: 

1. Research results are not always disseminated adequately to 
interested audiences or in forms that explain how to use them 
for program reforms (such as with examples and strategies). 

2. Interested and knowledgeable faculty may be interested in ap-
plying positive research results to improving their programs but 
lack the means to convince their university ofþcials to support 
program improvements, particularly if  these require more fac-
ulty resources (such as to arrange for better internships or to 
work with local districts for better program articulation). 

3. Public institutions may be interested in designing more ÿexibly 
delivered programs (such as through alternative schedules and 
off  site in district settings) but are hindered by state higher 
education policies.  

4. State and university information resources on program gradu-
ates and their leadership outcomes are often inaccessible to pro-
gram faculty, hindering their capacity to evaluate improvements 
in graduate outcomes based on program improvements. Better 
use of  recent research on effective leadership preparation, 
therefore, requires devising multiple dissemination strategies for 
different audiences and purposes, engaging key inÿuentials at 
the university and state levels about how to improve the use of  
research, and providing support for program improvement.

Improved Research Utilization for Program  
Improvement

UCEA has received a grant from the Wallace Foundation 
to build on recent research þndings and development efforts in 
cooperation with the Wallace Foundation. Four initiatives will be 
fostered through this collaboration focusing on (a) ensuring that 
pertinent information regarding leadership preparation is shared with 
the individuals who are in positions (at the program, institutional, 
and state levels) to make use of  the information and make positive 
change and (b) engaging those individuals (particularly program 

faculty and department ofþcials) in developing and implementing 
plans and recommendations for making essential program changes 
that lead to better prepared leadership candidates who can foster 
improved schools and student learning. Additionally, these efforts 
will build on and extend UCEA’s existing infrastructure, resources, 
and þeld-development strategies. 

Initiative 1: Strategizing how to Link Research Findings and Program 
Improvement 

UCEA proposes to develop with the Wallace Foundation a 
series of  conversations with Educational Leadership and Administra-
tion Program/Department chairs and College of  Education Deans 
focused on leveraging change in educational leadership preparation 
programs. UCEA has expertise in hosting such conversations that 
lead to policy action and program change. Key to the success of  
these conversations is an inquiry approach that surfaces challenges 
and opportunities to improve the use of  research for program bet-
terment. Thus, the goals of  these conversations would include (a) 
identifying leverage points and strategies for supporting program 
improvement; (b) developing a report for dissemination including 
recommendations and strategies; (c) sharing the report with key 
dean professional associations; and (d) spotlighting, through future 
forums, the work of  member institutions in UCEA who adopt these 
recommendations.  

Initiative 2: Producing Research Utilization Products
UCEA proposes to develop with the Wallace Foundation a set 

of  publications that share pertinent information regarding leadership 
preparation with the individuals who are in positions (at the program, 
institutional, and state levels) to make use of  the information and 
make positive change. Such publications will provide short, high-
impact explanations and examples of  how the preparation-focused 
research can be used to improve leadership preparation programs. 
These publications will be based on current and forthcoming research 
products from the Wallace Foundation and its funded projects. The 
publications will be modeled on UCEA’s newest publication, Implica-
tions, which provides highly focused, research-rich discussion of  a 
policy topic in easy-to-use terms for policy action. The proposed 
publications will be similar but focused on program development, 
improvement, and reform. We will produce four utilization publica-
tions, each focused on a different topic, each drawing from one or 
more foundation-funded studies, illustrated with case examples and 
program-speciþc strategies, with appropriate references to the source 
documents and key researchers. 

Initiative 3: Showcasing Recent, New, and Emerging Research Findings,  
Particularly as Supported by the Wallace Foundation 

Over the past 8 years, the Wallace Foundation has invested 
signiþcant resources into a variety of  research and leadership prepara-
tion developments across the country. Several studies recently have 
concluded or will be concluding, providing a rich array of  insights, 
research þndings, and program models. UCEAõs Web site and con-
vention provide excellent opportunities to position the dissemination 
of  these þndings, both individually and collectively, and to consider 
their programmatic implications, particularly for the preparation of  
urban school leaders, a priority of  the foundation and the associa-
tion. UCEA has agreed to do two things: (a) provide opportunities 
for Wallace work to be highlighted and discussed on the UCEA Web 
site and (b) develop with the Wallace Foundation a set of  three ses-
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sions at the 2009 UCEA Convention to showcase recent, new, and 
emerging research þndings.

Initiative 4: Training Faculty and Programs in the Steps to Program  
Improvement

UCEA proposes to develop with the Wallace Foundation a 
series of  faculty-focused professional development sessions and 
program-focused technical-assistance sessions at the 2009 UCEA 
Convention. Specific postconference workshops will focus on 
improving and aligning aspects of  leadership programs—such as 
program content, instructional practices, þeld partnerships, and prac-
tical experiences—to research on effective leadership preparation. A 
growing body of  research indicates that the following core program 
attributes are essential: a well-deþned, leadership-for-learning focus; 
coherence; challenging and reÿective content; student-centered 
instructional practices; competent faculty; positive student relation-
ships; a cohort structure; supportive organizational structures; and 
substantive and lengthy internships (Darling-Hammond, Meyerson, 
LaPoint, & Orr, 2007; Orr & Pounder, 2007). It is essential that this 
research as well as recommendations for leveraging and supporting 
program change be placed in the hands of  those who can make those 
changes. Three short documents that connect preparation-focused 
research to improved leadership preparation programs will be pub-
lished in support of  these sessions. 

Summary

As we know from our work in school and district reform, 
institutions need support in learning about and thinking through 
the implementation of  research-based practices and strategies. The 
same holds for leadership preparation program faculty and their 
institutions. Such opportunities enable faculty from among multiple 
institutions to explore alignment of  their own programs with best 
practices or to work deeply in program redesign or the adoption of  
a challenging but essential program features (such as use of  cohorts 
and more substantive internships). Through shared inquiry and 
guided support from trained experts, programs are more likely to 
adopt new approaches.

UCEA is committed to developing and sustaining high-qual-
ity, research-based leadership preparation programs for school and 
school system leaders. As noted above, better use of  recent research 
on effective leadership preparation requires the development of  mul-
tiple dissemination strategies for different audiences and purposes, 
engaging key inÿuentials at the university and state levels about how 
to improve the use of  research, and providing support for program 
improvement. Through the partnership with the Wallace Founda-
tion, UCEA will hold critical conversations with key stakeholders; 
devise strategies for program improvement; and make available es-
sential research, recommendations, and professional development 
to professors of  educational leadership across the United States 
and internationally through Internet, print materials, and profes-
sional development opportunities. In sum, the initiatives described 
in this proposal provide high-yield opportunities to convert positive 
research results about the effects of  quality leadership preparation 
into important leadership preparation program improvements.  
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National Board Certiþcation for  
Accomplished Educational Leaders 

For years, the education community has identiþed excep-
tional teachers with advanced certiþcation through the Nation-
al Board for Professional Teaching Standards (NBPTS). Very 
soon, principals will have the opportunity to be recognized in 
the same manner. NBPTS, in cooperation with the National 
Policy Board for Educational Administration and its mem-
ber institutions (UCEA, NCPEA, AACTE, NAESP, NASSP, 
AASA, CCSSO, NSBA, ASCD), is in the process of  develop-
ing an advanced certiþcation program for accomplished edu-
cational leaders.  

This certiþcation will be the þrst of  its kind and will of-
fer principals and teacher leaders a rigorous voluntary process 
through which they can achieve national board certiþcation. 
In support of  this effort, a core proposition group has been 
developed to identify the knowledge, understandings, and skills 
required of  educational leaders and to establish core proposi-
tions that will serve as the foundation for standards, assess-
ment, scoring rubrics, and scores. This group also will prepare 
the core propositions for public review and respond to all pub-
lic comments. 

The members of  this core proposition group include 
UCEAõs Executive Director Michelle D. Young and UCEA 
member faculty Michael Dantley, University of  Miami, and 
Ted Zigler, University of  Cincinnati. Remaining members of  
the core proposition group (which includes professors, prin-
cipals, professional organization representatives, and national 
board-certiþed teachers) are Broderick Boxley, Joyce Chopin, 
Sheila Evans, Mary Hatwood-Futrell, Jason Leahy, Jocelyn Ly-
ons, Kathleen OõNeill, Andrea Peterson, James Pughsley, Mer-
linda Rodriguez, and Jackie Wilson.

The overall goal of  an advanced certiþcation process is 
to establish high and rigorous standards for accomplished lead-
ership practice—practice that exceeds those supported by the 
ISLLC standards. The NBPTS hopes to have the core proposi-
tions ready for public review in the spring of  2009.
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NCATE to Begin  
Redesign Project

The National Council for Accreditation of  Teacher Educa-
tion (NCATE) Executive Board voted unanimously at its fall meet-
ing in October to redesign the NCATE accreditation process. The 
Board asked NCATE President Dr. James Cibulka to return in 
Spring 2009, after consulting with all NCATE constituencies, with a 
comprehensive set of  recommendations for redesign of  NCATE’s 
unit accreditation and program review processes to provide op-
tions; promote rigor, relevance, and inquiry; and ensure cost-ef-
fectiveness. The Board is encouraging Dr. Cibulka to initiate and 
vet proposals in order to move forward expeditiously. Dr. Cibulka 
emphasized this move: 

[It] is about using accreditation as a lever for reform of  
educator preparation. States are focusing on 21st cen-
tury learning skills (http://www.21stcenturyskills.org/) 
for P–12 students; teacher preparation must be on the 
same page. Higher education must make the transfor-
mation with P–12 and contribute to it by helping to 
build quality learning environments staffed with teams 
who can make those environments effective for stu-
dent learning. Accreditation should encourage partner-
ships between higher education and P–12 schools and 
districts. NCATE can encourage institutions to focus 
on initiatives related to key national, state, and district 
needs through a continuous self-improvement process.

Panelist and NCATE Executive Board member Gene Wil-
hoit, Executive Director of  the Council of  Chief  State School Ofþ-
cers, said, “Teacher preparation is integral to positive P–12 learning 
results. We must support states in their efforts to improve teacher 
preparation programs to ultimately enhance student learning.” 
Several states are already beginning to follow graduates of  teacher 
preparation programs and the effects these teachers have on learn-
ing.

In addition, during the presidential campaign, both political 
parties’ platforms included a mixed model in the area of  teacher 
preparation. Obamaõs platform includes funding for teacher resi-
dencies with yearlong clinical preparation. NCATE is encourag-
ing accredited institutions to initiate such partnerships with their 
districts. In addition, policy experts at NCATE’s General Assem-
bly recommended differentiated teacher preparation to match dif-
ferentiated stafþng needs of  districts. Shortages in the number of  
math and science teachers are leading districts to experiment with 
hiring engineers, computer scientists, and others with expertise in 
those areas to consult part-time with schools as resource specialists. 
General Assembly panelists recommended high-quality differenti-
ated teacher preparation to enable school districts to meet needs in 
shortage areas.

Additionally, a survey of  NCATE-accredited institutions in-
dicated that institutions want a more focused, streamlined process 
with less paperwork and more emphasis on adding value. Dr. Cib-
ulka agreed that NCATE must be responsive to its institutions and 
the policy environment, stating, “I am committed to developing a 
process which promotes rigor and inquiry, and which makes the 
process useful to institutions as they strive to improve themselves.” 
Dr. Cibulka continued by explaining four principles that will guide 

the redesign:
1. Accreditation must serve as a lever for reform of  educator 

preparation and must work in tandem to help achieve trans-
formation of  P–12 education to focus on higher order skills. 
It must raise the bar for educator preparation.

2. Accrediting high-quality alternative providers and forging 
partnerships among providers and school districts must be 
encouraged and implemented. Accreditation exists in a mixed 
market of  providers. Recognizing high-quality innovations 
that can be brought to scale should be part of  the work of  ac-
creditation. Teacher preparation accreditation should distin-
guish high-quality providers in this market, whether they exist 
within institutions of  higher education or as other providers.

3. Accreditation must create value for teacher preparation insti-
tutions to help them improve their programs.

4. Accreditation must be a cost-effective and cost-efþcient en-
terprise.

NCATE leaders and institutions echoed the unanimous vote 
of  the NCATE Executive Board.

Working on  
Educational Equity

Hoping to address the achievement gap and funding 
disparities in U.S. public schools, Representative Mike Hon-
da  (D-CA) introduced legislation to start a national dialogue 
on the topic of  educational equity. To paraphrase David 
Berliner in a recent lecture delivered at The University of  
Texas at San Antonio, “For years we have known that the 
achievement gap closely mirrors socioeconomic and ethnic 
disparities. We didnõt need NCLB to help us þgure that out. 
But now as has been the case for years, resources are not be-
ing allocated to do anything signiþcant about it.ó  

To address these issues, the Citizens’ Commission 
on Educational Equity Act (HR 7203) would establish a 
14-member commission. Members of  the commission will 
be appointed by the head of  the Government Accounting 
Ofþce and could include principals, parents, professors, or 
other individuals with expertise in education. The commis-
sion will examine how schools can ensure that each student 
achieves his or her maximum potential, with particular em-
phasis on the following:

1. Ensure that a school receives adequate resources to meet 
the educational needs of  each student in the school.

2. Determine the methods available—or that need to be 
developed—to determine the educational needs of  a 
student.

3. Identify the devising innovative strategies for state and 
local educational agencies to participate in reforming 
the methods by which schools are funded and enable 
each student to achieve his or her maximum potential.
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New UCEA Leaders Elected
Cindy Reed, Professor of  Educational Leadership and 

Director of  the Truman Pierce Institute (TPI) in the College of  
Education at Auburn University, was elected to the UCEA Execu-
tive Committee in October. As TPI Director, Dr. Reed oversees 
outreach scholarship programs and research related to educational 
reform and leadership development. As principal investigator or 
co-principal investigator, she has won over 20 contracts and grants 
totaling over $2 million to support those initiatives since her ten-
ure as institute director began in 2002. Cindy has served on many 
UCEA committees in past years, including co-chair of  the 2002 
UCEA conference. She has been a Barbara Jackson Scholars’ Pro-
gram mentor since the program began and is Auburn University’s 
Plenum Session Representative (PSR). In 2003 Cindy won UCEAõs 
Jack Culbertson Award. She serves as associate editor of  the Journal 
of  School Leadership and executive editor of  The Professional Educa-
tor. She was editor or co-editor of  the Southern Regional Council for 
Educational Administration Yearbook for 6 years. Her research focuses 
on applied transformational leadership, educational policy and ad-
vocacy, leadership preparation, coalition building, and sustainable 
collaborative educational reform efforts. Cindy’s research has been 
published in numerous peer-reviewed journals and book chapters. 
She has been recognized with university and college awards for her 
teaching, engaged scholarship and service to or collaboration with 
school systems and other agencies, and support of  underrepresent-
ed groups both in the þeld and on campus. A recognized leader 
in Alabama state-level educational issues, Cindy is a commissioner 
on the Governor’s Black Belt Action Commission and serves on 
the group’s education committee, Co-Chair of  the Education Com-
mittee for Region 5 of  the Alabama Rural Action Commission, a 
member of  the Middle Grades Initiative for the Alabama State De-
partment of  Education, a member of  the Governor’s Congress for 
Instructional Leadership, and a member of  the Governor’s Task 
Force for Teacher Leadership. 

Alan R. Shoho, Professor of  Educational Leadership and 
Policy Studies at The University of  Texas at San Antonio (UTSA), 
was elected President-Elect in October. Alan served on the UCEA 
Plenum as UTSA’s representative for 6 years and led UTSA’s suc-
cessful institutional membership into UCEA 3 years ago, transition-
ing from partner to full members. For the past 2 years, he has served 
on the Executive Committee, where he chaired the ad hoc commit-
tee on diversity to examine ways to improve the diversity of  the 
Plenum and support member institutions’ goals to achieve diversity. 
As a result, a junior faculty support system is being implemented 
this year to complement earlier UCEA efforts (i.e., Clark Seminar 
and Jackson Scholars Program) for assisting doctoral students. In 
addition, he has served as chair and committee member on the Pau-
la Silver Journal of  Cases in Educational Leadership Award committee, 
chaired the committee for the Jack Culbertson Award, and served as 
convention host for UCEA in San Antonio. He earned his EdD at 
Arizona State University. His research focuses on aspiring principals 
and assistant principals; high school reform; and how organizational 
cultures impact a sense of  alienation, trust, ethical behavior, along 
with other social processes. He is currently leading a research team 
of  þve doctoral students to examine various social processes in high 
schools. He has published in the Educational Administration Quarterly, 
ERS Spectrum, Journal of  School Leadership, Journal of  Educational Ad-

ministration, The High School Journal, Research in Schools, Theory and Re-
search in Educational Administration, Journal of  Special Education Leader-
ship, and the International Journal of  Educational Management. Recently, 
Alan co-authored with Bruce Barnett and Mike Copland a book 
chapter in the upcoming Handbook of  Research on Leadership Education 
on internships in preparing principals. In addition, he co-authored 
another piece, “Admissions to University-Based Preparation Pro-
grams: Faculty Assessments of  Current Practices and Implications 
for Navigating the Future,” in the 15th Annual Yearbook of  NCPEA. 
He co-authored an article in Innovative Higher Education examining 
the issue of  trust in higher education among deans, faculty, and 
students. Reÿecting on his 11-year association with UCEA, Alan 
recalled the challenges of  being an untenured professor searching 
for an identity as a scholar. He noted, 

I owe a great deal of  my professional development to 
the connections made at UCEA. The shared commit-
ment to mentorship, collaboration, and scholarship are 
the deþning tenets that make this organization such a 
rich arena for professional growth and service to the 
þeld of  educational leadership. My primary objective is 
to advance UCEA’s mission and goals in such a way that 
both junior and senior scholars are empowered to form 
the kinds of  support networks that enrich the þeld in 
both individual and systemic ways.   

UCEA Members-Only Site
Membership in UCEA is a signiþcant marker of  pro-

gram quality, but the beneþts of  membership extend beyond 
being apart of  a scholarly community. UCEA member facul-
ty have long enjoyed discounted prices on hard copies of  the 
Educational Administration Quarterly (EAQ). Each year faculty 
and graduate students are provided with special forms for 
ordering EAQ at a steep discount off  individual subscrip-
tion rates. Additionally, for the last 8 years, UCEA members 
have enjoyed free access to the Journal of  Cases in Educational 
Leadership (JCEL) and the UCEA Review. UCEA member 
faculty continue to enjoy these beneþts, though they have 
been enhanced. JCEL has been included, along with EAQ, 
in the Sage online education collection. UCEA member fac-
ulty can access the entire bundle though the UCEA Mem-
bers-Only site. The bundle includes all of  Sageõs education 
journals and allows cross-journal searches.  

Unfortunately, UCEA can only offer this access to 
UCEA member faculty. Individuals who are not UCEA 
member faculty will no longer have free access to JCEL, un-
less they or their institutions subscribe to the journal/bundle 
through Sage.

If  you have not already visited our website and seen the 
New Members section, please visit www.ucea.org!  UCEA 
Plenary Session Representatives were provided information 
on accessing the Members-Only Site.

www.ucea.org
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A Conversation With  
William Ayers,  

University of  Illinois–Chicago

Laura McNeal
Michigan State University

Dr. William Ayers is a Distinguished Professor of  Education 
and Senior University Scholar at the University of  Illinois–Chicago. 
His research interests include teaching for social justice, urban educa-
tional reform, narrative and interpretive research, children in trouble 
with the law, and related issues. He is the founder of  the Small Schools 
Workshop and the Center for Youth and Society and the author of  
many books on education, including 
Teaching the Personal and Political, On the 
Side of  the Child, To Teach: The Journey 
of  a Teacher, A Simple Justice: The Chal-
lenge of  Small Schools, and A Kind and 
Just Parent. This interview provides a 
unique perspective on the intersec-
tion of  social justice and activism 
and how it can be used to promote 
educational equity and democratic 
values in both the academy and K–12 
schools. 

* * *

LM: Based on your experiences and research, how do you 
deþne activism?

WA: Activism involves three steps. First, you have to open 
your eyes to the world as it is, you have to move yourself  beyond a 
sense that the way things are is the way they must be and will always 
be. So you open your eyes to the world, and if  you see things that 
are out of  balance or that strike you as unjust or unfair or somehow 
limiting of  your own humanity or the humanity of  others, then you 
must act. That is activism. Most societies tell their citizens that all 
is well, and activists are individuals who say, “No, all is not well,” 
everything isn’t perfect. Everything is not as it ought to be, there are 
alternatives, and an activist is a person who brings those alternatives 
to light. So, Step 1, we have to open our eyes, and Step 2, if  you are 
an activist you must act. You have to step into the public square and 
say something. And then, Step 3, which is often forgotten, you must 
doubt whether anything you did was all that worthwhile, all that 
perfect, and in doubting you rethink and begin to formulate a plan 
for acting again. And it’s that rhythm—opening your eyes, acting, 
doubting, acting, doubtingñthat characterizes an activistõs life. You 
continue to try to see more so that you can do more. To me that’s 
the core of  activism.

LM: How would you describe teacher activism?
WA: I think that teachers, like everybody else, can choose simply 

to go along with the program. And that means that we can choose to 
be conventional, we can choose to accept the world as it is, we can 
choose to accept our classrooms as they are. But, many, many teach-
ers that I know or have seen over many, many years choose instead 
to wonder if  this classroom might be better, or if  this school might 
be improved. And as soon as they begin to question, as soon as they 

begin to question—“Why is it like this? Could it be otherwise?”—they 
are opening themselves to the possibility of  stepping into the public 
square. And the public square doesn’t mean the New York Times, or 
standing up at a giant rally in Washington, DC. The public square is 
where we open to one another without þlters, without masks, and 
in a certain sense without fear, although fear is always with us. The 
sense of  being able to say out loud that this is not good, this is not 
helpful for kids, or this is not the way we ought to do it. And then 
we come together, naming obstacles to address, and in that way we 
have created a public square, which is something we create again 
and again, or we somehow fail to create. It’s not something that is 
sitting there waiting for us. It’s something you must bring to life. 
For instance, there are a group of  teachers in Chicago who decided 
not too long ago that they would not give grades to kindergarten or 
þrst-grade students. By deciding to speak out and take action, they 
were entering the public square. They were creating a public square 
where none had existed in order to express their opposition to the 
potential harm done in judging 5- or 6-year-old children. 

Another group of  teachers at a high school refused to give 
the latest standardized tests because they thought it took away from 
the learning and potential of  their students. Again, these teachers 
were creating and entering a public space. So, to me teacher activism 
means identifying the injustices or imbalances, þnding allies among 
other teachers or among parents or students, putting forward what 
you really believe and in that way taking a step toward activism. The 
alternative is keeping quiet, and the problem with keeping quiet is that 
if  we were quiet at all times in history there would be no progress—we 
still would be enslaving our fellow human beings, and women would 
still not be able to vote. Somebody must speak up sensibly against the 
norm, against the conventional, against the common sense, because 
the common sense or the conventional are not themselves proof  of  
justice, morality, or even reason. 

Speaking up can be terrifying and frightening; however, speak-
ing up is also where we discover allies we didn’t know we had. The 
problem with staying silent is not just that it forgoes the possibility 
of  progress, but it’s that we end up accepting way too much and be-
coming, then, cynical. We can say, “Well, I’m not sexist,” or “I’m not 
a racist,” or “I’m not homophobic in my own mind,” but the failure 
to speak up means that we have failed to participate in the possibility 
of  progress, and we have conceded that the world can’t be changed. 
I may think I’m a good person sitting in my living room on my own 
couch, but the goodness of  my position has no life outside my own 
head. Ultimately it’s really a hopeless and cynical position. After all, 
the opposite of  being a moral person is not being an immoral person; 
rather, it’s being an indifferent person. So, if  you allow the world to 
slip past you without taking note of  the imbalances and all the un-
necessary suffering and underserved pain, there’s a kind of  a willful 
blindness at work, and that willful blindness is itself  immoral. 

LM: You mention the importance of  addressing the imbalances 
and unnecessary suffering in the world. Can you please describe your 
perception of  social justice within the þeld of  education?

WA: Social justice is one of  those terms that has become com-
monplace and a bit of  a cliché, and it loses some of  its edge then, 
some of  its insurgent meaning. Social justice involves equity and 
access, and those are the pillars that many of  us have spent our lives 
þghting for, access for all and equity for traditionally disadvantaged, 
excluded, or marginalized populations. I think too often, though, 
we ignore aspects that must remain in the forefront of  our thinking. 
Social justice also involves recognition, speciþcally the recognition 
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of  the full humanity of  every individual who comes through the 
classroom door. And that means more than just access and equity, it 
means that we see each individual as a person with hopes and aspira-
tions, dreams and experiences, stories, and setbacks that are essential 
to take into account in our society, schools, and classrooms. In this 
regard, social justice is not something that we add on to a curricu-
lum or to a school program; rather, social justice is the essence of  
democratic schooling. One way to think about it is that in all school 
systems, for example fascist Germany or Soviet Russia, everyone 
agrees that children should show up on time, that they should do 
their homework, master the subject matters, and stay away from 
drugs. And we agree with those goals as well. However, there must 
be something that distinguishes a democratic education from educa-
tion in authoritarian societies—that something else is a core belief  
in the incalculable value of  every individual, a belief  that everyone 
who walks through the door is a person of  value, and that what we 
are about is not teaching them obedience and conformity or their 
place in the existing hierarchy. Rather, we want to teach them to take 
initiative, to be creative, to be imaginative, to take risks, to question 
authority, to wonder about the world. This means fundamentally, in 
a school system based on democratic values, we really believe that 
the full development of  all is a condition for the full development of  
each. That is something that we should þght for, not as peripheral, not 
as an add-on, but as the essence of  schooling and democracy. And 
we should ask ourselves how well this school or classroom measures 
up. Some do and some don’t. 

LM: Considering your passion for activism and social justice, 
how do you recommend that higher education institutions instill 
a sense of  activism and commitment to social justice within their 
students?

WA: How do we teach this in a college of  education? Just as 
we teach values in a school or in a family: We model it. When stu-
dents see their own teachers, their own professors willing to question 
everything, willing to wonder out loud about the world, willing to 
resist becoming obedient soldiers, that is itself  a huge lesson. I don’t 
want us to proselytize our students but in fact to live in a world in an 
engaged way. So, if  my students see me as a person who secretly thinks 
that homosexual people should have equal rights but is unwilling to 
put my name on a petition, or sponsor a student club, or show up at 
the rally, or hand out leaÿets outside a showing of  a þlmñif  I am 
unwilling to do that, then I am giving my students a contradictory 
lesson. So, it is important that we as faculty live lives of  initiative, 
curiosity, courage, and imagination and not live contrary to what we 
are advocating. 

In Arkansas they passed a law that requires students’ body mass 
index (BMI) to be included on their report cards. Itõs not that if  I were 
a teacher in Arkansas I necessarily could challenge that, but what I 
could do is to question it. I could create a curricular unit in my class 
in which we pose the questions, who thought up including students’ 
BMIs on their report cards? What has happened to physical education 
in the Arkansas schools? Who has the food contracts and what do 
they have to do with BMIs? I don’t know the answer to any of  those 
questions, but asking them is a way of  not being an obedient subject 
but insisting on my right to be a questioning citizen. So, in colleges 
when a mandate comes around that says we need to ask you to look 
into the citizenship status of  students who are entering the freshman 
class, I want to question that, I want to stand up against that. I don’t 
want to allow that to become the normal way of  doing things. 

LM: You described social justice and activism in relation to 

teachers. Can you please share your thoughts concerning how school 
leaders can promote social justice principles and activism within 
schools?

WA: I think that too often when we say the word leadership 
what automatically settles into our minds is a sense of  hierarchical 
arrangements where the leaders are either at the top or near the front 
of  the line. I want to think of  it quite differently. I want to think 
of  leadership the way I often think of  classroom teaching, which 
is not so much the metaphor of  the master and commander who 
is trying to lead the great unwashed into a higher consciousness, 
but rather I want to think of  the person who is ofþcially the dean, 
or the principal, or the classroom teacher as a kind of  pilgrim on a 
voyage with other people. And the voyage is a voyage of  discovery 
and surprise. Very often if  you come upon an idea in your own life, 
you are raised a certain way, you come out of  whatever cocoon you 
were raised in, and you see a larger world, and perhaps you attach 
yourself  to this idea of  social justice. And in your passion, in your 
desire to spread the wealth, you want to get everyone to see it the way 
you see it. But in many ways that is a dead end, a kind of  hopeless 
endeavor. I think it’s much better to say we are all in this together. 
We must take inventory and ask how we can live our own lives in a 
certain way. We must go in search of, rather than think, “I’ve got it 
together,” and hold resentment for those that don’t have it together. 
That’s that whole concept of  false consciousness, the idea that I know 
and you don’t know. I think while the concept has certain resonance 
and certain insights, the problem is that it always leads to feelings 
of  self-righteousness. 

What I would rather see in terms of  leadership and social 
justice is that we do in our own world what we think is appropriate 
in schools and classrooms. That is, somehow arranging situations 
where we invite each person to tell his or her story and in telling 
your story and in listening to the stories of  others, to see if  we can 
þnd some common ground, some common strand in which our 
stories intersect and overlap. And then let’s ask ourselves, as we tell 
our stories and listen to the stories of  others, what should we do to 
make our stories turn out better? To make them more robust, more 
full of  life? And it’s there that we kind of  trudge toward a sense of  
freedom, liberation, and enlightenment, which is after all what educa-
tion at its best is all about. 

I want to urge leaders, or people in formal leadership positions, 
to clear up the territory a little bit, step back from the podium. And I 
don’t mean that we have to make a fetish of  putting chairs in a circle. 
In a real sense, in a substantive sense what I mean is that we have to 
accept that every one of  us is a work in progress. Everyone is trying 
to move down the road. We will feel better at moving down the road 
if  we do it together. If  we þnd ways to listen with the possibility of  
being changed and to speak with the possibility of  changing others, 
the essence of  dialogue and the essence of  democracy, we collec-
tively will become stronger. I talk; I want to change your outlook. 
I listen; I want my outlook changed. And I have to have both of  
those things going on. 

LM: How can school leaders create a schooling environment 
that encourages the sense of  freedom, liberation, and enlightenment 
that you just described?

WA: A really nice rhythm to think about is embodied in a poem 
I recently read by Mary Oliver. In the middle of  the poem she has 
a section she called “instructions for living a life,” and it has three 
simple lines: “pay attention, be astonished, tell about it.” And that 
sums up what I think leaders should be doing. They ought to be pay-



UCEA Review • Winter 2009 • 11www.ucea.org

ing attention not just to their own lofty position, but to the world, 
to their colleagues, their peers, and they also should be astonished 
at everything they see, both the good and the bad. They ought to be 
overjoyed with what they see and horriþed as well with what they see. 
Then they should tell about it, and they should encourage everyone 
else to tell about it. And that’s what I meant earlier when I said social 
justice never can be realized fully if  we don’t take into account each 
individual’s pain and aspiration, hurt, and hope. And that becomes 
then part of  the whole.

LM: Based on your research and experience in the area of  
activism and social justice, what advice would you give other scholars 
who are currently engaged in activism in the academy?

WA: I think the kind of  rhythm that I described earlier: pay 
attention, be astonished, tell about it; or open your eyes, act, doubt, 
act. Those are injunctions for all of  us. I think that it’s very important 
for all of  us in academia to remember that something called us to 
this work beyond the desire to climb the hierarchical ladder of  tenure 
and so on. There was something else, and if  we lose that something 
else in the process of  being socialized into the academy as it is, then 
we lose something very precious. Activism begins by questioning 
everything in front of  us and not going along just because it’s the 
way things always have been. The way things always have been is 
not good enough. 

LM: What are some ways we can change the culture within the 
academy to promote activism?

WA: We often in the academy and in teaching use a type of  
language that undermines our best intentions and that is the language 
of  service. So, we think of  ourselves as in service to, and I want to 
always challenge that, because I don’t want to be in service to, I want 
to be in solidarity with. And that’s quite a different stance. It means, 
like Jane Addams, moving in with the poor, not ministering to the 
poor. Participating in the struggles of  workers, not sitting in an of-
þce wondering about the struggles of  workers. It means challenging 
our rariþed language, challenging our own common sense again and 
again. It is important to remember that challenging and questioning 
do not require you to be an unpleasant person. Sometimes I think 
that activists think it’s their job actually to offend everyone, and I 
donõt see it that way. You donõt have to set out to be a curmudgeon. I 
think that we can do better and þnd common ground with the people 
we are trying to organize in a school or in the academy, while at the 
same time standing for something that we think in fact will improve 
the lives of  many both today and for generations to come.

LM: Thank you for the opportunity to discuss your work in 
promoting activism and social justice within the þeld of  education. 
It has been a pleasure speaking with you. 

IES Research Grant  
Competition

 
The Institute of  Education Sciences (IES) is gearing up 

for its research grant competitions for Fiscal Year 2010. Within 
IES, the National Center for Education Research anticipates 
conducting one research competition (84.305A Education 
Research) that encompasses two topic areas that may be of  
interest to UCEA members: Education Leadership (http://ies 
.ed.gov/funding/ncer_rfas/edleadership.asp?page=all) and 
Education Policy, Finance, and Systems (http://ies.ed.gov/ 
funding/ncer_rfas/edpolicy.asp?page=all). Program an-
nouncements are available at the above links. The FY 2010 
Request for Applications may not have been released by 
the publication date of  this newsletter. However, informa-
tion on the anticipated application deadlines is located at  
http://ies.ed.gov/funding/futureComp.asp. 

If  you are interested in applying to an upcoming IES re-
search competition, please check http://ies.ed.gov/funding/ 
 regularly for new Request for Applications or sign up for the 
IES Newsÿash  (http://ies.ed.gov/newsÿash/) for e-mail no-
tiþcation of  the release of  the new RFAs. 

For additional information on the Education Leader-
ship research topic contact Katina R. Stapleton, Education 
Research Analyst, Institute of  Education Sciences, 555 New 
Jersey Avenue, NW, Washington, DC 20208, 202-219-2154, 
Katina.Stapleton@ed.gov.

For additional information on the Education Policy, Fi-
nance, and Systems research topic contact Karen Ross, Asso-
ciate Research Scientist, Institute of  Education Sciences, 555 
New Jersey Avenue, NW, Washington, DC 20208, 202-219-
2043, Karen.Ross@ed.gov. 

IES also invites applications for research projects that will 
contribute to its new research program on the Evaluation of  State 
and Local Education Programs and Policies (84.305E). For more 
information contact Dr. Allen Ruby at (202) 219-1591 or Allen.
Ruby@ed.gov For information on training opportunities, see  
http://ies.ed.gov/whatsnew/conferences. This year, IES 
will be sponsoring its third Summer Research Training In-
stitute on Cluster-Randomized Trials at Vanderbilt Uni-
versity in Nashville, TN. More information is available at  
http://ies.ed.gov/whatsnew/conferences/?id=394.

Place a UCEA Member Seal on Your Department or College Web Site

UCEA’s members now can showcase their membership for their local community. UCEA has 
designed a seal exclusively for members that they can download and place on their department 
and/or college Web page. No tech savvy is required. All you need to do is simply copy the 
code and forward it to your webmaster for uploading. The seal will link to UCEA’s Mission 
Statement on the UCEA home page. Visit the www.ucea.org members-only page to obtain the 
code for the seal. (Member log-in required.)  
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The YES WE WILL Petition

The Forum for Education & Democracy, a national education òaction tank,ó has developed a very powerful video  
(http://www.willwereally.com) and a petition titled YES WE WILL for the new Obama Administration.  Please take 
a few moments to view the video and to read and sign the petition (which is reprinted below).

 
Dear President-Elect Obama:

On November 4, 2008, Americans enthusiastically voiced their support for the dual promises of  your 
presidential campaign: hope and change. On that night, people all over the world were inspired and mobilized 
by your simply stated belief  that better days lie ahead: Yes We Can.

As we prepare, together, to address the myriad challenges ahead, many of  us also have started to wonder, 
will we really follow through on our shared vision of  a better future? And how will we ensure that we prioritize 
our country’s most precious resource: its young people and the schools that help educate, nurture, and prepare 
them for the challenges of  the 21st century?

Since the days of  our Founders, America’s public schools have served as the backbone of  our democracy. 
It is therefore vital, in this climate of  hopeful energy, to identify some core principles that can guide our col-
lective efforts—and your tenure as president—to ensure that all young people receive the same opportunity to 
participate in the American Dream:

•	 Every child deserves a 21st century education. 

To honor America’s ongoing commitment to a democratic way of  life, we must provide all young people 
with a high-quality, free education in schools that are designed to help students develop the skills and abili-
ties they need to exercise a powerful voice in shaping their own lives—and our nation’s future.

•	 Every community deserves an equal chance. 

To honor America’s founding promise of  “liberty and justice for all,” we must provide equal access to a 
high-quality education to all young people, regardless of  their family’s money, race or power.

•	 Every child deserves a well-supported teacher. 

To honor America’s commitment to its public schools, we must ensure that all young people have the same 
opportunity to learn from well-prepared, well-supported teachers, who are in turn empowered to exercise 
their professional judgment, and not just follow a script, when it comes to helping students learn.

•	 Every child deserves high-quality health care. 

To honor America’s responsibility to take care of  its youngest citizens—and to acknowledge the myriad 
out-of-school forces that impact a child’s capacity to learn—we must ensure that all young people are free 
from want, and have access to high-quality health care.

We, the undersigned, promise to work with your administration and our friends and neighbors to make 
these four principles become a reality for every child in this country. Together, we can turn the hopeful energy 
of  your presidency into the actualized promise of  not just a better society for our children, but also a more 
hopeful future for our democracy.

Yes We Will.

To þnd out more about the Forum for Education & Democracy, go to http://forumforeducation.org.
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Seven Positive Ways Educational 
Leaders Can Prevent and  

Respond to Bias in Schools
From the Southern Poverty Law Center

This year’s election was followed by a wave of  bias incidents in 
schools (Southern Poverty Law Center, 2008). Here are seven tips on 
how to provide effective leadership in the wake of  racist, postelection 
backlash in your school.

1. Plan Ahead

This year’s election has taken the country into new territory, 
and if  your school experiences a backlash incident, it may put you in 
a place not covered by your current policies and procedures. Don’t 
wait for a bias event to happen: Take steps now to make sure you’re 
prepared.

•	 Get input. If  you haven’t already, set up a general suggestion box 
where students anonymously can report events that concern 
them. Check your suggestion box often. By opening yourself  
to student input, you’ll get a glimpse of  all sorts of  factors that 
affect school climateñand you may be the þrst adult to know 
about bias incidents in your school.

•	 Study the others. Read up on the racial incidents that have occurred 
in other schools in the wake of  the election (e.g., Southern 
Poverty Law Center, 2008). What did the principals in those 
cases do right and what did they do wrong? How would you 
have handled things differently?

 •	Look forward. Will there be another wave of  racist incidents 
during or after the inauguration? Using the lessons of  the past 
few weeks, talk to your teachers and develop a plan (Southern 
Poverty Law Center, n.d.) for responding to similar incidents.

2. Get to the Bottom of  it 

Investigate all reports of  race-related incidents in your school. 
Rumors of  racial slurs, threats, or þghts may turn out to be just that 
—rumors—but uncontrolled, unsubstantiated rumors can escalate 
tensions and lead to conÿict. If  you conþrm that a student made 
a racist or threatening remark, make sure you get a clear picture of  
the student’s motives. Where did the students hear the language they 
used? Do they understand its meaning? Does the incident point to 
a larger social trend in the school or the community?

3. Seize the Teachable Moment

Take the time to explain why racist speech is so painful and 
so bad for our democracy, and why it isn’t condoned by you or your 
school system. You can use the moment to advance the conversation 
about race beyond the particulars of  today.

4. What if  a Student Threatens the Life of  the President? 

The obligation to report violent threats is just a fact of  life for 
school administrators—yet postelection threats add a new wrinkle 
to this situation. When a child makes an empty threat against the 
President’s life, should we indeed report it—and risk bringing a Secret 
Service investigation to bear on that child?

Fortunately, it may not come to that. If  a student makes a 
direct threat to the President or his family, you can call your local 
Secret Service þeld ofþce (U.S. Secret Service, 2008) to discuss the 
situation with an agent. Be frank about the statement and the con-
text in which it was made. The agent will determine whether further 
investigation is needed.

5. Reach out to Parents 
Keep parents informed by sending home detailed and factual 

statements about what has happened and what you’re doing about 
it. Let parents hear about any incident from you þrst. If  tensions 
continue to rise in your school, consider a parents’ meeting to discuss 
the facts and let parents voice their feelings.

6. Keep Democracy Alive in Your School 

There are isolated reports of  schools in which administrators 
reacted to postelection strife by banning students from wearing cam-
paign T-shirts or discussing the candidates. School is the place where 
students þrst learn how to conduct themselves in a democracy, and 
even a temporary ban on political debate sends a powerful message. 
Don’t deny your students the chance to talk about politics or squelch 
the hopes of  the budding activists in your community.

7. Get the Community Involved 

Find ways the entire school community, or the larger commu-
nity, can get involved in healing the damage caused by bias incidents 
in your school. For instance, when someone spray-painted racist 
grafþti on the entrance to Westminster High School in Maryland, 
students joined school maintenance workers in painting over the 
grafþti and posting signs that sent a message of  school unity. Create 
an organization or project that gives everyone a chance to show that 
they reject racism and violence—and invite the entire community 
to take part.
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Obama Picks Education  
Secretary

December 16, 2008, President-Elect Barack Obama an-
nounced that Arne Duncan, the chief  executive ofþcer of  the 
Chicago Public Schools, would be his nominee for U.S. Secre-
tary of  Education. Duncan will work with the education policy 
transition team already in place, headed by Linda Darling-Ham-
mond of  Stanford University. UCEA will be forwarding its 
collection of  letters to the next president along with a letter to 
the transition team underscoring the critical importance of  in-
vesting in higher education teacher and leadership preparation 
programs as part of  the nation’s economic recovery work.  
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The University of  North Carolina 
Greensboro 

UCEA welcomes new afþliate member The University of  
North Carolina (UNC) Greensboro. The UNC Greensboro School 
of  Education is approved by the North Carolina Department 
of  Public Instruction, the National Council for Accreditation of  
Teacher Education (NCATE), the Council of  Accreditation of  
Counseling and Related Educational Programs (CACREP), and the 
American Library Association. The UNC Greensboro School of  
Education was established in 1892 and prides itself  in preparing 
both undergraduates and graduates to become successful teachers, 
counselors, administrators, library and media specialists, and educa-
tional researchers. 

The UNC Greensboro School of  Education is organized 
into six departments: (a) Counseling & Educational Development 
(offering a MS, a MS/EdS dual degree, and a PhD); (b) Curricu-
lum & Instruction (offering both a masterõs in Student Personnel 
Administration in Higher Education, a master’s in Curriculum and 
Instruction, and a PhD); (c) Educational Leadership & Cultural 
Foundations (offering a masterõs, EdD, and PhD); (d) Educational 
Research Methodology (offering a masterõs and PhD); (e) Library & 
Informational Studies (offering a MLIS); and (f) Specialized Educa-
tion Services (offering a masterõs). 

UNC Greensboro’s School of  Education mission is to im-
prove education, early childhood through older adulthood, in all ed-
ucational settings. This mission is to be accomplished through the 
education of  professional personnel through research, demonstra-
tion, and other creative activities intended to increase our knowl-
edge about the most effective educational practices and through 
competent and ethical professional services based on the best edu-
cational practices. 

Please help us welcome UNC Greensboro to UCEA. If  you 
would like to learn more about their program, please contact An-
gel Biegert at acsolomo@uncg.edu or (336) 334-3407. The schoolõs 
Web site is http://www.uncg.edu/soe. 

The University of  Southampton

UCEA welcomes new afþliate member The University of  
Southampton. The University of  Southampton was founded in 
1862, and its faculty of  education was granted a Royal Charter in 
1952. Southamptonõs School of  Education is one of  the largest cen-
ters of  education in the U.K.

The University of  Southampton offers 13 master’s programs 
and 4 doctoral programs. Master’s degrees are offered in general 
ÿexible dissertation studies, social justice and inclusive education, 
educational practice and innovation, institutional management and 
leadership, mathematics education, chemistry education, physics 
education, speciþc learning difþculties and dyslexia, and policy and 
strategy in physical activity and sport. Doctoral research degrees are 
EdD or PhD in Education, a master’s of  philosophy in Research 
Methodology, and a master’s of  philosophy/PhD combination. 

The University of  Southampton prides itself  as being a for-
ward-thinking university with a diverse student population. The 
university has an innovative careers service, which in 2005 achieved 
accreditation against the Matrix standard—the nationally recog-
nized quality standard for information, advice, and guidance. The 
University of  Southampton is already one of  the top 10 research 
universities in the U.K. and has achieved consistently high scores for 
its teaching and learning activities.

Please help us welcome The University of  Southampton to 
UCEA. If  you would like to learn more about their program, please 
contact Professor Mary Ratcliffe at M.Ratcliffe@soton.ac.uk or  
44 (0)23 8059 3475. The schoolõs Web site is www.education.soton 
.ac.uk.

UCEA Welcomes New Members

UCEA-Sponsored Events at the 2009 AERA Annual Meeting

Monday, April 13
Barbara L. Jackson Scholars Spring Workshop 
William L Boyd National Mentoring Workshop in the Politics of  Education

Wednesday, April 15
UCEA College and Department Leadership Strategy Meeting: Leveraging Resources and Program Improvement
Division A & L, UCEA and The University of  Texas College of  Education, and Sage Publications Joint Reception

Friday, April 17–Saturday April 18
30th Annual David L. Clark National Graduate Student Research Seminar in Educational Leadership & Policy 

AERA annual meeting sessions will be held April 13ð17, 2009, in San Diego, California. The meeting theme is òDisci-
plined Inquiry: Education Research in the Circle of  Knowledge.”

If  you would like information about full, provisional, or asso-
ciate membership in UCEA, please contact the UCEA head-
quarters at UCEA@austin.utexas.edu or UCEA, The Universi-
ty of  Texas, College of  Education, 1 University Station D5400, 
Austin, TX 78712.
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UCEA Review  
Point/Counterpoint

Winter 2009

Academics as Activists
Mónica Byrne-Jiménez, Hofstra University 

The question of  whether or not academics should be activists 
has been, in many respects, laid to rest. With compelling issues of  
educational equity, school improvement, and social justice—including 
our roles as educational researchers, educational leaders in our own 
right, and preparers of  school leaders who will take on the multifac-
eted challenges of  an increasingly diverse society—activism appears to 
be an essential component of  who we are. As the pressures on school 
leaders increase, the need for professors of  educational leadership 
to study or model leadership for change also increases. Still, other 
questions remain regarding the degree, function, and prevalence of  
activism in our work as academics.

	 The following essays reÿect two leading scholarsõ perspectives 
of  the role of  activism in academia. Ben Levin, Professor and Canada 
Research Chair in Education Leadership and Policy at the Ontario 
Institute for Studies in Education, contends that academics have an 
obligation to produce high-quality research and then to be highly 
critical of  it. In addition, he believes it is our responsibility to make 
our þndings public in ways that shape the publicõs understanding 
of  important educational issues and, in the process, force us to go 
beyond our scholarly circles. Ira Bogotch, Professor in Educational 
Leadership at Florida Atlantic University, highlights the context of  
academics in educational leadership and how this context limits new 
forms of  research and knowledge production. As such, he believes, 
the greatest opportunity for activism lies in our teaching, where we 
can build the capacity for activist leadership in and out of  our class-
rooms.  

We believe that these thoughtful essays will provoke discussion 
within education leadership programs as to how they develop activist 
leaders and how faculty can contribute to the continued improvement 
of  educational policy and practice. We also hope that these essays 
will foster individual reÿection about fostering activism in our work 
and in ourselves.

The Activist Responsibility of  Academics 
Ben Levin, Ontario Institute for Studies in Education,  

University of  Toronto 

Academics, like all other citizens, have the right and obligation 
to take part in the political process in all its manifestations. As mem-
bers of  local, national, and international communities, researchers 
can and should join political parties, participate in citizen move-
ments, support community agencies, take part in political debates, 
and so on. Moreover, part of  every citizen’s public duty should be 
to encourage friends and neighbors to take part in the community’s 
political life as well. I support this role strongly, for academics as for 
any other citizen. 

At the same time, by virtue of  our training and our positions 
in universities, I believe academics and researchers have another 

set of  responsibilities that other citizens do not. We have a special 
obligation to contribute our knowledge as researchers to the com-
munity and to the political process. In my view this is a different 
kind of  responsibility from the general duty of  active citizenry in 
two ways. First, researchers should see it as their role to do every-
thing they can to make public debate better informed by evidence. 
Second, researchers have to ensure that our own views and public 
expressions as academics are indeed consistent with the evidence, 
as we know it.

Academics are trained and supported, usually with substantial 
public funds, to become experts in particular areas. As citizens we 
are entitled to believe things with or without evidence, and to ar-
gue for positions because they beneþt us, or because someone we 
like supports them, or because our families have always held those 
views, or for no particular reason at all. As academics we have a dif-
ferent responsibility, and that is to be true to the evidence as we þnd 
it, whether it supports our prior beliefs or not.  

I have spent much of  my life in or close to the political world. 
That exposure makes it evident to me how much political discus-
sion proceeds with little or no regard for evidence (or, for those of  
a more skeptical bent, what is currently seen to count as evidence). 
Often a few anecdotes, especially if  retailed by the media, can have 
a massive effect on policy even when entirely contradicted by sub-
stantial evidence. That is why I value so highly the contribution 
researchers can make to a more informed public debate.  

The public interest in evidence has never been higher. One 
can hardly look at a newspaper or watch a news broadcast without a 
report of  some research. And those reports matter. They can affect 
the way many people behave—what we eat, how we live, and what 
policies we support.    

Of  course, evidence is not everything; people are most likely 
to pay attention to research when the þndings are either consistent 
with their prior beliefs or easy to act on. People can be misled by 
evidence that is partial or of  poor quality. Yet this just puts an even 
greater onus on researchers to do our best to increase public under-
standing of  research þndings.  

This view, I know, puts me on some difþcult ground philo-
sophically. Some will argue that all research starts from a point of  
view, and that there is no such thing as “objective” knowledge. The 
arguments on this point are too extensive to rehearse here, but we 
can say that researchers should combine skepticism about the òþ-
nality” of  knowledge with a commitment to evidence and to action 
based on the best available evidence. Indeed, such a combination 
is fundamental to science of  any kind, which proceeds through as-
suming current thinking to be true while at the same time seeking 
the limits and errors of  what was previously thought to be true. 

Without a commitment to the value of  evidence and some 
sense that there can be agreement on that evidence, there is no 
distinction between research and ideology and no way to have a 
reasoned debate. If  reasonable people cannot agree on what con-
stitutes good evidence for a belief, discussion is fruitless, and the 
only grounds for decision making will be power. Yet surely we value 
politics because, even with all its evident deþciencies, it offers the 
possibility to resolve issues on some basis other than sheer pow-
er and force. Some kind of  disinterested pursuit of  evidence, of  
agreement on a truth, however tentative we may feel it is, seems an 
absolute essential here. Indeed, even the most convinced postmod-
ernist scholar makes arguments with appeals to evidence; what else 
could academic discourse possibly be? So academics and research-
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ers should be both advocates for evidence and skeptics of  it at the 
same time. 

A commitment to the public use of  evidence can be fulþlled 
in many ways, all of  which come under the general heading of  what 
can be called knowledge mobilization, the effort to help others under-
stand and use the evidence on important issues. Academics are in-
volved in knowledge mobilization in many ways. When we post our 
work online, work with or speak to educators or community groups, 
write for audiences beyond the research community, or bring our 
expertise to public events or forums of  various kinds, we are doing 
knowledge mobilization. When we work with graduate students to 
help them see how to use evidence in their daily work, we are doing 
knowledge mobilization. Note again that this work is not simply 
our opinions; it is the expression of  knowledge based on the re-
search that we know. Our expertise gives us a special responsibility 
to speak the truth as we understand it from our examination of  all 
the evidence.  

In some cases the research results are strong but require 
greater public acceptance. An example would be retention in grade, 
shown by plentiful research to be an ineffective practice yet still sup-
ported by many professionals and the public. Here academics ought 
to be striving to help people see why this seemingly commonsense 
policy is wrong. In other cases there is far less agreement on what 
we know, so we ought to frame our positions more cautiously, still 
advocating action but also making it clear that more evidence is 
needed at the same time.

Not all researchers are actively involved in such efforts and 
the academy generally does not hold this work in high regard when 
it comes to important procedures such as promotion and tenure. 
Most researchers do not make their work readily available to the 
general public—mostly because they have not thought about it or 
feel they lack the time to do so. Most universities do a poor job 
of  sharing their expertise with the broader community. Indeed, in 
many cases an interested person could not even þnd out what re-
search was being done in a university, let alone be made aware of  
the implications of  that research. The efforts universities make to 
have their knowledge used in science or engineering have, unfortu-
nately, no analogue in the social sciences. Again, this is not opposi-
tion, just lack of  attention.  

Often the people we admire most in the scientiþc community, 
broadly deþned, are precisely those who combine excellent scholar-
ship with this larger community role. One thinks of  scientists such 
as Stephen Hawking or Richard Dawkins or Stephen Gould—out-
standing researchers who also see it as important to share their 
knowledge broadly and to contribute to public and political debate. 
Their public views are subject to intense debate and sometimes 
sharp opposition. Their expertise certainly does not change every-
one else’s mind. But their status as researchers, based on outstand-
ing work over years, gives them a special place in public debate and 
affords them a particular kind of  hearing.  

Most of  us could think of  colleagues in education who play 
a similar role. We may agree with some and not with others, but 
education beneþts from the public debate their work creates and the 
additional research it stimulates. 

The rewards and structures of  academic life are not likely to 
be transformed any time soon to give more weight to knowledge 
mobilization, although there are some steps in the right direction 
in a few places. At an institutional level, universities are realizing 
that knowledge mobilization is a part of  their public responsibility 

and requires support. Still, whatever the supports or strictures from 
our institutions, we all can do things in our research, speaking, writ-
ing, and voluntary or service work to fulþll our responsibility to, as 
Aaron Wildavksy put it, “speak truth to power.” That should be an 
important part of  every academic’s work.

Note: Those interested in knowledge mobilization can learn more about 
the evidence on this issue at www.oise.utoronto.ca/rspe.

Activism and the Academy
Ira Bogotch, Florida Atlantic University

Activism and the academy? My þrst reaction is to ask, òWhat 
activism?ó All over the world, people in difþcult circumstances 
are organizing communities, demonstrating for equal opportuni-
ties, protesting on behalf  of  human rights. Others are þghting in 
civil wars or wars of  liberation, or languishing in poverty, prison, 
or under house arrest. Politicians, journalists, judges, and teachers 
receive death threats, have been tortured, or even assassinated. Turn 
the page to universities in the United States today where a campus 
building is more likely to be evacuated because of  an unidentiþed 
package resting in a lobby corner than because of  any of  the world 
events listed above. In the U.S., universities are no longer centers 
of  activism.

But that is not a fair response to the question. The place to 
begin is with the unique contexts in which professors of  teacher 
education and educational leadership work as members of  the 
academy. As two related þelds, we are obligated to fulþll the laws 
and regulations established by federal and state governments, state 
constitutions, state departments of  education, national accredita-
tion agencies, and certiþcation requirements. Such obligations make 
us literally agents of  the state. In this regard, we are not like other 
academic disciplines; rather, we are a deþned subgroup within the 
academy, and thus our deþnition of  activism has to apply to us pro-
fessionally and contextually. Thatõs my þrst response. 

Secondly, if  we forego the management-leadership debate, 
isn’t leadership itself  an intellectual activity akin to activism? That 
is, as practicing leaders, we strive to make changes to improve edu-
cational institutions. So the question I have is whether the addition 
of  the term activism introduces any new qualities, dimensions, or 
purposes to our þeld. We strive not only to be successful leaders, 
but also, as educators, to create conditions for others to be success-
ful leaders. So my second response is really a question about context 
and meaning: How exactly does activism stretch or add to our work 
as educational leaders? 

There is a third contextual element unique to professors of  
educational leadership. Unlike the other two contexts, this one is 
contingent and temporal; it concerns the current status of  educa-
tional leadership inside and out of  the academy. Simply stated, edu-
cational leadership does not enjoy most-favored-professional status 
with respect to the very state agencies that govern us. It is unfortu-
nate that government and business policymakers have deþned us as 
a problem. As such, we are not matter-of-factly invited or welcomed 
to sit at policymaking tables to discuss the widest range of  politi-
cal, social, and economic issues—even when education and edu-
cational leadership are central to the policy topics being discussed. 
Under such conditions, our leadership strategies—activism, if  you 
willñmust be designed with this (lack of) status in mind. Thus, 
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the professional challenge is that, on the one hand, we want to be 
at the policy tables to join with governments and state agencies; 
at the same time we want to develop valid leadership programs, 
freely write and publish our research þndings, and serve our pro-
fession with the same academic freedom as other professors. This 
third contextual status forces us to seek out strategies—including 
counterinsurgent, covert strategies—to overcome the tensions cre-
ated by the other two overt contexts, our roles as state agents and 
educational leaders. 

In this regard, we face serious professional challenges. Unless 
we make these contexts, and their contradictions, explicit, a discus-
sion of  activism and the academy would be more rhetorical than 
about our lived realities. We seek to transform negative perceptions 
of  educational leadership faculty and replace them with evidence 
that we are essential to the successful solutions to educational and 
school leadership problems in school and university practices. 

That said, I can think of  many concrete examples of  activ-
ist strategies with respect to teaching, research, and service. Of  
the three domains, I am most optimistic about our activism with 
respect to teaching. It is both the medium and the message that 
can make our leadership theories and skill development practical 
and real. We can build new and different professional relationships 
with pre- and in-service educational leaders. We have the power to 
disrupt and transform the discourses of  university and school hi-
erarchies by critically and ethically exposing miseducative practices 
in actual settings from faculty meetings to teacher-to-teacher and 
teacher-to-administrator interactions. We can do more than teach 
about leadership as theory and practice; we can engage others in 
the processes and dynamics of  leadership practices. Our goal is to 
bring out the leadership capacity in all educators—which is what we 
say we want to do.

For example, through a series of  classroom lessons (or profes-
sional development sessions), I introduce educators to doing òlittle 
ló (as in leadership with a small òló) everyday activities: 

1. The Drive is a time for reÿection, agenda setting, and stress 
management. 

2. Mucking Around is breaking routine habits in order to make 
the familiar strange and learning how to become everyone’s 
leader. 

3. Building relationships with our Least and Best Preferred Co-
workers allows us to help ourselves and others rediscover the 
purposes and meanings of  education and promote the leaving 
of  legacies in our educational institutions. 

The objectives are to create conditions for leadership to 
emerge as we share our voices, power, and knowledge. In so doing, 
we continuously confront what Seymour Sarason described as the 
regularity and intractability of  schooling. Our leadership theories, 
including critical theory, social power, dialogic leadership, multicul-
turalism, moral leadership, learning communities, critical race theo-
ry, queer theory, social justice, and so on push intellectual boundar-
ies. However, unless we provide educators with concrete strategies 
and skills to confront structures, cultures, and hierarchies, we see 
the predictable failures of  reforms.

So as skilled teachers, we assist others to act as informed lead-
ership resources in whatever organization they work. We reveal the 
substantive research-based evidence and help to create a platform 
for educators to ask critical questions and challenge authorities with 

valid research. Our strategiesñincluding counterinsurgent strate-
gies—might include critical studies of  pop leadership texts often 
recommended by superintendents, of  consultants’ prepackaged fa-
vored programs sold at a premium to school districts, and of  school 
system leadership’s reliance on symbolic actions to demonstrate im-
ages of  strength (e.g., moving minority-race principals from school 
to school, adopting zero-tolerance or random drug-testing policies, 
etc.) without reading court cases or social science research.

Activist leadership teaching is designed to create spaces for 
developing leadership in others and sharing visions inside or out of  
regularly scheduled business-as-usual meetings. Think of  Catherine 
Marshall and the founding of  a group with no name but with a call-
ing for social justice. For years, the group met in empty hallways and 
in nonassigned rooms until, through successful publishing and phi-
lanthropy, it became part of  the formal leadership landscape. Jesse 
Jackson, Jr. spoke to CNN cameras on the night of  Barack Obamaõs 
election about how past generations of  African Americans were 
called to prophetic leadership. That night, we were witnessing the 
transformation to elected leadership of  an African American male.

There are many other pedagogical successes, including the 
work of  Terry Orr, who built on the foundation (of  others) for 
teaching and researching in educational administration. Orr has led 
a task force to higher levels of  scholarship that over time will vali-
date subject-matter knowledge as well as new leadership pedago-
gies. 

That said, I am less optimistic about educational leadership 
research, despite the many good works published using ethnog-
raphies, narratives, hierarchical linear modeling, critical discourse 
analyses, participatory action research, and so on. Why? Unlike 
pedagogies that can disrupt hierarchies on the local school or com-
munity level because they build upon new relationships, research 
is saddled with the hierarchies of  promotion and tenure and of  
publishing. This dual stranglehold on the best and brightest young 
adults entering our þeld traumatizes and demeans us as we divide 
into senior–junior status of  professors. Can’t we learn more from 
the whiz kids of  Silicon Valley and less from the career-minded 
CEOs of  automakers and the educational establishments?

But this is not the only shortsightedness plaguing research. 
We must learn from Spike Lee, who handed out cameras to New 
Orleans students post-Katrina and had their video images appear on 
CNN. Anyone who has seen the independent movie Trouble the Wa-
ter immediately understands what Jean Baudrillard and Mark Poster 
have been telling us about our post-Marshall McLuhan world. You 
and I with our passions, commitments, and storytelling skills can-
not compete with these images, regardless of  the ingenuities of  our 
research methods, given the limitations of  our publishing outlets. 
We do need radical changes in research, new methodological skills, 
and new medium uses to become a transformative engine of  power 
in educational leadership. We need to do all this and more without 
deþning activism as anti-intellectualism.

Somewhere between the power potential of  pedagogies and 
our need to rethink research lies the domain of  academic service. In 
leadership, we should not privilege any particular community. Activ-
ism is desirable when it happens at all strata of  society, from elite 
privileged classes to disadvantaged communities. A professor who 
has access to any community can be doing activist research, service, 
and teaching. We need professors of  educational leadership whose 
research, teaching, and service build on diverse community relation-
ships, from policymakers to clerical staff. There are pragmatic les-
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sons to be learned from everyone’s realities of  experiences. That 
Dewey privileged the experiences of  children and the problems of  
local communities does not rule out other activist educational lead-
ership responses.

In conclusion, activism in the academy is about challenging the 
hierarchies of  research over teaching and service, the hierarchies 
of  policymaking over pedagogies. At UCEA, Martha McCarthy 
and Don Hackman reported that the size of  program faculties is 
shrinking to about four professors per UCEA program. How will 
we meet federal and state objectives, serve school districts, provide 
quality certiþcation programs, travel the globe, and mentor the next 
generation of  scholars with only four full-time faculty? What ac-
tivism is possible under such working conditions? Professors of  
educational leadership are receiving the message to do more with 
fewer resources. For many of  us, more teaching, promotion and 
tenure publishing demands, and required service leave less time for 
other activities, including activism, however we choose to deþne 
the term. We cannot allow these conditions to force us to make 
false choices between activism and the academy or ultimately to 
surrender our leadership obligations for activism in education and 
in the academy. 

Call For Nominees:  
2009 Excellence in Educational 

Leadership Award

The Executive Committee of  the UCEA is asking for nomi-
nees for the 12th Annual Educational Leadership Award, in 
recognition of  practicing school administrators who have 
made signiþcant contributions to the improvement of  admin-
istrator preparation. This distinguished school administrator 
should demonstrate an exemplary record of  supporting school 
administrator preparation efforts. The ofþcial call and nomina-
tion form can be downloaded from www.ucea.org.

Deadline: April 1, 2009

www.ucea.org

UCEA Partners With the Brock 
International Prize

Education is a topic of  ever-growing concern in all areas of  
civilized society. It is a þeld that is carefully practiced, actively re-
searched, and often undergoing transformation. Where once edu-
cation was an indicator of  a privileged few, today it has become 
imperative for entire nations. To be uneducated not only dimin-
ishes one’s chances at success, but also places that individual at risk. 
Given an environment in which so much is at stake, it is important 
to recognize major innovations in education and adopt them into 
other education systems.

The Brock International Prize in Education recognizes an 
individual who has made a speciþc innovation or contribution to 
the science and art of  education, resulting in a signiþcant impact 
on the practice or understanding of  the þeld of  education that has 
the potential to provide long-term beneþt to all humanity through 
change and improvement in education at any level, including new 
teaching techniques, the discovery of  learning processes, the orga-
nization of  a school or school system, the radical modiþcation of  
government involvement in education, or other innovations. 

The recipient of  the Brock International Prize in Education 
is determined by a jury of  nine members. The jury, selected by 
the Brock Prize Executive Committee and approved by the presi-
dents of  Oklahoma State University, the University of  Oklahoma, 
and the University of  Tulsa, includes educators and champions of  
education. Each juror nominates one candidate and makes an oral 
presentation in support of  their candidate. Discussion and elimina-
tion voting follow until the Brock Laureate for the following year is 
identiþed. The prize is awarded each year and consists of  $40,000, 
a certiþcate, and a bust of  Sequoyah.

UCEA will be forwarding juror recommendations to the 
Brock Prize Executive Committee for consideration, and the Brock 
Prize Foundation has offered to support previous Brock Laure-
ates as keynote speakers at UCEA’s Annual Convention. For more 
information on the Brock Prize, visit http://www.ou.edu/cls/
brock/index.html

The þrst issue of  UCEA Review was in 1959. Jack Cul-
bertson proposed the newsletter to improve commu-
nication among members; report ideas and actions of  
UCEA to “stimulate other ideas”; and increase under-
standing of  the new oganization’s practice, policy, and 
potential. The þrst newsletter, from UCEA in Colum-
bus, Ohio, included a summary of  Saiyed Rizviõs dis-
sertation, The Case Method in Training Educational Admin-
istrators. 

Happy 50th Anniversary!

50 Years of   
UCEA Review
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As planning for 1974ð79 draws toward a close, it seems ap-
propriate to end on a note of  appreciation. Gratitude is expressed 
to all persons who have contributed to UCEA planning, including 
those who responded to the blue booklet Alternative Directions for 
UCEA; to the 250 individuals who grappled with planning issues 
and directions in the 10 regional meetings; to professors, graduate 
students, and other leaders who offered reactions and suggestions 
during the last 18 months; and to Plenary Session Representatives 
who have played leading roles in planning. Special recognition is due 
to those Plenary Session Representatives comprising the Executive 
Committee. Perhaps only the UCEA central staff  is fully familiar 
with the conscientious way this group has functioned and the exten-
sive contributions they have made to UCEA planning.

Even though participants have at times experienced discom-
fort in confronting the ambiguity inherent in the planning effort, in 
dealing with unlimited complexity with limited information, and in 
þnding time to cope with the future in the midst of  much current 
press, unique opportunities for organizational assessment and re-
newal have resulted. Heightened sensitivity on the part of  the cen-
tral staff  to the desires, concerns, achievements, and aspirations of  
those comprising UCEA was one important immediate outcome. 
Other important immediate outcomes were judgments, signiþcant 
clues, and a range of  data about desired UCEA directions for the 
period ahead.

A very important longer range outcome will be substantial 
shifts in UCEA directions and in needed adaptations to pursue new 
directions during the next 5 years. Such major achievements in com-
plex organizations are never easy to realize nor can they be achieved 
without considerable commitment and investment. But we can be 
conþdent, I believe, that the beneþts to the þeld of  educational ad-
ministration of  UCEA’s planning will be worth much more than the 
costs incurred and will justify the discomforts that resulted along 
the way.

The planning processes of  the last 18 months, especially dur-
ing the regional meetings of  the last several months, revealed once 
again that the voices of  UCEA are many and diverse. Not only 
were diverse substantive ideas communicated but, at differing times 
and places, variations in mood spanned such opposites as hope and 
gloom, satisfaction and dissatisfaction, certainty and doubt, and 
anxiety and complacency.

Revisiting the Insights and Ideas of  Jack Culbertson
     From 1959 to 1981, Jack Culbertson worked through the UCEA consortia to improve the quality of  leadership in educa-
tional administration. Jack linked people with ideas; mentored and inÿuenced the careers of  countless professors and practi-
tioners; and molded a national organization that assumed a leadership role in both shaping and articulating the movements, 
trends and developments in the þeld of  educational leadership. His work with professors led to the development of  well 
over 100 books, articles, essays, simulation training materials, and other published works. In this UCEA Review column, we 
will be revisiting a few of  the many powerful ideas and insights Jack shared with our þeld. As UCEA considers its current 

and future international partnerships and ventures, the ideas and advisement of  thinkers like Jack are invaluable.  I hope you enjoy reading 
the piece (originally published in the April 1974 UCEA Review) as much as I have.

Michelle D. Young, UCEA Executive Director  

The Changing Directions of  UCEA
Jack Culbertson 

Executive Director, UCEA (April 1974)

Encompassed in the wide range of  moods and messages were 
expressed concerns and reported accomplishments that transcend-
ed regions and institutions. Illustrative themes of  accomplishment 
were extensive program change, increased openness in UCEA insti-
tutions, and new þeld relationships. Transcendent concerns involved 
such troublesome problems as retrenchment, encroachment, and 
erosion of  conþdence. The themes elaborated and the concerns ex-
pressed were vivid aspects of  the regional meetings. Although they 
were expressed in a “here and now” manner, they are important 
portents for the future and need to be incorporated in plans and 
actions for 1974ð79. Therefore, selected themes and concerns need 
to be described before directions for 1974ð79 are highlighted.

Themes of  Accomplishments

Individual reports on departmental changes by Plenary Ses-
sion Representatives at the regional meetings revealed a range of  ac-
complishments during the last 5 years. Only a few illustrative types 
of  accomplishment can be delineated in this paper.

Changes in Preparatory Programs
Reported program developments range from total depart-

mental reorganization and extensive program revision to modest 
changes in course content. One very visible change pattern is the 
continuing trend toward specialization within educational adminis-
tration. New courses on operations research, futurology, planning, 
and other areas reÿect this change. Another trend is the increasing 
ÿexibility of  program structures as reÿected in the growing use of  
modules, mini-courses, and independent study. Increased attention 
by a substantial number of  universities to competency-based prepa-
ration denotes another development. Such trends as these highlight 
the many program changes in educational administration.

Increased Openness
Another chord sounded at regional meetings was the growing 

openness of  departments to diverse communication channels, col-
leagues, and clients. Student groups have become increasingly het-
erogeneous with more women, Blacks, Chicanos, Native Americans 
and other minority groups, while lawyers, planners, businessmen 
and others from outside the þeld of  educational administration 
have entered programs in increasing numbers. Students also have 
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greater voice than formerly in university governance as they serve 
on committees and participate in departmental decision-making in 
a growing number of  universities.

Greater openness is also reÿected in the increasingly diverse 
linkage of  departments of  educational administration to other de-
partments. Professors of  educational administration have interacted 
more during the last 5 years with professors of  special education, 
higher education, policy studies, and related þelds than previously. 
It is signiþcant, of  course, that the UCEA itself  has sought greater 
openness and broader based participation through a change in gov-
ernance. Since openness is typically associated with change and re-
newal, it is another signiþcant theme of  accomplishment.

Expanding Field Relationships
A third accomplishment theme is the growing amount and 

variety of  universityðþeld relationships. Systematically developed 
intern programs at all levels of  preparation are more numerous and 
more diversiþed. The òþeld stationó innovation originated during 
the last þve years as did the òrotatingó internship. The UCEA-spon-
sored URBSIM effort, which has involved more than 160 profes-
sors from 40 plus universities and which has focused upon one of  
the 20 largest urban school systems in the country, represents a 
þeld-oriented effort of  unprecedented scope and outcome. Thus, 
new þeld relationship is a third important accomplishment.

Transcendent Concerns

Before describing the “grass-roots” concerns of  the universi-
ties in UCEA in more detail, one qualiþcation needs to be made 
explicit: the concerns depicted do not necessarily reside in all uni-
versities. A more accurate generalization is that one or more of  the 
concerns is present in most UCEA universities.

Retrenchment
Voices in almost all of  the regional meetings identiþed signs 

of  retrenchment. The size of  staffs in some institutions is decreasing 
as positions are lost or remain unþlled. Federal funds for students 
and for research are diminishing. Legislatures in some states, inÿu-
enced by the òþnancial squeeze,ó are appropriating relatively less 
for higher education. Private institutions, faced with severe resource 
problems, are making major adjustments. School systems, caught 
up with deþcit þnancing or with income-expenditure problems, are 
having greater difþculty supporting the education of  administrative 
personnel through sabbaticals and related arrangements.

Retrenchment forces are having a signiþcant impact upon 
higher education generally. Clark Kerr, for example, maintains that 
university faculties generally are unlikely to change much in size for 
the rest of  the century and that new hirings will be rare in the 1980s. 
After a quarter century of  marked expansion in resources, students, 
faculty, and buildings, retrenchment is now the order of  the day. 
Cost-beneþt and cost-effectiveness issues are more salient. òLow 
costðhigh beneþtó strategies, to borrow a phrase from one regional 
participant, are at a premium. Thus, UCEA universities and UCEA 
centrally are faced by a new reality for the 1974ð79 period.

Encroachment
Encroachment, another topic discussed at most of  the re-

gional meetings, was deþned variously. Some saw the Novas, the 
Waldens, and the Lawrences as a form of  encroachment and looked 

with apparent dismay at the tendencies of  a growing number of  
state education agencies to approve Nova “clusters” in a period 
of  declining enrollments. Others were concerned that consultant 
þrms, education industries, and schools of  management were pro-
viding services and training for educational administrators. Some 
detected an ill wind in the spin-offs from the National Academy 
for School Executives of  mini-academies and in the likelihood of  
state þnancial support for some of  these academies. The tendency 
of  more and more school systems to undertake training efforts to 
prepare their own personnel, somewhat independent of  universi-
ties, was viewed by others as an encroachment.

Manifestations of  encroachment suggest an important ques-
tion: Can UCEA universities achieve organizational adaptations 
needed to meet unique societal needs and to compete creatively 
and constructively with encroaching agencies? Clark Kerr, in refer-
ring to adaptation in higher education generally, posed the question 
of  whether universities faced by new public tastes and new forms 
of  competition, will be negatively “burdened by old mentalities.” 
Will universities, to use another of  Kerr’s analogies, be like the rail-
roads, which, after experiencing a golden era of  growth, inevitably 
declined because of  inadequate and obsolescent practices? Is there 
a lesson for universities here? Clearly, UCEA during the 1974ð79 
period will need to facilitate the search for needed new mentalities 
and aid in their effective expression.

Erosion in Conþdence
Various forces beyond those already noted threaten to bring 

about erosion of  conþdence in the profession. Some clients of  
preparatory programs have become more critical. Funding agen-
cies have become more impatient with the perceived slow rate of  
change in institutions of  higher education. The competence of  edu-
cational administrators and, in turn, the adequacy of  their prepa-
ration are being called into question by some of  society’s leaders. 
The utility of  available knowledge and theory is more skeptically 
assessed in some quarters. The quality of  leadership in departments 
of  educational administration as well as leadership in such organi-
zations as UCEA is called into question more frequently. As conþ-
dence erodes, the problems confronting educational administrators 
become more complex and in some ways less amenable than for-
merly to solution through professorial involvement. As conþdence 
in educational administration erodes in the external environment, 
internal conþdence is negatively affected.

To maintain perspective it is important to remember that we 
are not alone among groups under criticism. There is a questioning 
of  all our major institutions. Nor are we the only professional þeld 
faced with eroded conþdence and internal uncertainty, as the fol-
lowing quotation from the New York Times (December 29, 1973) of  
a few months ago would indicate:

When the smoke had cleared and the chatter died down 
yesterday at the opening session of  the American Eco-
nomic Association’s annual convention, the nation’s best 
and brightest economists came forth with a resounding 
“I don’t know.”

They did not know what the Federal Govern-
ment’s controls program had done to hold down prices 
and wages. They were not sure what economists could 
most usefully do for policy makers. And they were con-
fused about what questions their profession ought to be 
ready to answer in the years ahead. 



UCEA Review • Winter 2009 • 21www.ucea.org

Gaining perspective on the erosion in conþdence problem 
is useful but not sufþcient. A more fundamental purpose remains, 
namely, to regain public conþdence and to restore, at least to some 
degree, society’s appreciation for research, development, and train-
ing in educational administration.

Given the forces of  retrenchment, encroachment, and conþ-
dence erosion, it is understandable that the question of  institutional 
survival was raised in several regional meetings. Some posed the 
question of  whether departments of  educational administration in 
the elite UCEA universities could survive. A related question, re-
peated more frequently, was whether UCEA as a central unit could 
survive.

Such concerns of  the professoriate cannot help but affect 
planning behavior. At a time when initiative and risk-taking are in 
order, all of  us may tend to stay close to the shore rather than to 
steer toward the horizon and heavier seas. Thus, we need to remind 
ourselves þrmly and repeatedly that the conditions now inÿuencing 
our þeld require new initiatives; further, that the greatest risk would 
be no response. UCEA’s ability to incorporate the forces of  re-
trenchment, encroachment, and conþdence erosion into a creative 
and optimistic but realistic 5-year plan is a fundamental test of  the 
organization’s leadership.

Observers, at least since Plato, have noted that a society will 
nourish what it values. We need to see and articulate clearly the unique val-
ues that UCEA universities can offer society and to relate these to accomplish-
ment themes and overarching concerns. Among the consistently and highly 
valued university outcomes are new ideas, new application of  ideas, 
and new learnings. Clearly, the need for new ideas and for their 
use in practice and preparation is likely greater than ever before. 
This need for creative ideas provides us important clues for the 
1974ð79 period and highlights implicitly the unique opportunities 
and capabilities of  UCEA universities. The need also supports the 
“knowledge utilization” theme chosen by UCEA, including the use 
of  knowledge to create new knowledge. As more than one regional 
participant observed, we must be concerned both with knowledge 
production and knowledge use during the period ahead.

Priority Patterns for 1974–79

To suggest desirable directions for any major organization at 
this stage in history is not a simple task. Even though UCEA has 
the advantage of  having gathered copious information during the 
last year-and-a-half  of  planning, the information is still partial and 
often conÿicting in import. Further, puzzling paradoxes are inher-
ent in an organization as diverse and far-ÿung as UCEA. Planning 
discussions have revealed simultaneous needs in UCEA for diver-
gent thinking and convergent thinking, for autonomy and for inter-
dependence, for cosmopolitan and for local orientations, for struc-
ture and for freedom, and for individual identity and for a sense of  
community. Such paradoxes (and others) are enough to chasten any 
tendencies toward intellectual arrogance on the part of  those who 
would think hard about desirable directions for UCEA.

Directions for 1974ð79 will be discussed in relation to the 
four problems and eight goals described in the booklet Alternative 
Directions for UCEA. The generalization presented about desired 
UCEA directions are based upon data gained from varied sources. 
Data provided by professors and graduate students who responded 
to options in the blue booklet were especially important, as were 
discussion results in regional meetings.

Problem I: The Knowledge–Application Discrepancy
Both goals associated with the knowledge-application discrep-

ancy received substantial support. Goal 1—Improving knowledge 
utilization in school systems served by member universities—re-
ceived a somewhat higher ranking than did Goal II—Developing 
and implementing new approaches to knowledge utilization within 
an especially created university–school system partnership. How-
ever, discussions at the regional meetings were very supportive of  
both goals.

Discussion also delineated more clearly the complementar-
ity of  the two goals and their reinforcing character. Attainment of  
Goal I, concerned with improving knowledge utilization in school 
systems served by member universities, would be more depen-
dent on member university initiatives, on decentralized and diverse 
knowledge utilization activities, and on central unit dissemination 
activities. A major output might be a variety of  knowledge utiliza-
tion experiments, which, after description and evaluation, could be 
distributed and shared nationally and internationally.

Already universities are beginning to create new knowledge 
utilization arrangements. An example is the consortium being de-
veloped by leaders at George Peabody, which, as now projected, will 
tie a number of  urban school systems in the South more closely with 
George Peabody personnel and possibly other university personnel 
in the region. The interdisciplinary òdecision seminaró at The Ohio 
State University, which is linked directly to problems affecting the 
Detroit Public School System, is another example as are activities 
in the projected league of  schools under discussion by UCLA and 
school system leaders on the West Coast.

Attaining new approaches to knowledge utilization within 
a specially created universityðschool system partnership (Goal II) 
would be more dependent upon central initiative in the early stages. 
It would involve a special partnership of  all interested UCEA in-
stitutions and professors and a selected number of  leading school 
systems. It is signiþcant that a leading superintendent in a letter sent 
to the central staff  in the spring of  1973 independently suggested a 
similar idea. I quote selectively from his letter as follows:

During the time I served on the AASA Commission on 
the Preparation of  Professional School Administrators, 
I became particularly sensitive to some of  the circum-
stances surrounding preparatory programs for educa-
tional administrators. Let me suggest an idea or two I 
have for improving them. . . . 

With increased parental participation in the 
schools, greater teacher militancy, and the politicization 
of  schools, the requirements for particular administra-
tion positions have changed. Frequently a system must 
plan extensive programs of  orientation and additional 
training so that placements of  administrators are appro-
priate and so that they may be able to respond effective-
ly to the particular needs of  the assignment. This leads 
me to the thought that UCEA might seek some pilot 
opportunities in large metropolitan areas to work with 
a number of  pre paring institutions and school systems 
in a consortium arrangement. This would require some 
or all of  the following: an extended period of  time; ap-
plications of  funds from the cooperating local school 
systems; and carefully devised arrangements between 
the participating institutions to provide for the variety, 
specialization, and integration necessary for effective 
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translation of  theories into applications.

The output of  the special partnership, generally deþned, might 
be better knowledge utilization tools attained by school system and 
university leaders through joint research, development, and train-
ing initiatives (Culbertson, 1972b). The outputs achieved should be 
useful to universities pursuing Goal I as well as to those address-
ing other goals described below. Clearly, there are risks involved in 
pursuing this goal, in part because substantial UCEA adaptations 
would be required. However, a policy of  limited or no risk-taking 
can result in the loss of  adaptive capacity and even organizational 
usefulness. In addition, successful attainment of  a new partnership 
could lead to major beneþts to the þeld of  educational administra-
tion and to special opportunities to address problems associated 
with retrenchment, encroachment, and conþdence erosion. Said 
another way, UCEA institutions, by taking the lead in a partnership, 
can help demonstrate in a national and very visible way the value of  
knowledge creation and its uses.

Problem II: The Expectations–Performance Discrepancy
Goal III—Achieving a fuller understanding of  the expecta-

tions–performance discrepancy—and Goal IV—Conceptualizing 
alternatives to reduce the discrepancy—were among the higher 
ranked goals. Some respondents viewed Goal III more as a means 
to attain Goal IV than an end per se. They maintained that a fuller 
understanding of  the expectations–performance discrepancy would 
be basic to the conceptualization of  alternatives to reduce the dis-
crepancy. There is merit to this view. Therefore, we suggest that 
Goals III and IV be collapsed into a new goal entitled “Achieving 
a fuller understanding of  expectations–performance discrepancy 
and conceptualizing for implementation alternatives to reduce the 
discrepancy.”

Practicing educational administrators at different meetings ex-
pressed a strong interest in efforts to reduce the expectations–per-
formance discrepancy. Work bearing upon the discrepancy is un-
folding in different universities, and it is signiþcant that emergent 
NIE formulations on governance and organization bear indirectly, 
if  not directly, on the discrepancy.

Problem III: The Training Capability–Demand Discrepancy
One of  the goals associated with the training capabilityðtrain-

ing demand discrepancy received very high and the other very 
low priority when compared with other goals. Speciþcally, Goal 
V—Achieving in UCEA universities the program innovations and 
leadership needed to address effectively the new training capability-
training demand discrepancy—received very strong support. Goal 
VI—Facilitating adaptation to the new capability-demand ratio in 
non-member institutionsñreceived lowest priority. It is signiþcant 
that Objective 1 under Goal V, namely, new or expanded continuing 
education opportunities for “on-the-job” administrators, received 
the largest number of  high ratings of  any of  the 59 alternative ob-
jectives listed in the blue booklet. Notable also is the fact that a 
number of  institutions are in the process of  achieving or have al-
ready achieved adaptations with regard to new continuing education 
programs for administrators. However, very limited progress has 
been made by universities so far in achieving innovations directed at 
outcomes related to the creation of  new training markets.

I hope that departments of  educational administration will ad-
dress carefully the problem of  new markets as they complete plans 

for 1974ð79. Such opportunities are unique ones for UCEA institu-
tions. Other agencies can easily encroach upon in-service training 
opportunities for administrators or even upon opportunities for 
training personnel to enter such well-established positions as the 
principalship. However, UCEA universities, with their special capa-
bilities, can lead in the creation of  new training markets without the 
likelihood of  encountering signiþcant problems of  encroachment. 
UCEA already has conceptualized a number of  alternatives for uni-
versities to consider in creating new or in dealing with underdevel-
oped markets (see Culbertson, 1972a). Next year we hope to help 
professors acquire additional data and generalizations to point the 
way more clearly to needed adaptations.

Although Goal VI was assigned lowest priority, it received se-
rious and, in some cases, extended discussions at the regional meet-
ings. Numerous alternatives related to non-UCEA institutions were 
generated and discussed at the meetings. Although there were those 
in the regional meetings who forcefully argued that UCEA should 
link in new ways with nonmember institutions, there were more 
who questioned the desirability of  such a course of  action. Whether 
the UCEA central unit could relate in new ways to all or even a 
majority of  nonmember institutions without incurring a substantial 
dilution of  program or a critical loss in leadership seemed to be the 
major question.

Given the results of  the written priority responses as well as 
the reasoning set forth in the regional discussions, we are suggest-
ing that Goal VI, as originally formulated, be dropped. However, 
since UCEA has a responsibility for helping deþne the public in-
terest in administrator preparation, program activities to encour-
age relevant policy studies spanning both UCEA and non-UCEA 
institutions will continue to be needed. These can be organized, for 
example, under Outcome 10, Goal V (increased investments in re-
search and/or development activities designed to improve prepara-
tory programs). Interested professors and institutions also might be 
encouraged to experiment with special linkages between UCEA and 
non-UCEA institutions when unique beneþts can accrue. An illus-
tration, for example, would be the creation of  special links between 
UCEA institutions and “black” institutions currently engaged in 
preparing educational administrators.

Problem IV: The Specialization–Integration Discrepancy
Regional discussion results and written data were consistent in 

their import with regard to Goals VII and VIII. These goals, which 
are related to the specialization–integration discrepancy, received 
sharply differing priorities. Goal VIII—Achieving integrative frame-
works for classifying, relating, and developing specialized bodies of  
knowledge and uses of  knowledge—received a substantially lower 
priority rating than did Goal VIII—Attaining greater knowledge in-
tegration through selective uses of  functional specializations.

Some of  the regional meeting arguments against commit-
ting UCEA resources to the pursuit of  Goal VII were based upon 
feasibility considerations. Some pointed to difþculties encountered 
in the past in efforts to achieve comprehensive taxonomies and 
questioned whether 1974ð79 efforts would prove any more effec-
tive than past projects. Others felt that fruitful thinking about inte-
grative frameworks could best be addressed in processes directed 
at speciþc research or program development efforts within Goal 
VIII. Given the data provided and the general feedback received, it 
seems that UCEA should not place signiþcant priority upon Goal 
VII. While the pursuit of  a few of  Goal VII outcomes, which did 
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stimulate strong interest on the part of  a few professors, might be 
facilitated within the context of  Goal VIII, there would not be ma-
jor central initiatives or resource allocations to Goal VII. It should 
be made clear that such a decision is not intended to downgrade 
research activities per se; rather Goal VII was focused upon taxo-
nomic research. Other types of  research can be pursued under all 
of  the high priority goals.

Goal VIII, directed at knowledge integration through func-
tional uses of  specializations, received substantial support in the 
rankings and discussions. Objective 4 (new integrative professional 
growth opportunities for administrators, researchers, developers, 
and other knowledge users) under Goal VIII ranked 10th in priority 
among the 59 objectives treated. Thus, the overall evidence would 
suggest that UCEA, during the 1974ð79 period, should place high 
priority on Goal VIII.

Summary

On the basis of  the varied data obtained about UCEA di-
rections for 1974ð79 certain generalizations are evident. More spe-
ciþcally, UCEA should give priority to the following goals for the 
period ahead:

1. Achieve UCEA universities program innovations and leader-
ship needed to address effectively the new training capabil-
ity–training demand discrepancy.

2. Achieve a fuller understanding of  the expectations–perfor-
mance discrepancy and conceptualize for implementation al-
ternatives to reduce the discrepancy.

3. Improve knowledge utilization in school systems served by 
member universities.

4. Develop and implement new approaches to knowledge utili-
zation within an especially created university–school system 
partnership.

5. Attain greater knowledge integration through selective uses 
of  functional specializations.
The above directional statements, if  pursued, would result in a 

substantial shift in the UCEA Program during the next 5 years. The 
nature of  the shift will be reÿected most visibly in program activi-
ties. However, a comparison of  1974ð79 goals with the following 
goal statements for 1969ð74 suggest something of  the differences:

1. Illuminating Manpower Needs and Encouraging Effective 
Talent Flow in Educational Administration.

2. URBSIM: Developing and Evaluating Monroe City Urban 
Simulation and Support Materials.

3. Integrating and Improving Speciþc Areas of  Administration.
4. Providing Information and Ideas Basic to or Useful to Pro-

gram Designers and Instructors.
5. Advancing Research and its Dissemination.
6. Developing and Testing Knowledge-Related Strategies to Im-

prove Practice.
It should be noted that a number of  activities initiated in ear-

lier periods will continue through 1974ð79. Among these would be 
the publication of  the Educational Administration Quarterly, the Educa-
tional Administration Abstracts, and the Newsletter, and the distribution 
of  instructional materials. The 12 differing opportunities provided 
graduate students within UCEA universities is another example of  
a continuing program.

The large majority of  the UCEA program activities for 1969ð
74 will be completed by June 30, 1974. However, several will not 

be completed. GSEAC, for example, will continue for another year 
with some external support. Further URBSIM development will 
unfold in 1974ð75 as will work on the computer-based student in-
formation system, and the National Internship Program.

Finally, carefully selected program activities bearing upon 
higher education administration will continue to be unfolded dur-
ing the 1974ð79 period. Proceeding on a different planning cycle, 
the results of  a 2-year exploratory planning effort were debated in 
March 1973 by a UCEA Higher Education Advisor Group, a task 
force of  10 nationally known higher educationists who met in Co-
lumbus. In May 1973, the Executive Committee endorsed a pro-
posal by the Central Staff  that called for the development of  pilot 
projects in the area of  higher education administration.

As we approach the end of  the 1969ð74 period and turn to-
ward the next 5 years we þnd ourselves in a traditionally optimistic 
society, which is becoming more pessimistic. Education has not es-
caped this pessimism as the concerns delineated earlier in this paper 
would suggest. The following observation made by the president 
of  one of  the UCEA universities speaks more directly to the point 
(Mathews, 1974): òAnd in an era when hopefulness is out of  fash-
ion, the institutional forms of  hopefulness—colleges and universi-
tiesñare in for a particularly rough timeó (p. 63).

Societal pessimism notwithstanding, there is, I believe, room 
for hope as we look toward the future. Sustained by the accomplish-
ments of  the last two decades within the þeld of  educational ad-
ministration, braced by strength that comes from cooperative union 
and buttressed by an organization of  leading universities that offers 
resources and opportunities, which markedly transcend all of  us as 
individuals, we have bases for hope.

Hope, of  course, is only one of  many ingredients required 
to address the complex problems before us. Certainly, it would be 
unwise to underestimate the difþculty of  these problems. At the 
same time, there is undoubtedly validity to the view that undue pes-
simism might cause us to believe that the problems before us are 
insoluble when, in fact, they offer us great opportunities to achieve 
new solutions.

A focus upon the improvement of  leadership development, 
study, and practice highlights our important responsibility at this de-
cisive stage in history. Even the more pessimistic accept the signiþ-
cance of  effective leadership in education and society. The cause, 
then, which we are privileged to advance, is one that warrants the 
expression of  our highest motives and þnest talents.

Note: Special appreciation is expressed to Fred Frank, Kirby 
Hall, Jack Newell, Richard Podemski, Paula Silver, and James Yates 
for the helpful comments and suggestions they provided during the 
preparation of  this paper.
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The Barbara L. Jackson  
Scholars’ Program

Gloria Cisneros Lenoir
The University of  Texas at Austin

The Barbara L. Jackson Scholars’ Program was established in 
November 2003 by the members of  the UCEA Plenum to honor 
Dr. Jackson, Professor in the Division of  Educational Leadership, 
Administration and Policy at the Graduate School of  Education, 
Fordham University, the Jesuit University of  New York City. The 
program was established to create a network of  graduate students 
of  color who are studying in UCEA members’ educational leader-
ship doctoral programs and who are planning to enter the professo-
riate. While the U.S., U.K., and Canada become increasingly diverse, 
the teaching and leadership corps of  these countries, and higher 
education leadership faculty, continue to be predominantly White.

Data from 1999ð2000 indicate that less than 15% of  U.S. 
school administrators are persons of  color. Additionally, in colleges 
of  education, where educational leaders are being prepared, those 
who will become school and school system leaders, faculty mem-
bers of  color constitute 15.5% of  the entire faculty.

Jack Culbertson (1995) wrote a history of  UCEA in his book, 
Building Bridges. UCEA was founded to allow schools and universi-
ties to work together to improve the educational leadership pro-
gram. Culbertson noted the premise was that “leadership was a pre-
requisite for human progressó (p. 24).  

Recent strategic plans and member criteria have been deþned 
by UCEA to foster human progress to support equity and social 
justice in our institutions, our organization, and our work. We pride 
ourselves on having a membership including the best doctoral-
granting educational leadership programs in the world. It is impera-
tive that we model what we believe by having a diverse faculty.

The Barbara L. Jackson Scholars’ Program provides a support 
network for students of  color who will enter educational leadership 
programs in higher education, assist in recruiting minority students 
into our programs, and therefore have a population that will go into 
K–12 and higher education positions. The program helps us retain 
minorities in positions in UCEA institutions and will reduce isola-
tion often felt by minorities as they matriculate in their studies and 
work in our institutions.

This program helps us insure that our institutional cultures are 
more welcoming and comfortable for students of  color, enhance 
our capacity to understand students from differing backgrounds, 
broaden the research perspectives in our þeld, and improve our 
credibility in higher education and K–12 schooling. These actions 
continue the legacy upon which our organization was built.

Barbara Loomis Jackson, EdD
Dr. Barbara L. Jackson is Professor in the Division of  Edu-

cational Leadership, Administration and Policy at the Graduate 
School of  Education, Fordham University, the Jesuit University of  
New York City, located at Lincoln Center. She served as Chair of  
the Division of  Educational Leadership, 1997ð2003. She went to 
Fordham in 1987 after serving as Professor and Dean of  the School 
of  Education at Morgan State University, Baltimore.

Dr. Jackson also served as Associate Professor and Associ-

ate Dean at the School of  Education, Atlanta University, Atlanta, 
Georgia. Both Morgan State University and Atlanta University are 
historically Black institutions, and Dr. Jackson was involved at both, 
establishing new doctoral programs in educational administration.

Dr. Jackson earned her Doctorate of  Education in 1970 at 
Harvard University School of  Education. In 1976, she earned a 
master’s degree from Teachers’ College, Columbia University. In 
1950, she graduated with honors with a bachelorõs degree in politi-
cal science from Wellesley College. She is a proliþc writer and has 
published such works as the following:

•	 “Leadership Turnover and Business Mobilization: The Chang-
ing Political Ecology of  Urban School Systems,” a chapter in 
Cibulka, Reed, and Wong’s The Politics of  Urban Education in the 
United States (Jackson & Cibulka, 1992)

•	 “Black Women as Role Models: Where Can We Find Them?” 
in Initiatives (Jackson, 1990)

•	 Balancing Act: The Political Role of  the Urban School Superintendent 
(Jackson, 1995)

Å	 òGetting Inside HistoryñAgainst All Odds,ó in Brunnerõs Sa-
cred Dreams: Women and the Superintendency (Jackson, 1999)

•	 “Exceptional and Innovative Programs in Educational Lead-
ership” in Educational Administration Quarterly (Jackson & Kel-
ley, 2002).
Dr. Jackson serves on many committees, including Advisory 

Committee of  the Choir Academy of  Harlem, Board of  Directors 
of  the Institute for Responsive Education, Treasurer of  the Met-
ropolitan Council for Educational Administration Programs, and 
Executive Committee of  the UCEA. She serves on the Board of  
Directors with the Franklin and Eleanor Roosevelt Institute. She is 
a Trustee Emerita of  Wellesley College. She served as a member of  
the research team of  the Wellesley College Center for Research on 
Women for the study, òHow Schools Shortchange Girlsó (Ameri-
can Association of  University Women Educational Foundation & 
Wellesley College Center for Research on Women, 1992). In the 
spring, she was the American Association of  School Administrators’ 
Scholar in Residence. She is also a member of  the National Com-
mission for the Advancement of  Educational Leadership Prepara-
tion. Some awards Dr. Jackson has received are the following:

•	 Kathryn I. Scanlon Award by Fordham University Graduate 
School of  Education Alumni Association for her contribu-
tions that have enhanced the School of  Education as a center 
of  learning, 1995

•	 Distinguished Alumna of  Teachers College, Columbia Uni-
versity, 2000

•	 Roald Campbell Lifetime Achievement Award from UCEA, 
2001

Å	 Educator of  the Year by Fordham University Chapter of  Phi 
Delta Kappa, 2002

•	 Wellesley College Alumnae Achievement Award, 2003
Å	 SHERO Award, American Association of  School Adminis-

tration, 2005
Å	 Bene Merenti 20 Year Service Medal, Fordham University, 

2007

Program Expectations	

Jackson Scholars are expected to participate in UCEA annual 
conventions and workshops. They are also expected to participate 
in UCEA-sponsored workshops during the AERA annual conven-
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tions. They will serve as mentors for future Barbara Jackson Scholars and stay in communication with their assigned mentors.
The member institutions are responsible for providing þnancial support for fellowships, scholarships, tuition waivers, and so on. 

They are to provide monies to assist Jackson Scholars in attending the UCEA Convention and the UCEA-sponsored events at AERA. 
Additionally, institutions are to provide opportunities for professional development or leadership roles in the department and college level, 

Table
Jackson Scholar Program

Institution
1   Arizona State University
2   Auburn University
3   Bowling Green State University 
4   Clemson University
5   The College of  William and Mary
6   Duquesne University
7   Florida State University 
8   Fordham University
9   Georgia State University
10  Hofstra University
11  Illinois State University
12  Indiana University
13  Iowa State University
14  Kent State University
15  Louisiana State University
16  Louisiana State University A&M
17  Miami University
18  Michigan State University
19  New Mexico State University
20  New York University
21  Northern Illinois University
22  Ohio State University
23  The Pennsylvania State University
24  Rutgers University
25  Sam Houston University
26  Saint Louis University
27  Tennessee State University 
28  Texas A&M University 
29  Texas State UniversityðSan Marcos
30  University of Alabama
31  University of Arizona
32  University of BuffaloðSUNY
33  University of Cincinnati
34  University of Dayton
35  University of Florida
36  The University of Georgia
37  University of Houston
38  University of Illinois–Urbana-Champaign
39  University of Lincoln, UK
40  University of Minnesota
41  University of Missouri–Columbia
42  University of Nevada–Las Vegas
43  University of North Carolina–Chapel Hill
44  University of Northern Colorado
45  University of Oklahoma
46  University of Oregon
47  University of Tennessee
48  The University of Texas at Austin
49  The University of TexasðPan American
50  The University of Texas–San Antonio
51  University of Utah
52  University of Wisconsin–Madison
53  University of Wisconsin–Milwaukee
54  Vanderbilt University
55  Washington State University 
     Total

2004-05
—
2
2

—
—
—
—
1
4
1
1
1

—
1
2

—
1
1

—
—
—
—
1

—
1

—
—
1

—
—
—
1
1

—
1

—
—
—
—
—
1

—
1

—
—
—
—
—
—
1
2
1
1

—
1
31

2005-06
—
—
1

—
1

—
1
1
1

—
1
1

—
—
—
—
1
1

—
1
1
2
3

—
—
—
—
1

—
2

—
1
2
1

—
—
—
—
1
1
1
1
1

—
—
—
—
3
2
1

—
—
1
2
1
37

2006-07
—
—
—
1

—
2

—
—
—
—
1
1
1

—
—
1

—
3

—
2
1

—
1

—
1
1
1

—
—
2

—
—
1
1

—
—
1

—
—
—
1
1

—
—
2
1
1
2
1
2

—
5

—
2
1
42

2007-08
1
1

—
—
—
3

—
1
1

—
—
—
—
—
1

—
1
2
2

—
—
—
2
1

—
—
—
1
1

—
2
1
1
1
1
1

—
—
—
1
1
1
1
1

—
—
—
1

—
—
2

—
—
2

—
36

Total
1
3
3
1
1
5
1
3
6
1
3
3
1
1
3
1
3
7
2
3
2
2
7
1
2
1
1
3
1
4
2
3
5
3
3
1
1
1
1
2
4
3
3
1
2
1
1
6
3
4
4
6
2
6
3

146
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for example dean-sponsored collaborations, research, and teaching 
apprenticeships.

UCEA will provide a Web site dedicated to scholars’ activi-
ties, access to position announcements from Holmes Partnerships 
members, opportunities for networking and meeting at the UCEA 
convention and other UCEA-sponsored events, and mentor match-
ing. UCEA also will provide opportunities to serve as Special Stu-
dent Escort, allowing Jackson Scholars to network with prominent 
leaders in the þeld.

Member Participation

To date, 55 member institutions have participated in sponsor-
ing Jackson Scholars. The table provides membership and scholar 
information. Graduate students who have been designated scholars 
total 146. 

Steady increases occurred in the number of  Jackson Schol-
ars from 2004ð2005 to 2005ð2006 (18%) and from 2005ð2006 to 
2006ð2007 (12%). A reduction of  14% took place from 2006ð2007 
to 2007–2008.

Universities who have sponsored the most Jackson Scholars 
are the following:

•	 Michigan State University
•	 Pennsylvania University 
•	 Georgia State University
•	 The University of  Texas at Austin
•	 University of  Wisconsin–Madison
•	 Vanderbilt University
•	 Duquesne University
•	 University of  Cincinnati

Universities who consistently have sponsored scholars on an annual 
basis since the inception of  the program are the following:

•	 Michigan State University
•	 Pennsylvania State University
•	 University of  Cincinnati
•	 University of  Missouri–Columbia

Finally, universities who just began sponsoring students for 2007–
2008 are the following:

•	 Arizona State University
•	 New Mexico State University
•	 Rutgers University
•	 Texas State University in San Marcos
•	 University of  Arizona
•	 University of  Illinois–Urbana Champaign
•	 University of  Northern Colorado

All universities are to be commended for participating in this 
þne program and are encouraged to continue. All member insti-
tutions that have not yet sponsored Jackson Scholars are encour-
aged to do so in order to act on the major tenets that UCEA was 
founded. Let us help our teaching and leadership corps and higher 
education leadership faculty more closely reÿect the populations we 
serve. Let us also see the number of  Jackson Scholars we support 
be on the upswing again.
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Are You Moving?
Are you starting the year at a new institution?  

Make sure you don’t miss the next issue of  the UCEA 
Review or any of  the other UCEA mailings.

Email ucea@austin.utexas.edu  
the following information:

Change of  Address:

Name:  _______________________________________

Previous School/Institution:  _________________________ 

New School/Institution: ____________________________ 

Address:  ________________________________________

City, ST: ___________________________ ZIP: __________

Email: _________________________________________  

Phone: ___________________  Fax: _________________
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Overall, Voters had Positive  
Experience in 2008 Election
Despite problems at the polls in 2000 and 2004, and fears that 

such problems would reoccur in the last election, the vast majority 
of  Americans said they had a positive voting experience in 2008. 
Even more strikingly, citizens expressed strong enthusiasm about 
being engaged in their communities, according to a Public Agenda 
survey of  voters conducted immediately following the presidential 
election. The survey examined American voters’ views about the 
voting process and how those experiences affect their role as citi-
zens and their engagement in their communities. Many observers 
believe that a troubled election system can undermine voter turn-
out, views of  electoral legitimacy, and civic participation in general. 
This survey, þelded in the weeks following the presidential election, 
attempted to see what kinds of  reactions people had to the voting 
experience.

The results of  the survey are based on 1,485 telephone inter-
views conducted November 5–16 with a national random sample 
of  adults aged 18 and older. The margin of  error for the overall 
sample is plus or minus 2.5 percentage points.

Voting Experience Overwhelmingly Positive 

The vast majority of  voters were happy with their voting ex-
perience:

• Nine in 10 said that their voting experience was positive and 
that poll workers did a good job overall. 

• Very few reported long lines, technical problems or improper 
practices at their polling places. 

Å 95% said they were glad they spent the time voting, no matter 
how long the lines.

• Polling places got good marks compared to other institutions 
where people transact business in person. More people (79%) 
rated their polling place as very organized than give good 
marks to their local bank (78%), post ofþce (65%), depart-
ment of  motor vehicles (54%), or fast food franchise (35%). 

• 72% said that their voting experience was better than the last 
time they voted.

Low-Income Voters More Concerned 

Although low-income voters were more likely to say they were 
excited about voting, they expressed more concerns about their 
polling place:

Å 79% of  low-income voters said they were excited about voting, 
compared with 63% of  upper income voters. 

Å More low-income voters (18%) said poll workers were not able 
to answer questions, compared to 7% of  upper income vot-
ers.

Å More low-income voters (13%) said the results from their poll-
ing places might not be accurate, compared to 6% of  upper 
income voters. 
Not surprisingly, satisfaction with the experience seemed 

partly driven by whether their candidate won. Whereas only 9% 
reported a negative experience, 50% of  those were McCain voters, 
compared to 26% Obama voters.

Concerns About Legitimacy of  Process Persist 

Nevertheless, voters expressed concerns about the legitimacy 
of  the election system. This seemed, however, to be driven more by 
perceptions and media coverage, rather than personal experience at 
their own polling places:

Å Only 8% were worried about the accuracy of  the results at 
their polling place.

Å Yet, 62% were concerned there were organized efforts to reg-
ister people who weren’t eligible. 

• 55% were concerned some people who are registered might 
not have been allowed to vote. 

• 53% were concerned that some people were not allowed to 
register. 

• 51% were concerned there were organized efforts to discour-
age voting among some groups.

Engaged Citizens Have Unique Traits 

Engaged citizens—those who not only vote, but also are 
involved in local affairs apart from elections—had several unique 
characteristics when compared to those who only vote. In fact, 61% 
of  the sample of  voters indicated that they volunteered on a fre-
quent basis in the past year; participated in civic organizations, such 
as the PTA, Rotary Club, or a neighborhood association; or attend-
ed local meetings of  organizations, such as school board meetings 
or city council. Nine in 10 (89%) of  these engaged citizens said they 
vote in every election, including local ones, compared with 75% of  
nonengaged voting citizens.

Strong Interest in Future Civic Engagement 

Looking ahead:
• 61% of  all voters said they will give as much or more to charity 

over the next year.
Å 59% said they will participate in community organizations as 

much or more as they did this past year 
• 53% said they will be as much or more active in political cam-

paigns over the next few years.

The complete Public Agenda survey results are available at  
http://www.publicagenda.org/reports/the-voting-experience 

Update UCEA Membership 
Directory Information

UCEA has 81 member institutions. If  you are one of  our 
member institutions, it is time for you to update your in-
formation. Please check your institution information in the 
UCEA Membership Directory.

To access the UCEA Membership Directory: please go to 
http://www.ucea.org and click “Membership Directory.” 
Your institution appears in alphabetical order.  
Report changes to plinglee@austin.utexas.edu.
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Innovative Programs: 
New York University Steinhardt 
School of  Culture, Education, 

and Human Development

A Conversation With Professor Colleen  
Larson, New York University

Liz Hollingworth 
University of  Iowa

The Educational Leadership Program at New York Univer-
sity’s Steinhardt School of  Culture, Education, and Human Devel-
opment offers two innovative MA programs in Educational Lead-
ership: (a) Educational Leadership, Politics, and Advocacy and (b) 
Educational Leadership: School Building Leader. 

According to Professor Colleen Larson, director of  the Ed-
ucational Leadership programs, both of  these MA programs are 
designed around the needs of  children and youth living in economi-
cally impoverished and underresourced school communities, and 
each program is designed to serve students who seek leadership 
roles in the þeld of  education. Dr. Larson says, òBoth programs 
are designed to help students develop competencies in effectively 
talking across difference with people who disagree with them, and 
in bringing about changes in educational policy and practice that 
support the needs of  children and youth.”

MA in Educational Leadership, Politics, and Advocacy 

The MA in Educational Leadership, Politics, and Advocacy at 
New York University prepares leaders who seek to enhance educa-
tional opportunities for children and youth not only in schools, but 
also in the broader communities in which children live. These lead-
ers develop competencies in collaborating with the multiple agen-
cies that exist to enhance the lives and life chances of  children and 
youth living in poor urban communities. Graduates of  this new MA 
program seek work in child and community advocacy organizations; 
educational support programs; policy and research centers; interna-
tional and nongovernmental organizations; and private, charter, and 
independent schools. Professor Larson explains, 

The Leadership, Politics, and Advocacy Program pre-
pares leaders who are working with and around schools 
to address the needs of  urban children and youth, and 
who are capable of  reaching out to and supporting the 
efforts of  school building leaders.

 The curriculum offers students considerable ÿexibility in cre-
ating a program of  study that serves each student’s purposes and 
goals. Students can pursue multiple paths for critically assessing the 
needs of  children and youth and understanding issues of  leader-
ship and policy at the federal, state, and local levels. They are en-
couraged to learn multiple approaches to inquiry to understand the 
broader context of  children’s lives, including economic and policy 
analysis, demographic analysis and asset mapping, action research, 
participatory action research, visual ethnography, and advocacy in 
education.

This program of  study is also unique in that it brings faculty 
in educational leadership, higher education, educational technology, 
and public policy together to better serve students who are inter-
ested in leadership, policy, and advocacy in and around schools and 
universities. This interdisciplinary approach provides students with 
valuable opportunities to learn how leaders and education advo-
cates can use media and technology, for example, to capture the 
critical needs of  children and youth and develop the competencies 
to advocate for and garner needed public support. 

Throughout the program, students are personally mentored 
by an individual faculty member who guides them in selecting their 
coursework within three major foci of  the program: (a) leadership, 
(b) politics, or (c) advocacy. Students also participate in intensive 
internships in organizations that align with their career aspirations. 
Students are currently working in community-based organiza-
tions, nongovernmental organizations, policy and research centers, 
schools, and after-school programs. 

MA in Educational Leadership: School Building Leader

The MA program in Educational Leadership offers a unique 
curriculum of  study that is strengthened by a focus on understand-
ing multiple and multicultural perspectives in education and the 
complexity of  social justice in educational policy and practice. Ac-
cording to Dr. Larson, 

Our School Building Leader Program is designed to 
develop leaders for urban schools who know how to 
assess the needs of  economically poor children and 
youth in schools and who are capable of  developing the 
networks and support systems within and around the 
schools to adequately support them.

 This program is designed for individuals who have a solid 
background in education and want to pursue leadership opportuni-
ties in urban public schools. All candidates for this program must 
be experienced teachers. This program emphasizes the growth and 
development of  children and youth in urban settings, interweaves 
research and practice in all coursework, and provides guided þeld-
work throughout the entire program of  study. 

Students have regular opportunities to build their leadership 
portfolios through school and community-based þeldwork. The 
MA in Educational Leadership program is built on the following 
beliefs: 

1. The school is the critical unit for the delivery of  educational 
programs.

2. Schools of  high quality are places where all children learn and 
grow in an atmosphere that is engaging, afþrming, respon-
sible, and just.

3. Effective school leaders work collaboratively and inclusively 
with teachers, parents, students, community members, public 
agencies, and business to create productive learning environ-
ments for all children and youth.

4. Public elementary and secondary education is an essential di-
mension of  a democratic society and is entitled to serious, 
continuous, and meaningful support from postsecondary 
partners.
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Journal of  Research on Leadership Education
The Journal of  Research on Leadership Education (JRLE) is a electronic peer-reviewed journal that focuses on 
articles from multiple epistemological perspectives. JRLE serves as an international venue for discourse 
on the teaching and learning of  leadership across the many disciplines informing educational leadership. 
JRLE is edited by Edith A. Rusch, University of  Nevada, Las Vegas, and sponsored by the UCEA.

Journal of  Research on Leadership Education
c/o Dr. Edith A. Rusch, Editor
University of  Nevada, Las Vegas
jrle@unlv.edu
http://www.ucea.org/JRLE/about.html

IES Hosts Webinars on  
Federal Funding 

The Institute of  Education Sciences (IES) will host a series of  
webinars to discuss research funding opportunities at the National 
Center for Special Education Research (NCSER) and the National 
Center for Education Research (NCER). Registration information 
is online at http://ies.ed.gov/funding/webinars.asp. Each webinar 
will host up to 100 individual participants. Participants will be reg-
istered on a þrst-come, þrst-served basis. Three types of  webinars 
are planned.

Basic Overview Session: IES staff  will provide a general 
overview of  IES, NCSER and NCER research topics, the IES goal 
structure, and the peer review process. These sessions are intended 
for researchers who are unfamiliar with IES or are novice appli-
cants. 

Grant Writing Workshop: IES staff  will provide more in-
depth information about requests for applications and the IES 
grant structure.

Application Process Session: Presenters will provide infor-
mation on the grant submission process. Topics will focus on the 
application instructions package, including content and formatting 
requirements, human subjects clearance, and application forms.

Innovation at NYU

Dr. Larson described the beliefs underpinning the design of  
these two innovative leadership programs: 

The faculty at NYU believe that academic achievement can-
not be reduced to what is happening in classrooms alone. Of  
course, what happens in classrooms between children and 
their teachers is very important, however, it is not all that is 
important. Our societyõs deþnition of  educational leadership 
has been largely narrowed to enhancing academic compe-
tency in urban schools by closely monitoring teachers, ensur-
ing time on task, and enforcing rigorous testing systems. I 
believe that there is an urgent need for university preparation 
programs to resist this overly narrow view of  what effective 
leadership in urban schools requires. For example, in many 
schools today, teachers are told to focus on the academic 
needs of  the student but not on the social, emotional, and 
bodily needs of  the child, which, of  course, are also inextri-
cably and unavoidably embedded in any teaching and learn-
ing process. Few educators believe that engaging children in 
art, music, or physical education is superÿuous or that recess 
is a needless time away from needed skill and drill. Enlight-
ened educational leaders are needed to question the veracity 
of  the choices that policy makers and practitioners are mak-
ing in today’s high-stakes era of  accountability. What role is 
our national concern for the healthy social, emotional, and 
intellectual development of  our children playing in today’s 
educational policy and practice? 

Both of  the MA programs offered at NYU are de-
signed to develop leaders who are capable of  understanding 
and supporting the needs of  the child, not just the student. 
The choice of  language is important here. Recognizing the 
centrality of  the broader social, emotional, and bodily needs 
of  impoverished youth to academic achievement requires a 
shift in how we think about preparing educational leaders. 
We recognize that schools cannot do everything to meet the 
needs of  impoverished youth, and, more importantly, they 
cannot do it alone. We also recognize that leaders in educa-
tion cannot change the impoverished conditions in which 
many children live; however, we can design leadership prep-
aration programs that help educational leaders to develop 
competencies for building the networks and establishing the 
support systems that effectively address the needs of  chil-
dren and youth living in poverty.
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Increasing Aspiring Principals’ Readiness to Serve: Knowledge and Skill Application Laboratories 
Jeffrey W. Eiseman, University of  Massachusetts–Amherst, jeiseman@educ.umass.edu
Matthew Militello, North Carolina State University, mattm@educ.umass.edu

Abstract: Most leadership programs emphasize knowledge over skills, being skillful over how to be skillful, knowledge about skills over 
skill application, and ad hoc and hard-to-assess þeld activities over focused and observable skill practice. òKnowledge and skill application 
laboratories” provide opportunities to experiment with—and receive criteria-based feedback from multiple observers on—new ways of  
thinking and behaving. They challenge students to integrate course-speciþc content with universally applicable skills: diagnosis, goal setting, 
communication, teamwork, and conÿict management. We describe the purpose, history, and objectives of  this kind of  laboratory; sample 
lab activities; design considerations; and what we learned.

Novice Superintendent Perceptions of  Preparation Adequacy and Problems of  Practice 
George J. Petersen, California Polytechnic State University, San Luis Obispo, gjpeters@calpoly.edu
Lance D. Fusarelli, North Carolina State University
Theodore J. Kowalski, University of  Dayton

Abstract: This article reports the results of  a survey of  novice superintendents in California, Missouri, North Carolina, and Ohio. The 
research provides a proþle of  novice superintendents and their opinions regarding the adequacy of  academic preparation and the problems 
they encountered after entering this challenging position. Findings indicate that the novices were typical demographically of  all superin-
tendents and, generally, were satisþed with their academic preparation. However, they were highly focused on managerial problems, an 
outcome likely explained by nature of  their employing districts. The typical novice was employed in a district that (a) was rural (b) enrolled 
less than 1,000 students, and (c) was below average in taxable wealth. Findings and conclusions provide insights for improving academic 
preparation and for considering changes to state policy that could affect qualiþcations for this challenging position.

Transformational Learning and Role of  Self-Authorship in Developing Teacher Leaders
Michelle Collay, California State University, East Bay, michelle.collay@csueastbay.edu
Joanne Cooper, University of  Hawaii, jcooper@hawaii.edu

Abstract: Given the challenges of  the workplace and the historic exclusion of  women and people of  color from positional leadership, 
this dual case study explores women’s experiences in two graduate programs designed to support transformational learning of  educational 
leaders. Data included participantsõ structured reÿections on learning about leadership, examined through the lens of  two adult learning 
theories: self-authorship (Baxter Magolda, 1998, 2004) and transformational learning (Brooks, 2000; Kegan, 2000). Cross-case analysis in-
dicated that participants developed conþdence in their own knowledge, articulated the importance of  personal support and collaboration, 
gained voice to advocate for themselves and their students, and experienced a fundamental change in their sense of  themselves as leaders 
in their schools. These þndings have implications for the provision of  systematic graduate instruction that supports reÿection and critique, 
offers multiple opportunities to step into leadership roles, and integrates informational and transformational learning.

Special Section: From the Voices of  Students. Legislative Advocacy for High-Quality Leadership Preparation:  Per-
spectives and Implications for Teaching and Learning Educational Leadership
Katherine Cumings Mansþeld, The University of  Texas at Austin, kcmansþeld@mail.utexas.edu
Bradley W. Carpenter, The University of  Texas at Austin

Abstract: This article interrogates the value of  leadership preparation programs connecting academic and political spheres as endorsed 
in the 2008 revised ISLLC Standards. Speciþcally, a number of  exemplar teaching and learning practices are shared that led to the planning 
and implementation of  legislative advocacy projects for educational leadership professors and students in Washington, DC. Major þndings 
include that although many educators are not adequately prepared nor encouraged to participate in policy making at the state or national 
levels purposeful efforts to engage educators in legislative advocacy projects result in positive outcomes for professors, students, and poli-
cymakers alike.


