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Volume 57  Number 2
Response to 2015 Presidential Address

Mark Anthony Gooden
The University of  Texas at Austin 

I appreciated that President Noelle Witherspoon Arnold presented powerful 
ideas in her speech that helped me freshly reflect upon the value and promise 
of  UCEA. Noelle really formulated in my mind the concept of  dignity 
disparity. Though I have seen a denial of  dignity in several settings, I had not 
before her speech named these instances just so and nor had I considered 
them as part of  a process of  inquiry. Still, it raised some questions. When we 
marginalize people for whatever reason, are we really attempting to diminish 
their dignity? Yes. If  dignity is defined as the quality of  being worthy of  
honor or respect, why then do we engage in behavior that diminishes others’ 
dignity? I am not sure if  there is a morally sound or ethical reason to ever 
justify attempting to take away someone’s dignity. As a society, we do it. 
Beyond personal experience, the literature confirms that we do it. Consider 
how we systematically deny women access to secondary principalship 
positions, which dishonors or denies the work they have done to access 
those opportunities. It is a dangerous thing when we assume that certain 
vulnerable communities are starting from a dignity deficit, especially if  
society already has denied their access to better schools, better communities, 
better opportunities, and so on. We often find it easier to ignore or even 
assail the most vulnerable in society because we assume they have the least 
power and agency. 

Noelle encouraged us to resist this all-too-easy position of  expecting 
the least vulnerable to always assume the risk of  fighting for their dignity. 
She asked us to engage in meaningful risk and courageous movement—not 
on behalf  of  ourselves, but instead on behalf  of  the most vulnerable. This 
is a unifying concept but one that can be challenging to enact. Indeed, my 
favorite and most convicting question from her speech is this: “Does our 
language signal that this courage only comes from those who are the most 
vulnerable in the first place?” (Arnold, 2016, p. 4). I reflected on this for 
a moment and considered my privilege as a male in this society and the 
many threats of  oppression that institutionalized sexism visits upon women. 
Then I thought, how often do I fail to speak out about systems of  sexism 
that oppress women in the academy and elsewhere? Do I implicitly expect 
that women initiate and lead these conversations of  resistance? My modest 
conclusion: I have work to do.  

Noelle shared, “Diversity is nothing without antioppressive policy, 
which outlasts platitudes” (Arnold, 2016, p. 6). I agree, but I would humbly 
add a corollary: One’s dignity is less likely to be assaulted in spaces where 
there is clear antioppressive policy. If  I build on the egregious example of  
Ben Fields flipping the high school student out of  her desk, it’s easy for us 

NOTE: Responses are to Noelle Witherspoon Arnold’s “2015 UCEA 
Presidential Address: Margins, Movements, and the ‘Doing’ of  Dignity: 
New Frontiers for Risk-Taking in Educational Leadership.” UCEA 
Review, 57(1), 1-8, available from http://www.ucea.org/resource/ucea-review/ 
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Contributing to the Review
The content of  the UCEA Review is not peer re-
viewed, and any opinions printed in the Review should 
not be viewed as a statement by UCEA, UCEA Ex-
ecutive Board members, UCEA member institutions, 
or UCEA faculty. The opinions expressed are those 
of  the authors alone. The UCEA Review serves as a 
source of  information and news and a place where 
program innovations are shared and critical ques-
tions are raised. Members use the review for debate, 
to share opinions, and to engage the educational ad-
ministration community in conversation and debate. 
If  you have ideas concerning substantive feature ar-
ticles, interviews, point/counterpoints, or innovative 
programs, UCEA Review editors would be happy to 
hear from you. The Editorial Team (see back page of  
the Review) meets twice a year. One to two features 
appear in each issue of  the Review, which is published 
three times a year.

 Deadlines: April 1, August 1, December 15

to imagine a policy that restricts officers from entering the classroom (a 
learning space) or even the school (for some communities). However, 
it is much harder to imagine antioppressive strategies that maintain the 
dignity of  students who are systemically excluded from schools, often in 
much more subtle but no less harmful manners than the Fields assault. 
Additionally, it is less apparent to point out a denial of  access to the best 
teaching and teachers, the most invigorating curriculum, and a pleasant 
school culture. 

I agree with Noelle’s interpretation of  Irby’s thought that dignity 
cannot be stripped away, but a sense of  dignity can. When we teach poor 
children of  color in ways that do not speak to their abilities to learn 
and thrive, we strip away their sense of  dignity. When we present them 
with a curriculum that does not prepare them for viable postsecondary 
opportunities, we strip away their sense of  dignity. When we fail to treat 
poor students of  color as learners who deserve as much as our biological 
children, are we not stripping away some of  sense of  their dignity? We 
have to avoid engaging in destructive actions that lead us on a path to 
attempt to strip away someone’s dignity, no matter how egregious or 
subtle. What’s more, Noelle reminds us that we have to intentionally take 
risks on behalf  those who are the targets of  individuals attempting to 
strip away their dignity. And yes, lastly, we have to reflect on whether 
those “individuals” are us. 

Response to 2015 Address:  
Making Risk Taking Routine

Gary M. Crow
Indiana University

The insights, thoughtfulness, and gratitude expressed in President 
Arnold’s address speak volumes to all of  us who have a profound respect 
for UCEA as an influential organization and a sincere appreciation for 
those who lead us. Noelle’s sharing of  her personal journey, especially of  
her brother Germad and her “Mama,” reminds me that what drives our 
intellectual contributions is fundamentally very personal experiences and 
aspirations.  
Without diminishing any of  the valuable insights Noelle contributes, I 
want to focus attention on one particular area that was meaningful to 
me—risk taking. Specifically, I want to describe a unique contribution 
of  Noelle’s presentation: how to make risk taking routine. Obviously, 
using these words demands some definition. I am using routine to mean a 
regular course of  procedure, not a mechanical performance. What Noelle 
contributes is a way to make risk taking—meaningful risk taking—a part 
of  our everyday, habitual activity.  

While Noelle admits that meaningful risk taking is more than 
accidental risk, it “isn’t always about formal or even informal protests 
or forms of  movement.”  However, it is intentional. Noelle encourages 
us to consider risk taking as part of  our everyday practices, our routines.
Clearly, Noelle is not discouraging formal and informal protests or 
diminishing the importance and impact of  visible large-scale actions to 
move justice, equity, and dignity forward. But she reminds us of  another 
set of  risk-taking actions—actions that are part of  our routines—routines 
that are meaningful, nonmechanical, and intentional. Noelle does this 
through what she says as well as how she says it. So what are these routine 
ways to courageously move toward meaningful risk taking that addresses 
justice, equity, and dignity?
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Noelle encourages us to use at least six ways to make risk 
taking part of  our routines—part of  our everyday lives and 
practices as educational leaders: thankfulness, language, listening, 
empathy, honesty, and dignity. Thankfulness provides the powerful 
gift of  gratitude to reinforce models of  risk taking, for example, 
her “Mama’s actions.” Noelle describes the role that language 
plays in risk taking, for example asking, “Does the language of  
our bylaws or policies or conventions say that we ‘color outside 
the lines?’” She also identifies how listening makes risk taking 
meaningful by warning us not to “opt into others’ environments.” 
Certainly her sensitive listening to the Mizzou graduate students 
provides a role model for us. Empathy in our everyday practices 
allows meaningful risk taking by acting as a “political act that 
fuels agency and activism.” She further reminds us that we need 
to be honest about our intentions. Finally, she urges us to work 

for policy initiatives in our own settings that promote dignity as a 
“normal” part of  life.

Noelle’s strong message to use these routine but profound 
actions to support meaningful risk taking creates several questions 
for our future conversations: How do we use routines to move 
toward meaningful risk taking? How do we avoid routines that 
disguise our misguided attempts at meaningful risk taking? How 
do we determine when we should focus on routines and when we 
should focus on larger scale, more formal protests to support risk 
taking?

Thank you, Dr. Noelle Witherspoon Arnold, for your 
leadership in reminding us of  meaningful risk taking and how to 
make our everyday lives and practices opportunities for risk taking.

In April the Journal of  Research on Leadership Education published a 
special issue edited by Michelle Young and Frank Perrone, entitled 
The Building Blocks of  Quality Leadership Preparation: Research, Standards 
and Education Policy. The issue took on the analysis of  research fo-
cused on understanding how leadership preparation standards were 
used, by whom, and to what end. In addressing these questions, 
the authors reviewed how standards were used by program faculty, 
professional associations, states and accrediting bodies; conducted 
in-depth explorations of  two key standards-wielding entities, licen-
sure and accreditation; and developed exhaustive reviews of  the 
literature informing both the content and features of  educational 
leadership preparation. The first article in this special issue, “Lever-
aging Standards to Promote Program Quality,” by Young, Mawhin-
ney, and Reed, considers three prominent, nationally used sets of  
standards that impact educational leadership preparation: (a) the 
ISLLC standards, which recently have been revised and renamed 
the Practice Standards for Educational Leaders (PSEL), (b) the 
ELCC standards, and (c) the University Council for Educational 
Administrational (UCEA) quality program standards. The second 
article in this special issue, “Considerations of  Administrative Li-
censure, Provider Type, and Leadership Quality: Recommendations 
for Research, Policy, and Practice,” by Hackmann, investigates one 
of  the primary standards-wielding policy tools: professional licen-
sure. The third article in this special issue, “Accreditation in the 
Professions: Implications for Educational Leadership Preparation 
Programs,” by Pavlakis and Kelley, investigates a second important 
standards-wielding tool: program accreditation. In the fourth arti-
cle, Tucker, Anderson, Reynolds, and Mawhinney provide an “Anal-
ysis of  Evidence Supporting the Education Leadership Constituent 
Council (ELCC) 2011 Program Preparation Standards for School 
and District Leadership.” In the final article, “Effective Prepara-

tion Program Features: A Literature Review,” Crow and Whiteman 
update the review of  research on program features provided in the 
Handbook of  Research on the Education of  School Leaders (Young, Crow, 
Murphy, & Ogawa, 2009) by examining research published up to 
August 2013. Collectively, these pieces of  scholarship informed and 
shaped decisions concerning the National Educational Leadership 
Preparation (NELP) standards. Perhaps more importantly, they 
make clear that leadership standards, licensure, preparation, pro-
gram design, and accreditation are integrally related, and as such, 
should be treated in a systematic way.  

Additionally, JRLE is pleased to introduce two new features to 
the journal. The first, Pedagogy and Practice, is designed as a venue 
for submissions that provide original and authentic links between 
pedagogy and practice that are likely to be of  interest to readers 
who teach in leadership preparation programs. We are hoping that 
authors consider submissions that focus on either (a) how a teach-
ing/learning activity might be structured within the classroom or 
(b) documentation of  utility—in this case, we would expect to see 
evidence of  student learning outcomes that were achieved by par-
ticipation in a particular activity. Our intent in publishing manu-
scripts concerned with pedagogy and practice is to develop a re-
pository and forum for sharing and deliberating new ways for us to 
think about our teaching as it affects leadership preparation. The 
second feature is a book review column. In this venue we aim to 
introduce readers to new books in the fields of  educational leader-
ship, organization studies, educational policy and practice, and re-
lated fields of  particular interest to the scholars in the field of  lead-
ership education. The book review column promises to facilitate 
our readership’s awareness and assessment of  new resources used 
for supporting our work in preparing leaders.

ucea.org/jrle

JRLE Special Issue: Standards

Sharon D. Kruse
Washington State University
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From the Director:   
National Educational Leadership Preparation (NELP) Standards:

What They Are, How They Were Developed, and What Purpose They Serve 
Michelle D. Young

UCEA Executive Director

Changing school conditions, shifting 
school populations, increased expec-
tations for student learning, and ex-
panding knowledge on effective lead-
ership have created new challenges 
and expectations for educational lead-
ers. Clear and consistent leadership 
standards can assist all educational 
stakeholders in understanding these 
expectations. Over the last 3 years, the 

Council for Chief  State School Officers (CCSSO) and the National 
Policy Board for Educational Administration (NPBEA) have led 
a significant effort to revise standards that guide preparation and 
practice for educational leaders in the United States. 

What Are the NELP Standards?
In November 2015 the Professional Standards for Educational 
Leaders (PSEL) were approved by the NPBEA. These standards, 
which were formerly known as the ISLLC standards, articulate the 
knowledge and skills expected of  school leaders. The PSEL will 
be adopted or adapted by many states to guide policies concerning 
the practice and improvement of  educational leaders (e.g., licensure, 
evaluation, and professional learning policies). In December 2015, 
a committee comprised of  essential stakeholder communities from 
across the country was convened to develop a set of  leadership 
preparation standards that align to the PSEL. These preparation 
standards, formerly known as the Educational Leadership Constitu-
ent Council (ELCC) standards, have been renamed the National 
Educational Leadership Preparation (NELP) standards and will be 
used to guide program design, accreditation review, and state pro-
gram approval.

While aligned to the PSEL, the NELP standards serve a 
different purpose and provide greater specificity around perfor-
mance expectations for beginning-level building and district lead-
ers. Whereas the PSEL define educational leadership broadly, the 
NELP standards specify what novice leaders and program gradu-
ates should know and be able to do as a result of  their completion 
of  a high-quality educational leadership preparation program. Like 
the ELCC standards that preceded them, the NELP standards were 
developed specifically with the principalship and the superinten-
dency in mind and will be used to review educational leadership 
programs through the Council for the Accreditation of  Educator 
Preparation (CAEP) advanced program review process. There is 
one set of  NELP standards for candidates preparing to become 
principals and a second set of  standards for candidates seeking to 
become superintendents. 

The committee convened to develop the NELP standards in-
cludes practicing leaders, professional association representatives, 
educational leadership faculty, educational leadership preparation 

program leaders, and college leadership. Committee members 
were selected based on the stakeholders they represented as well 
as the expertise they brought to the committee. Members included 
Joan Auchter, NASSP; Rosemarie Young, NAESP; Tom Bellamy, 
University of  Washington; Monica Byrne Jimenez, Hostra Univer-
sity; David Chard, Southern Methodist University; David DeMa-
thews, University of  Texas at El Paso; Paul Katnik, Missouri State 
Education Agency; Susan Korach, University of  Denver; Glenn 
Pethel, Gwinnet County Public Schools; L. Oliver Robinson, 
AASA; Pamela Tucker, University of  Virginia; and NELP Com-
mittee Chair Michelle Young, UCEA. Additionally, Saroja Barnes, 
CCSSO; James Berry, NCPEA; and Joseph Murphy, Vanderbilt 
University, served on the committee in an ex officio capacity. 
Project consultants included Irv Richardson, CCSSO, and Honor 
Fede, NAESP. 

Developing the NELP Standards
The NELP standards address changes in the educational leader-
ship field and respond to input from practitioners and policy lead-
ers. In developing the NELP standards, the committee reviewed 
research on the preparation and practice of  educational leaders and 
consulted with NPBEA member organizations, practicing school 
and district leaders, state education officials, researchers, higher 
education leaders and faculty, and other policy-oriented constitu-
ents. Two other sources were highly influential in the development 
of  the NELP standards: the 2015 PSEL, and CAEP requirements 
for Specialty Professional Association (SPA) standards.

Due to the important role that the new PSEL and CAEP 
SPA requirements played in the development of  the NELP stan-
dards, the committee’s work involved a number of  significant de-
sign challenges. First, the committee worked to identify the ap-
propriate developmental level at which to articulate preparation 
standards. Because the NELP standards are designed for prepa-
ration programs, they needed to reflect expectations for novice 
leaders, individuals who just completed a leadership preparation 
program. Second, the committee needed to articulate a set of  
standards specifically for the work of  novice building-level lead-
ers and another set of  standards for novice district-level leaders. 
Third, because the NELP standards will be used for accredita-
tion by the CAEP, the number of  standards was limited to seven. 
To align the NELP standards to PSEL, the committee needed to 
transform the 10 PSEL standards into seven NELP standards. 
Similarly, limitations on the number of  elements that can appear 
in CAEP SPA standards required that the 83 PSEL elements be 
reduced to 28 elements. 

Several other CAEP requirements for the review of  spe-
cialty areas presented additional design challenges. For example, 
the NELP standards needed to be written so that each concept in 
an element appeared in the language of  the standard. Addition-
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ally, each standard and element had to be both measurable and 
based on research. While the PSEL were developed using three 
sources of  information (field knowledge, research, and core edu-
cational values), the NELP standards are firmly rooted in empiri-
cal research. Finally, CAEP allows an eighth standard for specialty 
areas that is focused on the clinical experiences. As a result, both 
the NELP building- and district-level standards include an eighth 
standard that articulates expectations concerning a substantive 
and high-quality educational leadership internship. 

What’s New?
When compared to the 2011 ELCC standards, there are sev-
eral important differences. Perhaps most noticeable is the num-
ber of  standards. The six content standards found in the 2011 
ELCC standards have been expanded to seven in the draft NELP 
standards. The expansion enabled the NELP committee to de-
velop standards that more closely reflect current understandings 
of  school leadership and to more clearly delineate several core 
leadership functions. For example, the 2011 ELCC standards ad-
dressed core values, professional norms, ethics, and equity within 
one standard. The new NELP standards include a standard for 
both ethics and professional norms (Standard 2) and equity and 
cultural leadership (Standard 3), which addresses capabilities for 
ensuring equitable protocols, access, and practices not present in 
the previous standards. Furthermore, the NELP standards ad-
dress community and external leadership (Standard 5) in a way 
that more clearly addresses the need for communicating, engag-
ing, and partnering with families and the community.

Finally, the NELP standards more strongly distinguish be-
tween the unique knowledge and skills needed for the principal-
ship and the superintendency. For example, the NELP building-
level standards include a specific standard on human resource 
leadership, while human resource leadership is included as one of  
several managerial functions in the district standard. Similarly, the 
district-level standards place increased emphasis on the role of  
the district-level educational leader in instructional leadership and 
include a specific standard on policy, governance, and advocacy. 
These changes reflect both the research base and the changing 
demands of  school and district-level leadership.

Input From the Field
Ultimately, the quality and utility of  the NELP standards for guid-
ing educational leadership preparation depends on the resources 
that inform and shape them. The development of  the NELP stan-
dards is being carried out in several phases. After reviewing the 
research and gathering input from practicing leaders, state depart-
ment personnel, and researchers, the NELP standards committee 
developed the draft building and district-level standards that are 
currently under review. The standards were then shared through 
the Internet for public comment in early May 2016 as well as 
through multiple stakeholder focus groups, including building and 
district leaders, state department personnel, and higher education 
leaders and faculty. Feedback from each of  these sources will be 
analyzed and used to inform revisions of  the draft standards. All 
input on the draft standards will be given careful consideration.

Next Steps
Following the revision of  the draft standards, the committee will 
present the standards to the NPBEA for their review and ap-
proval. If  approved, a number of  other activities will commence. 
First, a set of  candidate learning progressions and program re-
view rubrics will be developed to guide the accreditation review of  
educational leadership preparation programs. Second, the research 
supporting each of  the standards and elements will be compiled 
and made available to the field. Third, the committee will identify 
a set of  sample powerful learning experiences and candidate per-
formance assessments aligned to the standards and designed to 
meet the performance assessment requirements of  CAEP. These 
resources will be made available on the NPBEA and CAEP web-
sites. Finally, a committee will review and, if  needed, suggest more 
effective processes for the review of  educational leadership prepa-
ration programs by CAEP and those states that adopt the NELP 
standards. The final NELP standards should be available for use 
beginning in early 2017. 

To access the Building and District NELP Standards visit 
the Initiatives section of  the UCEA website: 

http://bit.ly/1N8q6gn

2016 UCEA Convention 
Detroit, Michigan
November 17-20

Theme: Revitalizing Education in 
Complex Contexts: Re-envisioning 
Leadership, Refreshing Practice, 
Redefining Student Success
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A Tribute to Hanne Mawhinney

Introduction
Betty Malen

University of  Maryland, College Park
 

Dr. Hanne Mawhinney, an internationally recognized scholar and 
cherished colleague, passed away January 24, 2015, after a yearlong 
battle with cancer. UCEA chose to honor Hanne in several ways: 
(a) by naming its service award after her, (b) by dedicating a special 
session at its 2015 national conference to a celebration of  the con-
tributions she has made to our profession, and (c) by preserving 
the essays that people wrote for that convention session in this 
issue of  the UCEA Review. These efforts to recognize Hanne are 
especially fitting because UCEA was Hanne’s primary professional 
home, a home she loved dearly and served faithfully through both 
the visible leadership positions she held and the less glamorous, 
behind the scenes, grunt work that keeps organizations afloat and 
professions viable. 

While UCEA was Hanne’s primary professional home, she 
occupied many residences. Hanne was a curious, creative scholar 
whose work spanned the domains of  leadership, policy, politics, 
and international and comparative education. As the following es-
says make clear, in each and every domain, she was able to push 
theoretical boundaries, address neglected topics, predict watershed 
developments that she saw coming long before most others, and 
distill the implications of  her work for policy and practice. Most 
importantly, in each and every one of  these domains, she invited 
us to create more inclusive, compassionate, cosmopolitan commu-
nities. 

The streams of  work we highlight in this special issue illus-
trate some of  Hanne’s contributions to our profession. I suspect, 
however, that for many of  us, her countless acts of  kindness as 
well as the special grace with which she lived her life and faced her 
fate may be the most inspiring, enduring and endearing aspects of  
her legacy. 

In brief, this article celebrates a remarkable person as well 
as a genuine leader in and steward of  the field. It begins with her 
daughter Emily’s reflections on Hanne’s journey from “beloved 
classroom teacher to respected international scholar.” This essay 
is followed by commentaries prepared by her colleagues Michelle 
Young, Sue Winton, Catherine Lugg, and Robert Crowson and by 
her former student, David DeMatthews. We hope this article elicits 
warm memories of  Hanne and conveys our deep appreciation for 
a life well lived.  

Building Cosmopolitan 
Communities Through Civic Literacy 
Education: Reflections on the Legacy 

of  Dr. Hanne B. Mawhinney
Emily Mawhinney

Hanne’s Daughter

I am honored to have the opportunity to join my mother’s col-
leagues and friends to pay tribute to her life and the work about 
which she was so passionate. Although it is a difficult task, I am 
pleased to be here today with all of  you to reflect on the life and 
work of  an extraordinary woman. 

How can we capture the essence of  a career in education 
that spanned 48 years, two continents, and ranged from a Grade 
5 class in a small town in northern Alberta, to a doctoral class in 
the shadow of  Washington, DC, and so much more?  My mother’s 
colleagues and former students are better able to speak about her 
contributions to scholarship in the areas of  leadership, policy, poli-
tics, and comparative education. I would like to reflect upon the 
journey that transformed my mother from a beloved classroom 
teacher to an internationally respected scholar and shaped much 
of  her research. Sharing my mother’s journey with you now, as 
we reflect on her legacy, is important for several reasons. First, 
my mother was a compassionate listener who could elicit the life 
story from anyone who stopped to talk to her for a few minutes, 
but she did not share the story of  her own journey widely. Second, 
a closer look at my mother’s journey reveals a central theme that 
I see reflected in much of  her life’s work, the idea of  cosmopoli-
tan communities. As we now struggle to move forward in a world 
without my mother’s gentle guidance and passionate curiosity, I 
hope that the many dimensions of  her cosmopolitan identity will 
provide a framework for those who wish to continue the work that 
she left behind. 

Cosmopolitan Communities

My mother embodied the idea of  cosmopolitanism in every sense 
of  the word. She was literally a citizen of  the world and dedicated 
her career to the idea of  building inclusive, cosmopolitan com-
munities through civic engagement. But what is a cosmopolitan 
community?   
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Cosmopolitanism in a Global Context

As an adventurous interdisciplinarian, my mother would look to 
political philosophy to explain cosmopolitanism. In simple terms, 
cosmopolitanism is commonly understood as the idea that all peo-
ple, regardless of  their political affiliation, cultural, or normative 
differences, should be engaged participants in a global community 
of  citizens. The commonalities in that global community may be 
constructed through shared moral norms, political institutions, or 
universal laws (Kant, as cited in Kleingeld & Brown, 2014). In the 
21st century, cosmopolitanism has become intertwined with glo-
balization, and one idea cannot be fully understood without the 
other. In my mother’s words:

Cosmopolitanism today cannot be understood without 
reference to social, cultural, political and economic fea-
tures of  the modern globalized era, an era defined by an 
unprecedented interconnectedness in which identities, 
ideas, cultures and politics are embedded in the global and 
the transnational. (Mawhinney, 2008)

Cosmopolitanism and globalization were compelling ideas 
for my mother because of  her own global journey and her trans-
national identity. Born in the tiny, seaside village of  Thisted, Den-
mark, my mother immigrated to Canada when she was a child. She 
sailed to Halifax, Nova Scotia before traveling by train across Can-
ada, to Calgary, Alberta. This epic voyage, filled with giant icebergs 
and genuine cowboys in the still-wild west, was the first step on 
my mother’s transformative journey to becoming a cosmopolitan. 

Paving the Way Toward Cultural Inclusion

As a new immigrant trying to make a home in a foreign land, my 
mother did not encounter an inclusive, welcoming society. She 
worked hard to lose her Danish accent and quickly constructed 
a new Canadian identity so that she would be accepted. She was 
successful in transforming herself  into a Canadian; however, I be-
lieve her innately cosmopolitan soul was troubled by the idea of  a 
closed cultural door. That moment of  cultural exclusion influenced 
my mother profoundly and set her on the path toward the lifelong 
exploration of  cosmopolitanism.

Fortunately, by the mid-1950s, Canadian society was itself  
undergoing a period of  transformation, and soon the cultural 
norm of  multiculturalism became a significant and defining force. 
When my mother embarked on her teaching career in the late 
1960s, her classrooms were significantly multicultural, and she was 
able to begin her work building cosmopolitan communities in a 
more welcoming cultural setting. In her multicultural classrooms 
in Vancouver, British Columbia, my mother first began to wonder 
how “cosmopolitan civic education might provide a basis for creat-
ing civic literacy in a global context” (Mawhinney, 2008). 

A Cosmopolitan Explorer in the Heart of  Francophone 
Canada

In 1984, my mother encountered a second cultural roadblock 
when my family moved to Ottawa, the heart of  bilingual Canada. 
After teaching for more than a decade and earning accolades for 
her transformative teaching style, my mother could not get a job 
teaching in Ottawa because she did not speak French. Instead of  
letting that cultural obstacle stop her, my mother became a cul-
tural explorer in true cosmopolitan fashion and forged ahead to 

begin her career in academia. She was accepted into the doctoral 
program at the University of  Ottawa, a Francophone university 
founded by Jesuits, and began a research project examining pro-
vincial policy changes in Ontario which extended full funding to 
Catholic schools and created a French-language school board in 
Ottawa. Her dissertation, An Interpretative Framework for Under-
standing the Politics of  Policy Change, won the T. B. Greenfield Dis-
sertation Award from the Canadian Association for the Study of  
Educational Administration and was widely cited as a seminal 
text in the field, though sadly it was never published. 

Undeterred by the fact that she was neither Francophone 
nor Catholic, my mother sought to find ways to build the bridges 
across linguistic, religious, and cultural divides in the culturally 
complex, bilingual community in Ottawa. My mother became 
an advocate for inclusive cultural diversity and worked hard to 
create and celebrate opportunities for engaged participation by 
cosmopolitan citizens in the community that once excluded her. 
For some, the initial moment of  cultural rejection which she 
encountered would have been an insurmountable roadblock. 
Not for my mother. Her endlessly resilient spirit and cosmopoli-
tan identity inspired my mother to forge her own path toward 
cultural inclusion. After earning her doctorate, she joined the 
Faculty of  Education at the University of  Ottawa as an assistant 
professor and even served as Acting Dean in that faculty. And 
in the most decisive act of  cosmopolitanism that proved  no 
cultural roadblock could stop her, my mother learned to speak 
French. That transformative experience of  creating a home 
for herself  in a Francophone, Catholic community shaped my 
mother’s understanding of  the value of  building inclusive cos-
mopolitan communities in profound ways. 

Towards Cosmopolitan Civic Literacy

In 1999 my mother immigrated for the third time in her life, this 
time to the United States.  That cultural transition went more 
smoothly than the others, perhaps because of  the welcoming 
community my mother joined at the University of  Maryland and 
because the cosmopolitan ideals were in vogue thanks to the 
growing power of  globalization. During that time, my mother 
became inspired to research the phenomenon of  civic educa-
tion within the framework of  cosmopolitan communities. She 
was interested in the intersection of  social, economic, and po-
litical forces of  the communities in which schools are located 
(Mawhinney, 2004). My mother was concerned that the forces 
of  globalization and the emergence of  global “techno-spaces” 
would erode the cosmopolitan ideal of  civic engagement be-
cause the new “techno-citizens” would be uncertain about the 
community to which they belonged (Mawhinney, 2008). How-
ever, my mother saw the potential for technology to empower 
citizens to engage in deliberative democracy in their convention-
al political communities and in their techno-communities, long 
before Twitter became a tool for sparking a revolution. She also 
saw a need to prepare educational leaders to help students build 
the deliberative democratic skills necessary to navigate those 
new global techno-spaces.  

My mother became a passionate advocate for civic literacy 
education as a way to balance old cultural attachments while de-
veloping new civic identities in cosmopolitan communities to 
better manage the demands of  globalization (Mawhinney, 2008). 
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She was deeply honored to be appointed by Governor Ehrlich to 
the Maryland Commission on Civic Literacy in 2007 to continue 
that work. I recall her beaming with pride when she announced 
that she had the opportunity to influence policy on a subject about 
which she was passionate. That dedication to civic literacy edu-
cation transitioned into research on issues of  inclusion and so-
cial justice in some of  her last research with one of  her doctoral 
students, David DeMatthews (DeMatthews & Mawhinney, 2013, 
2014). She was happy to know that the next generation of  scholars 
will continue to explore the evolving dimensions of  social justice 
within the framework of  cosmopolitanism.

Finding the Way Forward

As I now reflect on the arc of  my mother’s life and career, I can 
see that her cosmopolitan identity inspired her to advocate for civ-
ic education, inclusion, and social justice as a way to make school 
communities more welcoming for the little girl from Denmark 
who was thrust into an unfriendly foreign world by the forces of  
globalization. In the months since my mother’s passing, I have of-
ten wondered how to move forward in a world without her hope-
ful smile, her curious spirit, and her ability to find a way around 
any closed door. The world definitely seems like a darker place 
without her, but I realize that she would not want that to be the 
case. She would not want things to fall apart in her absence.  

Being Hopeful Cosmopolitans

My mother once wrote, “The possibility that ‘things fall apart’ un-
der conditions of  globalization [stands in contrast to] the hope-
fulness engendered by stances of  vernacular cosmopolitanism” 
(Mawhinney, 2010). My mother was a hopeful cosmopolitan, and 
she would want all of  us to be hopeful and cosmopolitan too. She 
believed the way forward in the era of  globalization is to build dy-
namic cosmopolitan communities full of  engaged global citizens 
well versed in civic literacy. To do that, she would be Tweeting 
and exploring social media as an amazing tool of  civic engage-
ment. She would be mentoring educational leaders at the nexus of  
emerging citizens and inclusive communities. She would be writ-
ing about social justice as a form of  public governance well suited 
to the age of  cosmopolitanism. But most importantly, she would 
be listening. My mother was an empathetic and careful listener, 
with a gift for inspiring all those who shared their stories with her 
to follow their dreams and to dream big. She would want us to 
continue to dream about the amazing potential that is generated 
by inclusive, cosmopolitan thinking. She would want us to accept 
the torch she has passed and continue her work building cosmo-
politan communities.  
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Remembering Hanne
Michelle Young

Executive Director, UCEA

I was fortunate to have known Hanne for almost 20 years. She 
was incredibly important in the lives of  many of  her colleagues, 
and she left her mark in numerous ways. Hanne was a significant 
scholar, dedicated mentor, a model of  servant leadership, and a 
true friend.  

Hanne: The Scholar

I met Hanne when I was a graduate student in 1995. I was 
perched on the edge of  my seat as she presented a policy archeol-
ogy focused on school violence. It was heady, high-theory work. 
What I didn’t know is that by then, she already had over 25 years 
of  teaching and leadership experience in the Ontario K-12 and 
Higher Education System. I learned over the next 20 years that 
Hanne was uncommonly gifted at taking high theory and thinking 
through its practical applications.

Her scholarship focused primarily on educational policy and 
politics. She provided insight into macro level trends as well as 
what was happening on the ground when policy impacted schools 
and communities. She examined the role of  interest groups and 
the patterns and consequences of  policy reforms (particularly un-
intended consequences for learners, schools, and educational pro-
fessionals). She raised questions for researchers, practitioners, and 
policy makers. And she did so in a way that her audiences could 
take away important insight for their work.

Hanne published 25 research articles in some of  the most 
prestigious journals in our field, two books, 23 book chapters, 14 
nonrefereed manuscripts, and 22 monographs and reports. She 
delivered just under 40 keynotes or invited lectures and 167 con-
ference presentations. As part of  the UCEA community (which 
was her primary leadership professional association), Hanne or-
ganized symposia, participated in panel discussions, reviewed 
proposals, and presented over 40 papers. And while UCEA was 
important to her, she also participated in the politics of  education, 
AERA, and the comparative and international education society. 

Her scholarly resume is a fairly good representation of  the 
way she worked as a scholar. She was never satisfied working at a 
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single level. She thought, wrote, and worked at multiple levels in 
her effort to make a positive impact on the field of  education. Her 
work targeted state departments, districts, and K-12 leaders, and it 
informed policy makers and scholars. As a result of  her scholarly 
written work, she was frequently tapped as a resource at the local, 
state, and national levels. 

Hanne: The Mentor and Colleague

Hanne’s sence of  commitment to making a positive impact was 
apparent in all aspects of  her scholarly life, including her role as 
a mentor. In addition to her work advising graduate students at 
the University of  Maryland, Hanne served as a faculty mentor for 
the Barbara L. Jackson Scholars program, for the William Boyd 
Politics of  Education Seminar, as well as for the David L. Clark 
Graduate Student Research Seminar. 

Hanne was the kind of  person that people name when they 
think of  a good mentor. She was kind and compassionate. She 
was well read and able to coach students whom she had just met 
through difficult conceptual issues and to direct them to relevant 
research. Additionally, she supported countless students’ schol-
arship, helped them get published, and laboriously edited their 
papers, without asking or expecting anything in return. She was 
this way with her colleagues as well, always there when you needed 
her, a great listener, warm, compassionate, and wise. I benefited 
from her wisdom countless times. 

Hanne: The Servant Leader

Hanne’s passing represents an enormous loss for the field. UCEA, 
in particular, has benefited from Hanne’s keen insight, strong lead-
ership, and tireless commitment to the organization. Hanne rep-
resented the University of  Maryland on the UCEA Plenum from 
1999–2013, when she was elected to the UCEA Executive Com-
mittee. She represented UCEA on the audit and steering commit-
tee of  the Education Leadership Constituent Council (ELCC), 
the organization that accredits leadership preparation, for 6 years 
and attended many meetings in the Washington, DC area as a 
representative of  UCEA headquarters. She published in, was a 
reviewer for, and served on the editorial board of  Educational Ad-
ministration Quarterly and other UCEA journals and was a member 
of  the UCEA publications committee. In 2011, Hanne received 
a service award from UCEA for her leadership in developing the 
2011 ELCC Standards for School and District Leadership. How-
ever, we could have recognized her annually for at least the last 10 
years for going above and beyond the call of  duty.

Hanne: We Miss Her Terribly

Like some of  you here today, I am angry that cancer took her 
from us; I am sad at the thought that I will never again be greeted 
by her smile, share a knowing glance at policy board meetings, 
talk strategy, or celebrate a small victory or achievement. After 
sending out the announcement of  her passing, UCEA received so 
many expressions of  sadness, shock, and sympathy, and many col-
leagues shared impressions and memories as well. I’ll share three 
briefly:

Mary Canole, Council of  Chief  State School Officers: 
“Hanne will be missed so much. She was quite an educator and 
she touched all of  us.”

Mariela Rodriguez, University of  Texas, UCEA Executive 
Board Member: “This is truly sad news. I will always remember 
Hanne for her grace and the respect with which she treated all 
those whom she encountered.” 

James G. Cibulka, former president, Council for the Accred-
itation of  Educator Preparation: “Hanne and I published together 
in years past, and I recruited her to the University of  Maryland. 
She was a discerning scholar, a colleague who placed a priority on 
service to our profession, and a wonderfully accepting and posi-
tive individual. She will be greatly missed but fondly remembered 
by many of  us.” 

Selfishly, I ache at the thought of  a future without her. She 
was such a good friend, solid colleague, wise and caring person. 
It is rare to find such a wonderful combination, and I am so glad 
that I did. The field of  education, and leadership in particular, was 
so very fortunate to have had a committed leader like Hanne will-
ing to go all in. Still, even with the significant legacy she left in her 
wake, she left us too soon. We miss her terribly.  

A Canadian Tribute to  
Hanne Mawhinney
Sue Winton & Cherry Chan

York University, Toronto, ON, Canada

I’d like to begin by thanking Catherine, Michelle, and Betty for in-
viting me to contribute and by expressing my sincere condolences 
to Emily, Jack, other members of  Hanne’s family, and her many 
friends. I’d also like to thank Cherry Chan, a doctoral student at 
York University, and Professor Ken Brien, president of  the Cana-
dian Association for Studies in Educational Administration, both 
of  whom helped me put together my remarks. I’m pleased to have 
an opportunity today to share and reflect upon Hanne’s early aca-
demic career, accomplishments and contributions in Canada. 

I met Hanne at UCEA’s convention in Anaheim, California 
in 2009. It was my first UCEA convention, and I only knew a 
handful of  people. I recognized Carolyn Shields from conferences 
I’d attended in Canada at a social event, and I asked if  I could join 
her and others at her table. She introduced me to Hanne as a fel-
low Canadian scholar who was now working in the USA. I recall 
asking them both for advice about how to thrive in both national 
scholarly communities.  

As I returned to work and began pursuing research on policy 
advocacy, I discovered that Hanne and I had much more than dual 
citizenship in common. We shared an interest in the politics of  
education in general and interest groups in particular. I’ve read and 
reread her article “Theoretical Approaches to Understanding In-
terest Groups” (Mawhinney, 2001) in Educational Policy numerous 
times, and I eagerly received her generous feedback on a chapter 
(Winton & Gonzalez, 2014) I wrote on the politics of  interest 
groups for the book Political Contexts of  Educational Leadership, co-
published by UCEA last year.

I share these moments with you in part so you can see how 
Hanne influenced me personally, but also because they reflect 
some of  the themes of  Hanne’s work: policy influences, politics 
of  education, and collaboration. I turn now to a brief  description 
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of  her early academic career and contributions in Canada.  
Hanne completed her master’s and doctoral degrees at the 

University of  Ottawa in Ottawa, Ontario. Her master’s thesis, 
A Political Systems Strategy to Analyze Policy Formation (Mawhinney, 
1989), was completed under the supervision of  the late Dr. Har-
old Jakes. Her study was an analysis of  Ontario’s Bill 109, the bill 
that created Ontario’s French language school board. The study 
identified a need for rich descriptions of  the uniqueness of  each 
Canadian province and territory and emphasized the significance 
of  social context. It also highlighted the importance of  the issue 
type, level of  government, and timing on policy processes. Ulti-
mately, Hanne proposed a political systems approach to policy 
analysis. Her thesis won the Canadian Association for Studies 
in Educational Administration’s Best Master’s Thesis Award in 
1990, and she published her proposed political systems approach 
with Dr. Jakes in the Journal of  Thought that same year (Mawhinney 
& Jakes, 1990). In this study we can see themes and interests that 
Hanne would continue to investigate over her career, including 
interest groups and power in policy processes and the importance 
of  context. In particular, her thesis includes a discussion on dif-
ferent meanings of  power. 

Hanne’s doctoral dissertation, An Interpretive Framework for 
Understanding the Politics of  Policy Change (Mawhinney, 1993), also 
examined significant policy changes in Ontario: the introduc-
tion of  full public funding of  Roman Catholic secondary schools 
in the province and the creation of  a French language school 
board in Ottawa-Carlton. She again investigated the politics of  
the policy changes, this time adopting a view of  policy problems 
as social constructions. Hanne’s doctoral studies were supported 
by a prestigious Social Sciences and Humanities Research Council 
fellowship and a University of  Ottawa merit scholarship. Her re-
search won the Canadian Association for Studies in Educational 
Administration’s T. B. Greenfield Dissertation Award in 1994.  

In this work we see Hanne reject rational explanations of  
policy processes and propose an interpretive framework as an 
alternative. This framework contributed to “debate on the na-
ture of  the influence of  contextual forces” (Mawhinney, 1993, 
p. 406) and gave rise to revisions to the popular Advocacy Co-
alition Framework as acknowledged by theorists Sabatier and 
Jenkins-Smith. It also contributed to neo-institutional theory by 
demonstrating the importance of  the state in models of  public 
policy making (Mawhinney, 1993, p. 407). In this work we also see 
Hanne’s deep engagement with theory; she continued to engage 
in this way throughout her professional career. In fact, one of  
my last meetings with Hanne was at a conversation session she 
led at UCEA’s 2013 convention in Indianapolis. The conversation 
was an exploration of  the possibilities of  using Hannah Arendt’s 
work in educational leadership. 

After completing her graduate studies, Hanne stayed on at 
the University of  Ottawa as an assistant and then associate pro-
fessor. Her research continued to examine institutional influences 
on policy processes in Ontario, both drawing on and extending 
new institutional theories. For example, she explored institutional 
influences on and outcomes of  collaborations in three Ontario 
high schools. Her work demonstrated that while it is the case 
that institutional beliefs can explain the coherence and orderli-
ness of  schools, it is also true that these beliefs may be contested 
in a school’s external and internal environments (Mawhinney, 

1994). Hanne noted also that sustained collaborations between 
organizations give rise to complicated issues of  communication, 
power, and control (Mawhinney, 1994). Her study of  the efforts 
of  individuals in a school highlighted the role educational leaders 
can play in facilitating collaborative initiatives through strategic 
decision-making, while she also demonstrated the complexity of  
institutional constraints on an individual’s advocacy efforts. Fi-
nally, in a discussion of  her study of  interagency collaborations, 
Hanne pointed out the inability of  policy processes grounded in 
rationalism to address community-building or communities and 
called instead for processes that involve community-oriented and 
democratic processes in the pursuit of  identifying shared values 
(Mawhinney, 1994). Here we see the commitment to democracy 
that underlies much of  Hanne’s work.

Hanne’s careful consideration of  theories, both of  what 
they offer as well as their shortcomings, is again evident in a piece 
she published in the Canadian Journal of  Educational Administra-
tion and Policy in 1995. In this article, “Towards an Archeology 
of  Policy That Challenges Conventional Framing of  the Prob-
lem of  Violence in Schools” (Mawhinney, 1995), Hanne revis-
its ideas about the social construction of  policy problems she 
raised in her doctoral dissertation. She reviews poststructuralism, 
postmodernism, and their influence on new ways of  investigating 
and understanding social phenomena. Finding much potential in 
the approaches of  policy genealogy proposed by Foucault and 
in Scheurich’s policy archeology, she calls for an analysis of  the 
problem of  school violence and related policies in Canada. She 
challenges analysts to consider 

whether the problem is that many of  the policy measures 
being developed in response to school violence focus 
more on technology and control than on examining the 
deeper issues of  how schools are sites of  contestation: 
ethically, racially, culturally, and economically. (Mawhin-
ney, 1995)

Here again, we see Hanne’s interests in policy, theory, politics, 
and power.

This review of  Hanne’s work undertaken while living in 
Canada is incomplete. I encourage you all to read or revisit her 
early contributions to the scholarship of  educational administra-
tion. More important than these contributions to the field, how-
ever, are Hanne’s contributions to her Canadian colleagues. I end 
my time today by sharing the words of  some of  Hanne’s friends 
and colleagues across Canada.

Janice Wallace, professor from the University of  Alberta, 
shares:  

Hanne was a great supporter of  new scholars and served 
as an example to so many of  us. When I was in Richard 
Townsend’s course at [the Ontario Institute for Studies 
in Education], I was assigned Hanne’s doctoral thesis for 
review and presentation. It was a tome...very long, ab-
solutely thorough and so well analyzed that I was a bit 
daunted by it when I thought about the work I was about 
to embark on for my own thesis. I had a question, while 
preparing my assignment, which I emailed to her, and she 
was so generous in her response. 

Hanne was tireless in her own work and in her sup-
port of  other scholars. She worked so hard to encourage 
strong scholarship in Canadian Association for the Study 
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of  Educational Administration and the Canadian Asso-
ciation for the Study of  Women and Education, even 
when she had moved to the US and was actively engaged 
there as well.

I had the pleasure of  meeting her for breakfast at 
the Beverly Hotel when we were both in Vancouver to 
teach at [the University of  British Columbia], and I still 
remember that lovely old sunny dining room and the 
wonderful conversation we had about ideas and family 
and the rigors of  the academic life. She will be deeply 
missed but her ideas and influence will live on through 
her students and colleagues whom she touched so deeply.

Jon Young, professor at the University of  Manitoba, described 
Hanne as “an important Canadian educational administration 
scholar and a good friend. Generous in her support of  colleagues 
and students, someone I always looked forward to catching up 
with at CSSE,” the annual meeting of  the Canadian Society for 
Studies in Education. Lynn Bosetti, professor at the University 
of  British Columbia, explains,

She has been a colleague for a very long time and has 
made a significant contribution to our field. We will miss 
her energy, generosity, mentorship and sharp intellect. 
This reminds me to embrace the day and to take time 
for each other.

Wendy Poole, also a professor at the University of  British Co-
lumbia, says:

Hanne’s work in policy studies is memorable. She tack-
led complex and politically difficult issues in unique 
ways. She was a master at creating ‘word clouds’ for her 
presentations to capture abstract ideas. However, it is 
Hanne’s humanity that I will remember most about her. 
Hanne was a caring and selfless human being who made 
time to listen. She reached out to individuals experienc-
ing tough times in their lives and/or careers, and coura-
geously engaged with the emotional world from which 
others might shy away. In her unassuming way she made 
a difference in the lives of  people around her.

Sharon Cook, a professor at the University of  Ottawa, tells: 
I knew Hanne from the time she did her grad work at 
Ottawa U and thought very highly of  her. Hanne ap-
proached life with a huge stock of  enthusiasm. She saw 
possibilities in scholarship and in service that others did 
not see, or were too focused on their own careers to care.  
She always went far beyond the norm: in supervising stu-
dents, she took more on, and she did more with them 
than most of  us. In writing papers, she wrote and rewrote 
far into the night, eager to offer a polished presentation. 
(Anyone who has roomed with her at conferences knows 
how hard she worked the printer until dawn!) At social 
gatherings, she met everyone in the room, and then man-
aged to remember their names. Hanne had a huge appe-
tite for life; we wish she had had more time to enjoy the 
quiet times as well as those running at sonic speed. Her 
life was too short. She is much missed amongst her for-
mer colleagues and students at the University of  Ottawa.

And finally, Jim Ryan, professor at the Ontario Institute for Stud-

ies in Education, University of  Toronto, shares: 
I first met Hanne at a Canadian Society for Studies in 
Education conference at Carleton University in Ottawa 
many years ago when she was a student. Even back 
then, she seemed to know everyone. Although I had 
never met her before, she talked to me as if  we were 
old friends. In time, we actually did become old friends. 
There are many things that I will remember about 
Hanne. One is her easy-going, friendly demeanor. She 
was always welcoming; she would never fail to greet me 
with a smile and a hug, not always an easy thing to do 
in the intense field in which we work. Her easy manner, 
however, sometimes hid her passion for her work. I 
knew few people in academia with more passion than 
Hanne. This passion was evident in the conference 
discussions in which she participated, in the many op-
portunities she provided for students and colleagues, 
in her writing, and of  course in her attendance at every 
conference under the sun. Without exaggeration, I can 
say that I have only attended two or three conferences 
in my entire career (after I first met her) where she was 
not present. If  anything could have been said to be a 
fixture at these conferences, it was Hanne. The thing I 
will miss most about Hanne is her presence at confer-
ences like CSSE; they just will not be the same for me 
without her. I cannot help but think, though, that she 
has probably found her way to a conference or two in 
the afterlife, and doing what she has done so well for 
the last three decades—enriching the lives of  those she 
meets, making the organizations of  which she is a part 
better places, and generating useful knowledge for the 
field she cared so much about.
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Hanne Mawhinney’s Critical 
Perspectives on Feminist and 

Interest Group Politics

Catherine Lugg
Rutgers University

I met Hanne in 1994/1995 when I was a doctoral student at Penn 
State, when she, Bill Boyd, and Bob Crowson were working on the 
Politics of  Education Association yearbook, The Politics of  Edu-
cation and the New Institutionalism (Crowson, Boyd, & Mahwinney, 
1995). I was completely impressed with her intellectual acumen as 
well as her sheer delight in playing with ideas. For Hanne, the life of  
the mind sat squarely at the center of  her praxis.  

This understanding is quite apparent in her chapter entitled, 
“Institutionalizing Women’s Voices, Not Their Echoes, Through 
Feminist Analysis of  Difference” (Mawhinney, 1997). The chap-
ter was part of  a larger two-volume book project edited by Cath-
erine Marshall (1997), entitled Feminist Critical Policy Analysis. In her 
chapter, Hanne first points out just how recent policy analysis is to 
the larger feminist political agenda. But then she quickly turns her 
attention to the Federation of  Women Teachers’ Association of  
Ontario (FWTAO), established in 1918 to represent the female el-
ementary teachers in Ontario. In 1944, it became part of  the larger 
Ontario Teachers Federation. Since then it has faced ongoing po-
litical and legal challenges to its very existence as an organization 
by and for female elementary school teachers and then principals.  
In this chapter, Hanne uses the FWTAO’s history of  explicitly 
supporting female elementary educators—difference-based femi-
nism—as a point of  departure for analyzing a court case.  

In 1985, Margaret Tomen, a female elementary school prin-
cipal working in Ontario, brought suit after her request to join 
the OPSTF (the male elementary educators group), was rejected. 
At this time, elementary educators in Ontario were mandatory 
members of  the gender segregated educator organization. These 
“sub” organizations were part of  the larger Ontario Teachers Fed-
eration, thanks to a 1944 agreement across Ontario teacher and 
educator organizations. Mandatory membership policies enabled 
the FWTAO to pursue governmental policies that were specific to 
female educators’ rights and concerns, as well as to play a role in 
the shaping of  the Canadian Charter. 

During Tomen’s case, numerous feminist educational and 
legal scholars presented evidence that the FWTAO promoted the 
equity claims of  all of  its members. And all of  these arguments 
were rooted in a difference-based feminism. Yet, most of  this evi-
dence, particularly regarding women and gender-based discrimina-
tion, was ignored. Furthermore, the mandatory membership, the 
compelled choice that is not a choice—based on gender—proved 
to be the Achilles’ heel of  FWTAO’s charter claim regarding To-
men. Justice Ewaschuck of  the Ontario Supreme Court ruled that 
the charter did not apply to apply in this case. He further wrote, 
“The Charter was designed to protect individuals from govern-

ment tyranny. The Charter was not designed to permit individu-
als to tyrannize other private individuals or groups in the name 
of  individuals’ rights” (as cited in Mawhinney, 1997. p, 228). The 
result of  several cases was that FWTAO ultimately lost and was 
ordered to pay the legal costs of  both sides, at least in two in-
stances. In 1998, a financially diminished FWTAO merged with 
Ontario Public School Teachers Federation (formally the men’s 
educator group) and formed the Elementary Teachers Federation 
of  Ontario. 

When Hanne was working on this chapter, she did not know 
the ultimate resolution of  this case or the demise of  FWTAO, but 
her work shows the complexities and paradoxes that difference-
based feminists can run into when advocating before a court 
when the issue is rooted in equity. Hanne’s contribution to femi-
nist policy analysis is clear in that she notes that difference-based 
feminists face some clear hurdles involving voice and legitimacy 
when advocating before a judiciary that is blind to its own gender 
privileges. 

In the other work, “Theoretical Approaches to Understand-
ing Interest Groups,” (Mawhinney, 2001), Hanne maps political 
scientists’ approaches to studying interest groups. As such, it is 
a “big overview” piece that you want to see in a Politics of  Edu-
cation Association yearbook, and it’s a thankless task. That said, 
Hanne tackled this project with her typical theoretical aplomb. 
Besides presenting an overview of  where the field of  political sci-
ence has been regarding its thinking about interest groups, Hanne 
paid particular attention to the field’s discomfort with social 
movements as interest groups (during the 1950s and 1960s) and 
the field’s seeming inability to see their virtues—much less think 
about what their collective existence and what that meant for the-
orizing about social movements as interest groups. As she wrote:

In the years that followed the turmoil of  the 1960s, this 
questioning led to conceptualizations of  interest group 
activities framed more specifically on the problems of  
bias. Concern by political analysts with shared interests, 
bias, and consensus among the self-interested led them to 
conceptualize policy-making systems as iron triangles and 
policy subsystems. Ultimately, however, political analysts 
could not ignore the delayed effect of  the social move-
ments of  the 1960s. Many of  these movements eventually 
spawned new interest organizations and focused, for ex-
ample, on civil rights, women’s issues, and environmental 
issues. Moreover, political analysts observing the effects 
of  the social movements in the 1960s began to recognize 
that although the interest group system is biased, it was 
also diverse and much more dynamic than supposed in 
the conceptualizations of  those who worried about its 
bias. (Mawhinney, 2001, p. 209)

It is at this point you can see where Hanne’s intellectual ter-
rain (which was vast) did have points of  convergence. In particu-
lar, in a field that has been race, gender, class, sexuality, etc. blind, 
in the name of  being “bias free,”1  the politics of  education was 
very late in realizing the influence the various U.S. social justice 

1 Of  course, claiming to be universal while ignoring the salient particulars of  human existence especially involving political voice and access 
is a particular chauvinism of  some hard-core positivists. That this thinking helps enable those in power stay in power is a critique that has 
long been made by scholars of  color, women, queers, etc.
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movements had on several generations of  educational schol-
ars, including young politics of  education researchers. Conse-
quently, no one should be surprised that Hanne had embraced 
difference-based feminism to ground some of  her analysis. For 
instance, she wrote in the 1997 piece,

In the spirit of  this feminist methodology I acknowl-
edge my identification with the arguments offered by 
feminist legal analysts and policy experts. … I acknowl-
edge this stance less as a prelude to advocacy, that in 
the spirit of  modeling a feminist policy analysis of  dif-
ference which rejects the tendency of  traditional policy analysis 
to view with suspicion such apparent subjectivity. (Mawhinney, 
1997, p. 218, emphasis added)

Clearly, rooted in her own experiences as a female educator, 
Hanne was a tad suspicious of  “sociological blind” political sci-
ence theories and policy analyses. She was not the only scholar 
to critique these supposedly neutral stances (Lopez, 2003; Mar-
shall, 1997), but for scholarly fields as conservative as educa-
tional administration, politics of  education, and educational 
policy analysis, Hanne did pursue her own quiet form of  radical 
critique.  

And I think this is an important part of  Hanne’s intel-
lectual legacy. While some of  my colleagues (and to be hon-
est, myself) are perfectly happy to raise various forms of  theo-
retical and organizational hell, Hanne was more comfortable in 
posing some really uncomfortable questions—which could be 
even more unsettling. I found this particularly compelling as we 
(Hanne, Samantha Scribner, among others) started work on try-
ing to incorporate the writings of  Hannah Arendt into educa-
tional leadership, policy, and the politics of  education. While we 
were only in the initial stages of  this work when I had to step 
back, it was clear that Hanne was very comfortable in tackling 
Arendt’s approach of  thinking “without banisters.” 

From my perspective, Hanne’s combination of  gently pos-
ing profoundly troubling questions coupled with a fierce intel-
lectual discipline is one of  her lasting scholarly contributions. 
With help from other colleagues, she pried opened the scholarly 
door for more distinctly standpoint-grounded analyses of  edu-
cational leadership, policy, and the politics of  education. 
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Hanne Mawhinney and the Politics 
of  Education: A Commentary

Robert L. Crowson
Peabody College, Vanderbilt University

I met Hanne Mawhinney for the first time while she was a young 
scholar at the University of  Ottawa. We met at the annual meet-
ing of  AERA, at a business session of  the Politics of  Education 
Association (PEA). This association was a rather small special 
interest group at the time, and our annual business meetings in 
those days were typically followed by an everyone-attending din-
ner at a local restaurant. Hanne fit in immediately, as a delightful 
contributor to discussions that Bill Boyd and I were engaged in 
at that time—around new institutional theorizing in analyzing the 
politics of  education.

Indeed, Hanne joined Bill Boyd and me in editing a year-
book of  the Politics of  Education Association (PEA) in 1995 en-
titled The Politics of  Education and the New Institutionalism. Our shared 
involvement re that topic stemmed from some research funded by 
the National Institute of  Education on the use of  organizational 
theory toward a better understanding of  school improvement.

 Interestingly, Boyd and I were part of  a team that received 
half  of  the available research-center funding. The other half  
of  the money went to a team investigating the potentiality for 
changes in the cultures of  schools, as prime sources for school 
improvement. Our team claimed:  “Wrong question!” We argued 
the need instead for inquiry into why school cultures are so ex-
tremely resistant to change/improvement—as we were much in-
fluenced by the influential work of  Seymour Sarason (1990) and 
the oft-referenced piece on institutionalized schooling by Meyer 
and Rowan (1977).

Mawhinney’s Contribution to the 1995 PEA Yearbook

In addition to serving as a co-editor, Hanne Mawhinney provided 
the yearbook with a significant and well thought-through article 
(early in the volume) on institutional dynamics in reinventing edu-
cation. She identified four orientations to educational change (or 
a lack theorof) that are grounded in new institutional theorizing: 

1.  The recurring incidences of  isomorphism (or copycat poli-
cymaking in education). In short, we’ve been rather quick to 
pounce upon policy bandwagons in school reform and  
to wrestle only much later with whether our copycat policy-
making is representing a meaningfully changed “knowledge 
system” toward reinventing schools. 

2. With its emphasis upon the hard-to-change aspects of  school 
organizations, institutional theorizing has been much inter-
ested in the sociological concept of  “constraint analysis.” 
Particularly (and again drawing upon Meyer and Rowan, 
1977), there has been a fascination with the constraints em-
bedded in the structural characteristics of  schools (and the 
administration thereof) plus the various taken-for-granted 
aspects (e.g., rules and roles) of  what we think “real school-
ing” should resemble. Importantly, Hanne Mawhinney 
observed that our efforts to undo constraining forces in 
schooling have led to the creation of  an “integration myth” 
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in school reform—emphasizing a felt need to emphasize 
coordination and control in a manner that would “smooth” 
top-to-bottom productivity and accountability.

3.  Rational choice theory (noted Mawhinney in 1995) is very 
much a key piece of  new institutional thinking, especially 
in the field of  political science. Choice is now much in evi-
dence, of  course, in the charter school and vouchers ap-
proaches to educational reform. Writing as she did in the 
early- to mid-1990s, Hanne anticipated the importance of  
this area of  policy “solutions”—but she did not know of  
course just what was yet to come in the years since 1995. 
Interestingly, however, she warned in this yearbook article 
that rational choice theory does not provide “an adequate 
framework for analysis of  the contested conceptions of  
the common good” for “political processes across time” 
(Mawhinney, 1995, p. 33). We are wrestling currently with 
choice and common-good dilemmas.

 4. Finally, Hanne Mawhinney went on to warn that an empha-
sis upon rational choice in policymaking can easily fail to 
recognize a key aspect of  institutional theorizing raised by 
March and Olsen (in 1984)—and that is, there can be a vast 
discrepancy between a policy agenda (however rational) and 
the institutionalized organizational “order” plus the various-
ly institutionalized managerial configurations for carrying a 
policy intervention out.

In short, Hanne Mawhinney’s chapter in the 1995 PEA 
Yearbook was a good 20 years ahead of  its time in pointing out 
some of  today’s dilemmas in educational policymaking—our fas-
cination with copycat (or isomorphic) solutions, our fascination 
with new structuralism or “integration” in reform; our fascination 
with “choice,” and our failure to recognize fully that rationality 
(no matter how appealingly logical) will likely be turned over for 
implementation and change to deeply institutionalized organiza-
tions. 

Mawhinney’s Contribution to “Community 
Development”

Hanne Mawhinney (2001) was also far ahead of  her time in a 
chapter written for a book that I edited, Community Development and 
School Reform. In this piece, Hanne took on the issue of  school-
to-work transitioning—a subject that at the beginning of  the 21st 
century had little of  the rejuvenated appeal that we find today. 
Currently, we’re experiencing a widening development in move-
ments out of  old-line vocational schooling into modern-day ca-
reer and workforce preparation “academies.”

Mawhinney (2001) built her analysis heavily upon Putnam’s 
(1995) conception of  social capital, particularly emphasizing Put-
nam’s focus upon local communities and localities generally as 
the key settings for renewed school-to-work systems. Of  special 
significance in light of  today’s developments, she stressed the im-
portance of  moving toward an integration of  social and economic 
resources at the school/community level—encouraging localized 
networks of  relationships between institutions that would work 
together toward a rebuilding of  school-to-work opportunity sys-
tems.

Ahead of  her time? Yes, for in addition to the current re-
discovery of  workforce preparation, there is a decided trend now 

towards a bringing together of  localized institutions and resourc-
es vis-à-vis shared community-level development. The most out-
standing example, in my estimation, is the city of  Toronto, which 
has newly established a “neighbourhood-level equity program.” 
There are now localized “ratings” across the city’s identification 
of  140 individual “neighbourhoods” judging progress over time 
in such arenas as economic and social development, education, 
health, city services distribution, and the quality of  physical sur-
roundings—all much as Mawhinney had suggested. 

Mawhinney’s Contribution to “The New Localism”

Ellen Golding and I co-edited a National Society for the Study 
of  Education yearbook in 2009. The title was The New Localism in 
American Education, examining changing directions and perspec-
tives toward an updated understanding of  local school district 
politics amid a much-altered 21st century landscape of  school 
reform and the centralizing effects of  federal legislation. We had 
been much influenced by Jeffrey Henig’s (2009) work, “The Poli-
tics of  Localism in an Era of  Centralization, Privatization, and 
Choice.” 

Hanne Mawhinney (2009) provided a rather lengthy article 
for the New Localism volume that, once again, was considerably 
ahead of  its time. Using Washington, DC as the illustrative case in 
her analysis, Mawhinney addressed that which she referred to as 
“shifting notions of  publicness” in American education. Specifi-
cally, she used the political experiences of  the DC schools as a 
backdrop for investigating the issues and dilemmas surrounding 
the “new breed” of  public schooling that was increasingly becom-
ing embodied in the charter school movement. Hanne noted in 
2009 that an increasingly contentious politics was beginning to 
emerge around charter schooling, and (again ahead of  her time) 
predicted more contentiousness yet to come (which has indeed 
been the case). She saw increasing issues particularly in unresolved 
political questions around (a) territorial divisions of  power and 
“entangled hierarchies” surrounding the control of  charters and 
similarly, (b) the specific effects of  accountability demands upon 
charters, with resultant limitations upon their abilities to maintain 
flexibility amid pressures toward bureaucratization. In summariz-
ing her analysis, Hanne observed that charter schooling highlights 
unresolved political dilemmas around two set of  rights: those of  
families and those of  society. These are longstanding historical 
dilemmas, of  course, but they are of  increased saliency in asking 
just how do we incorporate effectively a “new publicness in public 
charter school governance” (Mawhinney, 2009, p. 195).

Some Concluding Thoughts

Until I reread some of  Hanne Mawhinney’s work from as far back 
as 20 years ago until more recently, it just hadn’t occurred to me 
how far ahead of  the time were her thoughts and analyses in a 
number of  areas of  inquiry. She considered the larger side-effects 
and unforeseen organizational implications of  a “new institution-
al” approach to the study of  educational policymaking at a time 
when most of  us were fascinated by the theory more than where 
it would lead us. In a piece written in 2001, Hanne built a strong 
case for renewed attention to the school–community relationship 
in workforce preparation—a notion just beginning to catch on 
in rather sizeable measure (as an academy movement) across the 
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nation in the last couple of  years. In 2009, she used the Washing-
ton, DC experience with charter schooling as a backdrop to the 
consideration of  an issue just surfacing today as a major bone 
of  contention in educational policymaking: Just what is “public” 
schooling, and what is not public in our movement toward con-
siderably added opportunities for consumer choice in local educa-
tional governance? Hanne Mawhinney’s legacy, in identifying and 
thinking about policy implications years ahead of  most of  us, will 
be sorely missed.   
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Steward of  the Field:  
Teaching and Mentoring

David DeMatthews
University of  Texas at El Paso

In 2007, I began my doctoral studies at the University of  Mary-
land. I was a first-generation college student and I had my fears 
and uncertainties. I really had no clue what it meant to obtain 
a doctorate. I entered my adviser’s office for the first time that 
summer filled with fears and self-doubt, but also in search of  
knowledge, wisdom, and opportunity. Admittedly, I didn’t even 
know how to pronounce her name. Hanne greeted me with a 
smile, asked me to sit down, and we proceeded to talk for the next 
few hours about my life, my family, my teaching experience, my 
hopes, and my dreams. She asked me what I was most proud of  

in my life, and she told me that we were going to begin a journey 
together. She also warned me that graduation day would come 
sooner than I expected. I thought to myself, “I wish!” This was 
the beginning of  a friendship that spanned the next 8 years.

Hanne changed my life over the course of  my doctoral 
program. I quickly learned the importance of  Hanne’s writing 
and work. Her work provided important insights in the areas 
of  educational leadership and school–community relationships 
(Mawhinney, 1994; Mawhinney & Kerchner, 1997). She thought-
fully considered how schools and school leaders could be agents 
for change and social justice (Mawhinney, 2004), as well as the 
institutional constraints to community advocacy and collabora-
tion (Mawhinney & Smrekar, 1996). Across her work she deeply 
explored the politics of  education, power dynamics that serve 
as barriers to meaningful school–community engagement, and 
possibilities for establishing schooling that is essential to a dem-
ocratic society (Lindle & Mawhinney, 2003; Mawhinney, 1993, 
2010). Yet, it was not her work that changed my life, although 
I benefited from her knowledge and experience in these areas.

Hanne impacted my life by exposing me to her traits and 
passions as a scholar, researcher, mentor, leader, and human be-
ing. First and foremost, Hanne was a process-oriented person 
who would never give an answer to a question away for free. 
Hanne frustrated me considerably as a student. I can still recall 
thinking, “Why can’t she just tell me what she wants me to do?” 
In Hanne’s world, research questions, methodological consider-
ations, and conceptual frameworks required patience, rigorous 
reflection, further analysis, and careful revision. Initially, all I was 
able to see was extra work. I complained to her and to whomever 
would listen, but she never budged. Hanne never made scholar-
ship a simple routine or prescribed activity. She always pushed 
her doctoral students to think beyond what they already knew 
and what someone else already said. In other words, she wanted 
us to make meaningful contributions. More importantly, she 
forced (and I mean forced) her doctoral students to consistently 
engage with each other by building a learning community, re-
viewing each other’s work, and providing constructive criticism. 
It might have taken years to break my stubbornness, but I finally 
learned to trust in the process and to engage others in my work. 
Now, I benefit from these habits and fondly remember those 
times without easy answers.

Hanne was a scholar in the truest sense of  the word. She 
had a profound knowledge of  her field, a sharp mind, and was 
persistent about how she sought to engage in scholarship. At 
times, her knowledge and skill as a scholar was intimidating. 
I recall thinking, “Will I ever be that smart?” She didn’t take 
shortcuts in her work. She preached the importance of  an ethi-
cal and moral stance to her doctoral students as she modeled it 
in her daily practice. Hanne published and presented a lot over 
the course of  her career. Her self-discipline and commitment to 
scholarship was enviable. She valued each project, activity, paper, 
and presentation equally. Everything deserved 100% effort for 
Hanne. Sometimes I wondered why she would work this hard, 
especially on things that would not be fully recognized by others. 
I later realized that she did these things because she had integrity 
and that she represented the professoriate at its best. I am only 
now starting to fully appreciate what it means to have integrity 
at that level.
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 Hanne believed in her students and fought for them. I 
am well aware that my successes are not simply my own. I was not 
as prepared as a doctoral student as some of  my peers. Yet, Hanne 
made it clear to me that I would be successful, that I knew how to 
work hard, and that success would come. She counseled me as a 
teacher, school administrator, doctoral student, and faculty mem-
ber. I had the world’s greatest advocate when I decided to transi-
tion from a school administration position to a faculty position. 
She told me not to worry or waver. Without her support I might 
have given up on the pursuit. We talked every few days while I was 
on the job market. We talked about strategy, how to market myself, 
and the research I would conduct as I moved forward, but also 
about what it meant to be a scholar. Together, we reviewed count-
less presentations for job talks and interviews. She meticulously 
critiqued my presentations, my comments, and my writing. After 
getting hired at the University of  Texas at El Paso, I was told that 
Hanne was relentless in advocating for me. Colleagues from other 
universities shared similar stories of  her advocacy on my behalf. I 
still wonder how she was so sure of  my talents and abilities. I have 
a huge debt to Hanne, as do many others.

Hanne published many papers in journals like Educational 
Administration Quarterly, Journal of  Education Policy, Educational Policy, 
and the Peabody Journal of  Education. She held various positions 
within UCEA and played an important role in developing the 2011 
ELCC Standards for School and District Leadership. Hanne’s 
scholarship has been significant and has impacted the thought and 
work of  many others. Scholarly contributions are often measured 
by the length of  curriculum vitae and by citation counts. As an 
untenured assistant professor, these measurements can seem so 
important and significant. Yet, these measurements (which many 
of  us pursue tirelessly) are small and insignificant in comparison 
to the more meaningful contributions Hanne made to her family, 
friends, university, students, mentees, and colleagues.

On January 24, 2015 many of  us lost someone special. In 
Hanne’s more than 30-year career, she contributed to new and on-
going conversations about democracy, community engagement, the 
role of  schools, and social justice. She inspired and guided many 
into the ranks of  the professoriate and into educational leadership 
positions. Hanne has been a close friend, dedicated mentor, and 
colleague, and I, like many others, will miss her.
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Call for Applications
UCEA Associate Director for the  
Jackson Scholars Network

The University Council for Educational Administration (UCEA) is pleased to announce a call for applications for the As-
sociate Director for the Jackson Scholars Network (ADJSN).  

For over 60 years, UCEA has sponsored opportunities for mentoring, networking, and professional development of 
graduate students and educational leadership faculty. Currently, UCEA supports several graduate student development 
initiatives, including the Barbara L. Jackson Scholars Network. The primary purpose of UCEA’s Barbara L. Jackson 
Scholars Network is to support the development and success of doctoral students of color who intend to become edu-
cational leadership faculty members. UCEA’s investment in the Jackson Scholars Network is an investment in the future 
of our field and is considered a signature program in that it advances the efforts of UCEA to increase the diversity of 
perspectives and ideas in the educational leadership professoriate.  
 
RESpoNSiBiLiTiES:

The ADJSN plays an important service leadership role within the consortium, as the person who holds this position 
•  provides leadership and guidance for the program and program participants;
•  works with the UCEA Executive Director as a member of UCEA headquarters staff;
•  chairs the Barbara Jackson Scholars Advisory Board, which is responsible for advising the ADJSN and the UCEA 

Executive Board on the activities and quality of the program, reviewing student and mentor nominations, and assisting 
the ADJSN in increasing the reach and impact of the Jackson Scholars Network; and

•  ensures effective communication with UCEA headquarters and submits biannual reports focused on goals and 
achievements

 
UCEA ASSoCiATE DiRECToRS:

UCEA Associate Directors work with the UCEA Executive Director and the UCEA headquarters staff to support the mis-
sion of the UCEA Consortium and to build visibility and connections supporting the focal area of responsibility. UCEA 
Associate Directors gain valuable leadership experience, grow their professional networks, and make significant con-
tributions to the consortium. These are voluntary leadership positions with a term of appointment of 3 years renewable. 
The positions include an annual travel stipend.
 
AppLiCATioNS:

Review of formal applications will begin June 13, 2016. Applicants should submit a letter addressing their interest in 
the position, qualifications, a full curriculum vita, and the names, addresses, and phone numbers of one or more indi-
viduals who may serve as a reference. Completed applications must also include letters of support from the applicant’s 
department chair and/or dean. UCEA also requests that interested individuals submit a letter of intent to apply by 
May 30, 2016.  
 
Application materials should be sent to the attention of UCEA Executive Director Michelle D. Young at the following 
email address:  ucea@virginia.edu.  please include the phrase “UCEA JSN Associate Director” in the Subject line of 
your email. 
 
For more information about this UCEA Associate Director position or about the Jackson Scholars Network, please con-
tact UCEA Headquarters: ucea@virginia.edu or 434.243.1041

information on UCEA’s Jackson Scholars Network can also be found on the UCEA webpage:  
http://www.ucea.org/graduate-student-opportunities/jackson-scholars-program/
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Call for Nominations
2016-18 Jackson Scholars and Mentors
Deadlines: May 31 Scholars, June 13 Mentors

THE MENToRSHip

The UCEA Barbara L. Jackson Scholars program Advisory Com-
mittee is calling for nominees for mentors for the 2016-2018 
Jackson Scholars cohort (a 2-year term). Nominators of mentors 
are encouraged to consider colleagues who could mentor doc-
toral students of color during the first and second years of their 
programs.

For the structured mentoring program feature, through ongoing 
media communications and face-to-face visits during the network-
ing program features (see below), mentors will provide guidance 
in professional development, a model for students to reference 
when assuming mentor roles, and opportunities for networking. 
Mentors may also serve as sounding boards for scholars as they 
develop their dissertations, research agendas, and publications 
in preparation for entering the field of higher education.

For the networking program feature, institutions nominating 
mentors provide registration, travel, lodging, and meal funding for 
mentors to attend two UCEA annual conventions and two AERA 
annual meetings where they will (a) guide their scholars to en-
gage in networking and (b) attend their scholars’ second-year 
presentations for which they also provide pre- and postsupport.

Who can nominate: 
UCEA member institution faculty and faculty of non-UCEA mem-
ber institutions may nominate (self-nominations accepted)

THE AWARD

The UCEA Barbara L. Jackson Scholars program Advi-
sory Committee is calling for nominees for scholars for 
the 2016-2018 Jackson Scholars cohort (a 2-year term). 
Nominators are encouraged to nominate doctoral stu-
dents between the first and second year of their programs.

The Jackson Scholars program develops future faculty 
of color for the field of educational leadership and pol-
icy. in the structured mentoring program feature, schol-
ars are matched with experienced faculty mentors who 
provide guidance in professional development, a model 
for students to reference when assuming mentor roles, 
and opportunities for networking. Mentors may also serve 
as a sounding board for scholars as they navigate the 
phases of dissertation development, a research agenda, 
and publication in preparation for their entry into higher 
education. in the networking program feature, nominat-
ing UCEA institutions provide registration, travel, lodging, 
and meal funding for scholars to attend two UCEA annual 
conventions and two AERA annual meetings where the 
scholars may engage in networking with guidance from 
their mentor.

Who can nominate:
A faculty member of a UCEA member institution (no self-
nominations)

The UCEA Barbara L. Jackson Scholars program Advisory Committee is calling for nominees for mentors and scholars 
for the 2016-2018 Jackson Scholars cohort (a 2-year term). This program, which recently celebrated its 10th anniversary 
and has over 300 alumni, develops future faculty of color for the field of educational leadership and policy. 

THE pRoCEDURE 

How (Part I):
Review the Memorandum of Understanding for Jackson Mentors or the Memorandum of Understanding for Jackson Scholars 
with both a department head and with the nominee. The Memorandum of Understanding is available at 
www.ucea.org/graduate-student-opportunities/jackson-scholars-program/

The institution should be able to cover the costs defined therein, and the candidate should be available and willing to attend the 
networking events and scholar presentations discussed. in some cases, as a result of the preliminary discussions of the Memo-
randum of Understanding with the department head and the nominee, the nominee may choose to assume some of the costs 
of the program.

How (Part II):
To proceed with formally nominating a candidate and declaring financial responsibility, kindly navigate to the following link: 
www.ucea.org/graduate-student-opportunities/jackson-scholars-program/

Nominations must be received by May 31, 2016 for Scholars and by June 13, 2016, for Mentors
Please email ucea@virginia.edu or call (434) 243-1041 with questions
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Professional Standards for Educational Leaders (PSEL) 2015:  
Answers to Key Questions

Joseph Murphy
Vanderbilt University

Mark Smylie
University of  Illinois at Chicago

The Professional Standards for Educational Leaders 2015 (PSEL) 
were created October 2015 when they were approved by the Na-
tional Policy Board for Educational Administration (NPBEA, 
2015). Our objective in this essay is to answer inquiries that sur-
faced about the standards during the 29-month development pro-
cess. In addition, we attempt to anticipate and respond to ques-
tions that may emerge as the spotlight on the new standards is 
more fully illuminated. A list of  the standards follows:

Standard 1. Mission, Vision, and Core Values
Standard 2. Ethics and Professional Norms
Standard 3. Equity and Cultural Responsiveness
Standard 4. Curriculum, Instruction, and Assessment
Standard 5. Community of  Care and Support for Students
Standard 6. Professional Capacity of  School Personnel
Standard 7. Professional Community for Teachers and Staff
Standard 8. Meaningful Engagement of  Families and 

Community
Standard 9. Operations and Management
Standard 10. School Improvement

How Was PSEL 2015 Created? 
First, PSEL 2015 was forged by the profession of  school admin-
istration, not by government agencies. Unlike the 1996 Interstate 
School Leaders Licensure Consortium (ISLLC) Standards, leaders 
from the practice and research domains of  the profession were on 
point for the task. Second, a comprehensive process was designed 
and executed to accomplish the work. Critical here is the fact that 
extensive and authentic opportunities were provided to collect and 
process information from members and key stakeholders of  the 
profession. Particularly important were the substantial contribu-
tions of  practicing principals and superintendents through surveys 
and focus groups, public comment periods, and the instrumental 
involvement of  their professional associations. In addition to the 
“politics of  enactment,” the commitment to an inclusive process 
explains the lengthy period of  time devoted to the new standards’ 
development and approval. 

To Whom Do the Standards Apply? 
As with previous versions of  the standards, PSEL 2015 is for all 
administrative leaders in PK-12 education. This means that the 
new standards apply to leaders in independent school settings as 
well as to those in the public sector. They are designed to cascade 
over leaders in different roles at all levels of  school organization 
within each of  these sectors. That is, they apply to leaders in central 
offices as well as in schools. Many of  the elements listed for each 
standard also generally apply. However, in bringing the standards 
and their elements to life in professional practice, variations will 
be needed to create “best fits” to sector, level, role, and context. 

What Is New?
PSEL 2015 builds on the solid foundation of  the 1996 and 2008 
ISLLC Standards. Many areas of  educational leadership are carried 
forward, some in expanded and elaborated form. We shall come to 
what is new about the content of  the standards in a moment. But 
perhaps the first thing one notices about PSEL 2015 is the change 
in the title. And perhaps the second thing one notices is an increase 
in the number of  standards. We take up the change in title first and 
address the change in number shortly. 

The title change symbolizes two very important developments. 
The first has to do with what happened to ISLLC. ISLLC was an ad 
hoc confederation of  24 states and all the major associations rep-
resenting school administration. It was created in 1995 for the sole 
purpose of  developing the first national standards for school admin-
istrators, standards that properly took on the name of  the consor-
tium. When the ISLLC Standards were completed in 1996, ISLLC 
ceased to exist. For the 2008 update, the decision was made to keep 
the brand name that was becoming deeply embedded in the fabric 
of  school leadership in the United States. But in preparing the 2015 
standards, the decision was made to drop the ISLLC label. This de-
cision rested on two realities. First, the standards were sufficiently 
embedded so that the ISLLC brand was no longer required. More-
over, dropping ISLLC from the title made room for foregrounding 
the NPBEA, which now assumes ownership and stewardship of  the 
standards, a role previously preformed by the Council of  Chief  State 
School Officers. Now ownership and stewardship are shared by the 
profession more broadly through NPBEA member organizations: 
American Association of  Colleges for Teacher Education, School 
Superintendents Association, Council for the Accreditation of  Edu-
cator Preparation, Council of  Chief  State School Officers, National 
Association of  Elementary School Principals, National Association 
of  Secondary School Principals, National Council of  Professors of  
Educational Administration, National School Boards Association, 
and UCEA. 

Second, the new title (and narrative) replaces language of  “pol-
icy standards” with language of  “professional standards.” This subtle 
but crucial change reflects the emergence of  a deeper understanding 
of  the importance of  professional standards to the profession of  
educational leadership, its performance, and its improvement (Orr, 
Smylie, Murphy, & McCarthy, 2015). To call them “professional” 
standards signals the more prominent role of  the profession in its 
ownership and stewardship through NPBEA and more accurately 
reflects the substantial contributions of  practicing professionals in 
their development. The shift brings these standards more in line with 
standards of  other professions (e.g., law, medicine, nursing, and so-
cial work) as statements of  the profession’s values and priorities, its 
vision of  practice to which it aspires, and the benchmarks by which 
it assumes accountability. As in other professions, these statements 
constitute principles and guideposts for the development and imple-
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mentation of  policy and programs that support and regulate the 
profession, its practice, and its improvement. 

In addition, during the past two decades there has been sub-
stantial growth in knowledge and understanding from both research 
and practice about productive classrooms, schools, and administra-
tive offices. There is also greater understanding of  the challenges 
and opportunities that will confront educational leadership in the 
future. PSEL 2015 reflects this new knowledge and understanding. 
PSEL 2015 also gives expanded detailed attention to core values of  
the profession. These values are underscored by being featured in 
the PSEL standards headers (see Table 1). They are also more plan-
fully woven across the standards. 

As mentioned earlier, PSEL 2015 builds upon the solid foun-
dation of  the ISLLC Standards. Yet in response to this growth in 
knowledge and understanding, a number of  areas of  educational 
leadership receive more extensive treatment. Such treatment ad-
vances the conceptual clarity and concision of  the 2008 ISLLC 
Standards. And thus the answer to the question: Why the increase in 
the number of  standards from 6 to 10? While leadership of  mission, 
vision, and core values continues to occupy a prominent place, eth-
ics, equity, and culturally responsive schooling, concepts that were 
previously co-joined, have been elaborated in separate standards to 
provide deeper understanding and direction to each. So too have 
the areas of  leadership for curriculum, instruction, and assessment, 
and leadership for creating a community of  care and support for 
students. By giving each a separate standard, greater import has 
been given to leadership for developing the professional capacity 
of  teachers and staff  and for professional community, and to lead-
ership for engaging families and community in ways that are most 
meaningful for student learning. Leadership for school improve-
ment is foregrounded and more fully developed in its own standard. 
And operational and managerial work required for each of  these 
areas of  leadership continues to receive attention with a standard. 

PSEL 2015 reflects other developments as well. These stan-
dards, more than those that preceded them, highlight the systemic 
nature of  leadership work. As such, the standards are best under-
stood as a mutually enforcing system, whereby attending to all of  
the standards together, not just one, two, or a select few, is required. 
PSEL 2015 weaves throughout the different standards the impor-
tance of  human relationships and interactions that make leadership 
success possible. The “virtue dimensions” of  school leadership 
(e.g., caring, integrity, trustworthiness) are more distinctly visible 
and controlling. At the same time that they stress the success of  
each student, these standards place substantial emphasis on the im-
portance of  community and culture, not just organizational culture 
but also the cultural backgrounds of  children, families, and profes-
sional staff, as key ingredients of  school and student success. And 
PSEL 2015 presents an optimistic view of  educational leadership, 
one that focuses on human potential, growth, and support in con-
junction with rigor and accountability, a view that proceeds from a 
strengths-based rather than a deficit-based perspective on persons 
and schooling. 

What Are the Foundations on Which PSEL 2015 
Rests? 
The new standards were molded from three foundational sources: 
professional capital (i.e., professional knowledge, wisdom, and un-
derstanding), positive professional values and virtues, and evidence 

from empirical research (Murphy & Smylie, forthcoming). While it 
is correct to say that PSEL 2015 is strongly informed and supported 
by empirical evidence, the belief  that the standards are solely the ex-
pression of  scholarly research is inaccurate. PSEL 2015 is also scaf-
folded on professional values such as integrity, care, fairness, and 
justice and on the wisdom of  professional practice and judgment. 

PSEL 2015 is focused on leadership that matters to the aca-
demic success and well-being of  each student. Together the stan-
dards aim to develop two foundational pillars of  student learning: 
(a) academic press and (b) care and support. As shown in the Fig-
ure, these two pillars of  learning are also supported by professional 
capital, empirical evidence, and positive professional values. Aca-
demic press is the ongoing effort to challenge youngsters to master 
academic knowledge and skills required to be successful in school 
and beyond. It includes robust norms such as engaged teaching 
and constructed knowledge that convert press into learning. One 
of  the two essential jobs of  educational leaders is to ensure that 
these academic norms and practices develop and remain vibrant in 
their schools, classrooms, and districts. The second essential job is 
to see to it that these settings are defined by norms and practices of  
care and support for students (e.g., safety, trust, belonging). Both go 
hand in hand to promote student academic success and well-being. 
These pillars are most visible in the standard on leadership for cur-
riculum, instruction, and assessment and the standard on leadership 
for a community of  care and support for students. Each of  the 
other standards also aims directly and indirectly at developing these 
pillars for student learning. 

Press and support are foundational to PSEL 2015 in anoth-
er important way. The ideas of  press and support apply not only 
to students but also, in parallel manner, to professional staff  and 
to relationships with parents and other stakeholders in the larger 
community. For teachers and other professional staff, elements of  
press and care and support are important to and are reflected in the 
standards for developing professional capacity of  school person-
nel and for professional community. They are reflected in shared 
mission and values, high expectations for professional work, sup-
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Figure. Foundations of  PSEL 2015: Sources and pillars of  student 
learning.
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portive working conditions, and shared accountability. Both pillars are also 
apparent in the standard on meaningful engagement of  families and com-
munity, in provisions of  collaborative partnership, reciprocity, and mutual 
responsibility and benefit. 

How Will the Standards Work? 
The new standards represent principles, qualities, and values for profes-
sional practice, and in this sense they are “directionable” but not directly 
actionable. They communicate expectations to members of  the education-
al leadership profession and to the public regarding what it might expect 
of  the profession. The new standards signal to professional associations, 
to policy makers, and to the institutions that support the profession and its 
development what aspects of  educational leadership are most important 
and should be promoted. But to “work,” to have meaningful influence, the 
standards must be brought to life in professional practice by being coupled 
with other key mechanisms that shape the values, knowledge, and actions 
of  educational administrators. We think of  these as a system of  “leverage 
points.” They include initial preparation programs and programs of  ongo-
ing professional development, systems of  induction and mentoring, and 
systems of  supervision and evaluation. They also include policies attending 
to the licensure of  individuals and the accreditation of  venues that prepare 
and support educational leaders. PSEL 2015 brings direction and coher-
ence to this system of  levers. And the joint focus of  the standards on press 
and support for students and professional staff  reminds us that strategic 
combinations of  levers of  press and support will be most efficacious for 
bringing the standards to life. All members of  the educational leadership 
profession can participate in this work, from practicing educational leaders, 
to professors of  educational leadership, to leaders of  professional associa-
tions, to policy makers. 

The new standards will play out differently depending on a number 
of  factors. What one should expect is that the operational translation of  
the standards to practice and the markers for success will be flexible and 
vary depending on career stage (e.g., beginning, veteran), role (e.g., princi-
pal, superintendent), and the context in which one works (e.g., urban high 
school, rural elementary school), among other considerations. The stan-
dards are the same for all. How they come to life and which ones among 
them all may receive greatest emphasis likely will vary by person, role, and 
context. 

Finally, the new standards will continue to “work” as they are regu-
larly reviewed and revised to reflect evolving understandings of  and ex-
pectations for the profession’s work. Their adoption and implementation 
should be monitored, and their influence should be evaluated. As stated at 
the end of  the introduction to PSEL 2015, these standards are not meant 
to be a static statement. Rather they are meant to be meaningfully dynamic 
and alive as a beacon for the profession. 
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Congratulations to Terrance L. Green, recipient of  
the 2016 William J. Davis Award! The William J. Davis 
Award is given annually to the authors of  the most 
outstanding article published in Educational Administration 
Quarterly (EAQ) during the preceding volume year. The 
Davis Award was established in 1979 with contributions 
in honor of  the late William J. Davis, former associate 
director of  UCEA and assistant professor at the 
University of  Wisconsin–Madison. The award was given 
for the following article, with the accompanying abstract:

Green, T. L. (2015). Leading for urban school reform 
and community development. Educational Administration 
Quarterly, 51, 679-711. 

Purpose: Improving urban schools of  color and the 
communities where they are located requires leadership 
that spans school and community boundaries. The 
purpose of  this study is to understand how principal and 
community leader actions support urban school reform 
along with community development at two community 
schools in the urban Midwest and Southeast. 

Research Method: Using a cross-case study design, 
this research draws on interviews, school–community 
observations, and document analysis. Concepts from 
community development leadership and cross-boundary 
leadership are joined to theoretically frame this study and 
guide the analysis. Data analysis was conducted using the 
constant comparative method. 

Findings: Leader actions varied across the two research 
sites based on the specific school–community tasks that 
were undertaken. However, cross-case findings suggest 
that leaders developed a broad vision for school and 
community, positioned the school as a spatial community 
asset, championed community causes at the school, and 
changed school culture. 

Implications: This approach to educational leadership 
highlights principals who purposefully work with 
community leaders toward mutually beneficial school 
and community outcomes. The study concludes with 
implications for leadership practice and future research.

http://eaq.sagepub.com/

EAQ’s  
William J. Davis  
Award Winner:  

Terrance L. Green



22 • UCEA Review • Summer 2016 www.ucea.org

Call for Award Nominations

Deadline: May 31, 2016

Thank you for your commitment to and support of UCEA in advancing the preparation and practice of educational 
leaders for the benefit of schools and children. In order to recognize those individuals who have made significant 
contributions toward this goal, we encourage you to nominate individuals for the following awards who you believe 
deserve recognition for their efforts and excellence within the educational leadership community. You may also ac-
cess more detailed information on each award by visiting our website:  

http://www.ucea.org/opportunity_category/awards/ 

The following awards have a deadline of Tuesday, May 31, 2016:

▪ Edwin M. Bridges Award, given by UCEA annually for original, outstanding work in the area of research 
and/or development that contributes to our knowledge and understanding of how best to prepare and support 
future generations of educational leaders.

▪ The Roald F. Campbell Award, given to senior colleague recognizing a lifetime of excellent achievement.

▪ The Jack A. Culbertson Award, given to a professor in the first six years of his or her career for some out-
standing accomplishment.

▪ The Master Professor Award, given to an individual faculty member whose record is so distinguished that 
UCEA must recognize this individual in a significant and timely manner.

▪ The Jay D. Scribner Mentoring Award, given to a educational leadership faculty who have made substan-
tive contribution to the field by mentoring the next generation of students into roles as university research 
professors, while also recognizing the important role(s) mentors play in supporting and advising junior faculty.

Nominations for these awards are welcome from faculty members of UCEA member institutions and partner institu-
tions. All awards should include electronic submissions that include:

▪ The candidate’s curriculum vitae;

▪ A letter addressing the contributions of the nominee relative to one or more of the selection criteria; and

▪ Support letters from individuals who have been directly mentored by the nominee, and/or individuals who can 
attest to the nominee’s mentoring strengths, are strongly encouraged.

A UCEA committee appointed by Executive Director Michelle Young will review and evaluate the nominees. This 
committee will reserve the right to present this award to multiple candidates on any given year, or conversely, not to 
present this award should nominees not fully meet the selection criteria.

Please send nominations electronically to ucea@virginia.edu

Questions?  Please call UCEA Headquarters at (434) 243-1041 or email us at ucea@virginia.edu
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UCEA Welcomes New Members

University of  North Texas
Established in 1890, the University of  North Texas 
is the nation’s 25th largest public research university 
with 37,000 students. For 125 years, the University 
of  North Texas has fulfilled its mission to lead the 
way in educating young men and women and creat-
ing leaders with great vision. The university gradu-
ated 8,200 students last year from its 12 colleges and 
schools, and offers 100 bachelor’s, 83 master’s and 37 
doctoral degree programs, many nationally and inter-
nationally recognized. 

The College of  Education has four depart-
ments (over 4,000 students) with undergraduate, 
master’s, and doctoral programs. Teacher Education 
and Kinesiology have two of  the largest majors at 
the University of  North Texas, with over 1,500 stu-
dents each. Within the 20 programs in the College 
of  Education, the Educational Leadership program 
is the largest. 

The diverse faculty in Educational Leadership 
include former and current practitioners, award-
winning teachers, and internationally known researchers. The 
faculty currently supports approximately 350 master’s and 140 
doctoral students. Educational leadership alumni have a broad 
impact on school systems with a significant number of  super-
intendents and district and school leaders in the Dallas-Fort 
Worth metroplex and beyond. The program recognizes the di-
versity in the state of  Texas and endeavors to meet local and 
state needs through its focus on developing leaders who can 
lead learning organizations; engage ethically with the commu-
nity

George Mason University
George Mason University, the largest public research institution in 
Virginia, is home to nearly 34,000 students from all 50 states and 130 
countries. The College of  Education and Human Development is 
nationally recognized for its scholarship and achievement in educa-
tor preparation. The Graduate School of  Education is one of  the 
largest and most comprehensive education programs in Virginia and 
is the alma mater to over one third of  Northern Virginia’s teachers 
and administrators. The Education Leadership program emphasizes 
an understanding of  the complexities of  change in schools, com-
munities, and organizations. Candidates are expected to develop and 
demonstrate the knowledge, skills, and dispositions necessary to cre-
ate and maintain learning environments that value diversity, contin-
ual knowledge acquisition, instructional leadership, innovative and 
ethical decision-making, reflective practice, and successful achieve-

ment of  all school-aged youth. In 
addition to the master’s-level prepa-
ration program for school leaders, 
George Mason University offer a 
concentration in Special Education 
Leadership and a PhD specializa-
tion in Education Leadership. The 
faculty strives to prepare profession-
als who understand the complexities 
of  change for individuals, schools, 
communities, and other organiza-
tions and who are committed to 
serving as change agents and enrich-
ing the education and well-being of  
those they serve. 
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A Plática with Encarnación Garza, Jr. 

Juan Manuel Niño
The University of  Texas at San Antonio

Encarnación Garza, Jr., PhD, is a former public school teacher, 
counselor, principal, and superintendent. His vast professional ex-
periences include working in a multitude of  states such as Texas, 
Colorado, Ohio, New York, Washington, Florida, and Maine. Dr. 
Garza earned a PhD in Educational Administration from the Uni-
versity of  Texas at Austin, where he was a fellow in the Coopera-
tive Superintendency Program. A native of  South Texas, he earned 
an MEd in Counseling and a BA in Spanish from the University 
of  Texas Pan American. After 31 years as a K-12 educator, Dr. 
Garza joined the faculty at the University of  Texas at San Anto-
nio (UTSA), where he has held various teaching and administrative 
positions. One of  his primary roles as a professor is to coordinate 
an aspiring school leader preparation program, the Urban School 
Leaders Collaborative (USLC) that is a partnership between UTSA 
and San Antonio Independent School District. As a scholar-practi-
tioner whose scholarship employs a critical theory perspective, Dr. 
Garza’s research focuses on four themes: (a) the study of  minority 
student success, (b) the preparation of  principals as leaders for so-
cial justice, (c) the exploration of  school district–university partner-
ships with respect to preparing principals as social justice advocates, 
and (d) international perspectives of  successful school leadership. 

JMN:  Dr. Garza, thank you for agreeing to be interviewed for 
UCEA Review. During our plática please feel free to share 
about your experiences in education and how you navigated 
the K-12 system as well as your work in higher education. I 
will begin our talk by focusing on your first role in educa-
tion…

EG:  My first role in education was as a student (laughter). Well, I 
started out in first grade. There was no such thing as kinder 
back then so first grade was my first experience. 

JMN: Tell me about your experiences as a young student.

EG:  I’m trying to remember the first day of  school. I remember 
the night before the first day of  school in the labor camp. 
All the kids were getting ready to go to school. There must 
have been about 15 or 20 of  us spanning all ages, from high 
school to the first grade. I remember I was so excited get-
ting ready the night before. I remember getting a white shirt 
and light blue pants and setting them with my shoes and 
my socks before I went to bed. The next day, I got up early 
and walked to the center of  the labor camp to wash up. We 
didn’t have running water at our home, but there was a water 
pump at the center of  the camp. While I was there with the 
other children, the older kids were trying to tell us that all 
the teachers were mean and we weren’t going to like school. 
It was horrible, and several of  the little ones ran home. The 
thing I most remember is that the kids who were going to 
first grade for the first time at that school had their parents 
or an adult with them to assist with registration. My friend, 

who was a second grader, was the one who took me to the 
office because I didn’t know where to go. Fortunately, the 
secretary, Sophie, was very inviting, welcoming, and spoke 
Spanish. The irony of  this is that Sophie, many years later, 
when I became counselor at the middle school, was my sec-
retary. That was my first day of  experiencing formal educa-
tion, schooling.

JMN: It’s impressive that you can remember your first day.

EG: I remember many other days, but, I have a very vivid mem-
ory of  that day. To get to the bus we would walk about half  
a mile to the highway. Every morning, around 6:30 a.m., we 
would walk that little trail to the highway and wait for the 
bus 

JMN:  Were you a migrant child through all of  your K-12 experi-
ence?

EG:  We grew up in a labor camp until I was in the fifth grade 
until my dad and mom bought a little house in town. We 
worked in the fields because we lived in the labor camp. The 
older we got, the more responsibility we had. Most of  my 
migrant work was in Texas when I was in middle school and 
high school. But I didn’t experience what many other mi-
grant students experienced. We never left early from school 
and came back late. We always finished the school year, and 
we always started with the rest of  the students. Our migrant 
work was mostly during the summer. Interestingly, the only 
job I’ve ever known besides education is working in the 
fields. Those are the two jobs I’ve had in my life.

JMN:  What was your high school experience like? Were you think-
ing about college?

EG:  I always thought about college. My mother and my dad al-
ways told us we were going to college. They said, “You are 
going to college.” They didn’t know what college was, but 
they just knew it was a good thing. They had no idea what 
that meant. As such, I didn’t know how to prepare for it. 
In high school I was involved in a lot of  the fun things like 
playing sports and being in the band. But academically, I 
barely graduated from high school. I had to ask my Algebra 
teacher for 1 point so that I could get the last math credit to 
graduate. Mr. Castaneda said, “Sure I don’t want you back 
next year, here I’ll give you the point.” So I think I was a 
mental dropout. I was physically there because my parents 
would never allow me to drop out. That was not an option. 
But mentally I just did enough to get by. 

JMN: What do you mean a mental dropout? What led you to be a 
mental dropout? 
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EG:  Experiences in school that were humiliating, painful, and 
cruel. Not many, but they seemed like a lot. I could prob-
ably name five experiences that caused a lot of  disenchant-
ment with schools. Being made to feel humiliated and being 
punished for speaking Spanish are a few of  those experi-
ences.  

JMN:  Do you think a student of  today could experience them?

EG:  I think so, and maybe even more severe in ways. Back then 
we got punished physically for speaking Spanish. Now it’s 
more of  a mental punishment, an emotional punishment. 
It’s done in many other ways, perhaps more subtle, like 
tracking into certain types of  programs. Children are intel-
ligent enough to know that they’re not with the so-called 
“smart group,” they are with the group viewed as “less 
smart” because they don’t speak English or they are in a 
bilingual program. It is unfortunate that bilingual programs 
are stigmatizing. 

All those experiences shape the way I practice. The 
way I was a teacher, the way I practice as a counselor, as 
a principal, and as a superintendent. That was the central 
premise of  my philosophy, I will never let or allow anyone 
to treat children in a dehumanizing ways. It wasn’t easy to 
practice that in a nonnegotiable way. 

JMN:  Given how the system operates, it is kind of  easy to over-
look such practices. We are constantly being told that stu-
dents need to be academically successful. We don’t priori-
tize how children feel emotionally in school. 

EG:  The affective part of  learning is for the most part ignored 
in the system holistically. We do have individuals that do 
good work, but we need more people to do that.

JMN:  You mentioned you didn’t allow anyone to hurt children the 
way you had experienced. Do you think many people who 
don’t understand that or who don’t focus on those issues 
haven’t experienced it? For example, let’s just talk about bi-
lingual education, why it’s not viewed as equivalent to an 
education in English.

EG:  I think that a lot of  these programs are implemented be-
cause they are mandated. If  the initial intent of  the program 
is to make things better, to offer students a better experi-
ence because it’s the right thing to do, programs would be 
more effective. A lot of  times these programs have teachers 
who probably come from the same kinds of  backgrounds 
as the children they are serving, but they have become the 
oppressors. They have become part of  the oppressive sys-
tem because that’s how they are trained. They are the result 
of  a system that was very oppressive. Many times they don’t 
realize how they have been conditioned by the system. 

Also, just because you have the same experiences as 
people you serve doesn’t guarantee you will be sensitive, 
empathetic, or genuine toward them. It applies at all levels. 
It applies at the graduate and doctoral levels as well. 

JMN:  How do we present to educators the multiple ways children 
experience education? 

EG:  I was fortunate to find that in me early on, because I’ve been 
doing this since I was a teacher at 21 years of  age. I think it 
has developed tremendously over time. I’ve learned a lot since 
then. I think people have the predispositions. I think it’s there. 

JMN: How does one bring it out? 

EG: I think everyone is capable of  being a caring, authentic indi-
vidual. I really believe that. The barriers that are imposed on 
individuals that get in the way of  finding that predisposition, 
or that part of  your soul that drives you, that draws the empa-
thy if  you will, start with finding yourself  first. It’s not about 
understanding human behavior outside of  yourself. It’s about 
understanding who you are, what you stand for, and what are 
your nonnegotiables? Like Duncan Andrade would say, “Tú 
es mi otro yo.” This means, when you are looking at someone, 
you are looking at a reflection of  yourself. 

So you wouldn’t treat yourself  the way you might treat 
somebody else. I know this sounds a little complicated. I have 
focused on this critical reflection of  the individual self  in ev-
ery position I have held as an educator, to be a facilitator of  
the learning process. I didn’t realize this until I started writing 
about the pedagogy of  the critical consciousness. I’ve been do-
ing this since I was a novice teacher. I was engaging students 
in writing their stories. Not only writing them, but performing 
them. And then I did it as a teacher, as a counselor, as a princi-
pal. I did it as a superintendent, and now we’re doing it here at 
the university, at this level in the graduate programs.

JMN:  Describe what this concept looks like at the graduate level.

EG: I think the way I have tried to do this is to help students find 
their space. Not necessarily create it, because the space is there. 
A space that belongs to all of  us. Sometimes I fall in the trap 
of  saying I want to create space and share it with you. But, the 
space is there. I can’t share it because it belongs to all of  us. 
I think we somehow fall into the trap of  being the ones that 
control that space, but we don’t. When you are able to help 
students like what we do at USLC, we simply set up a venue, a 
place where students can find themselves. I truly think that is 
the difference. We are not probing. They are just sharing and 
looking deeply inside themselves. We don’t have to pull any 
words out of  any of  our students. It’s a process they get com-
fortable with through deep critical reflection. Perhaps that is 
what many students don’t experience in the process of  getting 
trained to be teachers, much less to be administrator.

JMN:  How does this USLC model work?

EG:  It works in many ways. Let me tell you what some of  my pet 
peeves are when people ask me about the program. I’m not 
saying you are guilty of  this because you are part of  the pro-
gram yourself, you understand it. People who see it from the 
outside and say this is an award-winning program, I want to 
learn from it. Sometimes I feel like they want a handout that 
states how it works. It’s more complicated than that. It’s a life-
time of  learning, what has, in my opinion, helped me under-
stand the world better. I try to share this with the students who 
want to be part of  this experience. So, when you ask what’s 
different between this program and the others, I can’t com-
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pare because I don’t know the others very well. But, I can 
tell you about this program. If  I had to describe it, it’s a 
program that focuses on the individual. It’s a program that 
helps facilitate a process for students to understand their 
epistemologies, their way of  knowing. The USLC program 
helps students firmly ground themselves in what they stand 
for. It’s almost like they are writing a contract for themselves 
about what’s good for humanity. It’s not about skills. That’s 
not to say we don’t expose students to things like budgets 
and administrative responsibilities. I think those skills can be 
learned. If  you were able to graduate from high school, then 
you are able to learn those skills. I think you don’t have to go 
through master’s program to create a budget. But if  that’s all 
you do and you leave out the affective part, then pretty much 
you will be a good manager, but you will never be a person 
who helps people develop themselves.

JMN:  So how do you go about facilitating this process to students? 
First, how do you recruit and select them? How do you fa-
cilitate a program that helps them understand themselves in 
order to be a better principal?

EG:  Exactly the way you said it. It’s pretty open, we avoid being 
too selective at all. Selection is almost a bad word in our 
recruitment. Selectivity is not the way we invite students to 
consider the program. Anyone who has ever applied and has 
submitted all the additional documents, such as statement 
of  purpose and reference letters, gets accepted. We pride 
ourselves on the fact that we have accepted 100% of  all who 
have complied with all of  the submission documents. I’m 
not so sure other programs would pride themselves on that. 

JMN:  You have a zero rejection rate. What is the purpose of  hav-
ing that approach?

EG:  Who are we to be the gatekeepers? Who are we to say, “Yes, 
you can, and no, you can’t.” Our philosophy is that the only 
one who can decide if  this program is for you, is yourself. If  
you think this is not for you, then it’s your choice to say. It’s 
happened. I want to say we have two who have decided they 
don’t want to do this affective stuff. 

JMN:  It’s been two, over how many years?

EG:  Two out of  103 applicants in the first six cohorts over 13 
years.

JMN:  So out of  103 applicants, how many have graduated?

EG:  So to date, 96 have finished in the first six cohorts. The oth-
ers relocated or had financial issues and could not continue 
in the program. It wasn’t because it wasn’t the right program 
for them, it’s just that life happens sometimes. At USLC the 
traditional arguments about selectivity go out the window. 
We don’t look at GPAs. I mean. the graduate school has a 
minimum GPA, but we don’t look at all that other quantita-
tive stuff  to screen candidates out. The results show that 
selectivity doesn’t mean anything. When students fall below 
the recommended GPA, program coordinators challenge 
the system and petition for students to get accepted in the 
program.

JMN: So how does an aspiring leader become part of  the USLC?

EG: The way recruitment works is that we ask principals to 
nominate people they think are aspiring leaders. But beyond 
that, and even more effective, are the nominations from the 
graduates of  the program. Graduates of  the program tend 
to select their nominees using nontraditional ways of  identi-
fying somebody. Like a principal might nominate somebody 
because he or she has been a department chair, volunteers, 
or has excellent passing rates on the STAAR test. The gradu-
ates don’t use that criteria. They look at the person and say 
this person would do well in this program because he or she 
is seeking to learn about life in general and not necessarily 
about how to be an effective principal the way the system 
defines this role. 

JMN: Was this process intentional?

EG: It didn’t start out that way. We didn’t start getting nomina-
tions from the graduates until Cohort 4. We could see the 
difference. The difference is in terms of  seeing this program 
as self-perpetuating. The program will continue forever, I 
think, and the more graduates we have, the easier it is going 
to get to put a new cohort together. The first three cohorts 
were a struggle because we relied totally on the district nomi-
nee. 

JMN:  Let’s look a little bit at the experiences that a USLC member 
might go through in the program in trying to find them-
selves. What are the readings like? More importantly, what is 
that experience like?

EG:  The first book we expose them to is The 10 Most Effective 
Ways to Be a Principal. No, I’m just kidding, I’m being kind of  
sarcastic because that’s the kind of  program I went through 
many years ago.

The types of  readings we use, I can speak only for my-
self, and you as well because you co-teach with me. We are 
very careful about what has worked in terms of  what stu-
dents have identified as key readings in the program. That’s 
a way for us to discard or continue to use particular con-
tent. These are readings that most students who go through 
a master’s program don’t even see. If  they are lucky, they get 
exposure in a doctoral program. And for the most part, the 
readings are outside of  education. I mean, that was my ex-
perience, when I started reading stuff. I remember thinking, 
“Wow, why did I have to wait so long to be exposed to this 
type of  literature?” So our students are getting exposure to 
a lot of  cultural readings and cultural emphasis through the 
selection of  the readings provided. Some examples are Va-
lenzuela, Ladson-Billings, Paulo Freire, Michael Apple, Joel 
Spring, Gary Howard, and many more. It’s a focus on all the 
social justice work that’s out there. When appropriate, they 
get exposed to the professor’s research and scholarly works 
as well.  

JMN:  You mentioned social justice, would you say that’s the core?

EG:  Absolutely, that’s the theory that drives this program. It’s all 
around the notion of  social justice, and everything is con-
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nected to that. Every discussion, reading, and class assign-
ment focuses on social justice work. Once the students get 
into the process, they will be the ones that challenge each 
other about their practice. It’s all connected. Students begin 
to think about, “Well, is that something you would do as a 
leader for social justice?” One starts to question the self, 
“Well, why did you do that, it doesn’t align to social justice.” 
It’s the metric used in the discussions and the reflections. It 
has to align with social justice leadership. As a professor I 
hardly have to—I’m sure you will agree with this—we hardly 
ever have to challenge our students. When students don’t 
challenge, we are quick to jump in and challenge them. It 
doesn’t get overlooked or bypassed. 

JMN:  It’s important that students share with each other through 
the learning process, because as you mentioned, it is impor-
tant for the class to share this social justice mindset. The 
team teaching approach, why team teaching?

EG:  There are some logistical benefits, of  course. Our students 
work full time primarily as teachers. By doing team teaching 
we only meet once a week, and students really appreciate 
this type of  class schedule. But the bigger benefit is when 
you have a model like this, the professors are able to plan 
together, learn from each other, practice pedagogy, share 
experiences, and coordinate assignments that are integrated 
meaningfully. Sometimes students don’t know which class 
is which. When you and I teach those classes together, the 
only reason they know it’s separate is because your readings 
get presented first, or vice versa. But they are all so con-
nected. So you don’t even know what reading belongs to 
which class. That’s the major benefit of  co-teaching or team 
teaching in the true sense of  team teaching. 

JMN:  Many people understand team teaching as students taking 
two classes on the same day.

EG:  That’s what I would call tag team teaching. The way we do it 
works better. In this approach, the students know that both 
courses complement each other. We are very intentional in 
courses we pair as well. For example, this semester we are 
teaching Human Relations and School and Community Re-
lations. Those go very well together.

JMN:  I would agree, because students have an opportunity to re-
flect on both readings and how the relationships they have 
on campus will help them better understand the larger com-
munity they work within. One of  the key components of  
the program, having worked with you for some time now, is 
the power of  the reflection. Students reflect in every class so 
that they can really take ownership of  how they relate to the 
readings, the profession, and the family. Why use reflections 
in class?

EG:  If  I had to name the key instructional learning experience 
for the 2-year program, I would say their engagement in re-
flection exercise is the most transformative strategy for stu-
dents. It’s also the glue that holds the bricks together. Maybe 
the magnet, not the glue, that brings together the collective 
critical consciousness of  the cohort. 

JMN:  You are mentioning again the collective critical conscious-
ness. What do you mean by this concept?

EG:  Well, I’ve told you that I didn’t give this pedagogy a name 
until recently. I reflected all the way back to way back when 
I started teaching in 1971. I’ve been coordinator of  this pro-
gram for 13 years. All this time I knew what I was doing. I 
knew what was working well because the students were tell-
ing us those things worked. Then, it finally clicked. I think 
this could be named Pedagogy of  Collective Consciousness. 
What I mean by this goes back to what I talked about when 
I said critical consciousness is finding yourself, knowing who 
you are, and understanding the world in a way that does not 
dehumanize people.

Freire’s work is used as the foundation for this type of  
pedagogy. I knew critical consciousness, but I had not added 
the collective part. That’s the significant part. Every assign-
ment and everything that students do starts out as individual, 
but it never stays that way. It always ends up being shared. 
Everybody reflects individually, but then we share collectively 
as a group. 

The other important project that is also a critical part 
of  the experience is the autoethnography. This experience 
also starts out individually. Students start working on their 
autoethnography in the first semester, but it develops over the 
2 years. They do the personal section during the first semes-
ter, the professional section in the middle of  the program, 
and the transformational section in the last semester. So their 
autoethnography starts as individual, but it ends up being 
shared. All students read each story, and that is what makes 
it collective. They don’t only read the autoethnographies, but 
they analyze and write collaborative papers. Every activity is 
experienced this way. 

Another example is the community project. It starts out 
in dyads, but then they share it with the cohort in the last 
couple of  meetings. So rather than coming to a class and en-
gaging in a competitive individualistic experience, it becomes 
a holistic experience. Everybody is a learner and everybody is 
a teacher, including the professors.

JMN:  We are individuals, but we are social beings. We can’t develop 
in isolation. Sometimes we situate ourselves, even as people 
in the academy, in a larger context in which our work clashes 
with theory because we fail to bring others into the learning 
process in a way that results in mutual influence. How do you 
explain the versatility of  the USLC model to students? 

EG:  The USLC model is one that students can easily apply as a 
principal, in a school, with a staff, among teachers, and with 
parents. We don’t call it the servant leadership model because 
it’s not intended to be strictly for someone in a leadership 
role. It’s intended to be applied to all facets of  life: as an indi-
vidual, in your work, your job, and the way you relate to your 
brothers and sisters. It cuts across all facets in life. It’s not just 
because you are in a principalship program and we are going 
to train you. There’s no training involved, there is develop-
ment. 

JMN:  One of  the things we forgot to highlight when we were talk-
ing about the Pedagogy of  Collective Critical Consciousness 
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is the opportunity extended to USLC students as partici-
pants in the UCEA Convention.

EG:  Absolutely, absolutely. I’m glad you mentioned that, because 
it’s such an important part of  the USLC model. Every co-
hort has presented collectively at UCEA during their last 
semester. I would say if  we are not the only one, we are 
one of  very few programs that take students to present their 
work, not our work, but students’ work at a conference. I 
think we even made history this last time when students pre-
sented during their first year of  the program. That may be 
a practice we will continue. We already set the precedent. 
The other project I failed to mention that is collective is the 
video documentary students produce in a visual manner to 
highlight their collective experiences. 

JMN:  I think it’s a great opportunity for USLC students to ex-
perience the UCEA Convention. How do we share? Our 
conversation keeps going back to this concept of  individual 
knowledge becoming collective. 

EG:  Even in the doctoral program, it’s not done. Students make 
the effort to go [to UCEA], but it’s not done because as a 
program it’s not set up for them.

JMN:  Is there funding for USLC students to attend UCEA?

EG:  Sometimes there is funding, but this last time no funding 
was available. With or without funding, students attend. The 
greatest strength of  this program is its sustainability. 

JMN:  What other opportunities do you see USLC students ac-
cessing?

EG:  The other thing that has developed in the last two to three 
cohorts has been more of  our students are applying and 
enrolling in doctoral programs. So we kind of  have become 
the pipeline for encouraging, enticing, and convincing some 
of  our students like Amanda, Hugo, Anna, Cindy, and Irene, 
who have finished USLC, to consider continuing to the doc-
toral program. I think that movement has set up the expec-
tation for every cohort as well. It’s the mentoring.

JMN:  In the program, students have mentors?

EG:  Every new cohort member gets a mentor from a previous 
cohort. 

JMN:  It goes back to sharing the personal collectively.

EG:  Right, even that’s collective. 

JMN:  So it’s learning about the self  to better understand others 
and the systems we live in.

EG:  The other thing that gets ignored is recognizing vulnerabili-
ties. One must be willing to do things. Don’t be afraid to try 
stuff. If  it feels right, just do it and take the risk. If  you don’t 
do it, how are you going to know? A lot of  things we do, 
we do it because we have the intuition and instinct that it’s a 
good thing, but we won’t know if  it works if  we don’t do it. 
A lot of  things that come up in the program happen spon-

taneously. You are in a situation and you are talking about 
something and the idea comes. A recent example occurred 
yesterday in our conversations about developing a cadre for 
adjunct faculty we are going to invite. 

JMN:  How did that surface from the USLC model? Are you con-
sidering to expand this opportunity with other students?

EG:  Yes, with other school districts. So when you do that, you 
have to make sure you know how to maintain the integrity 
of  the program. You have to consider what has worked so 
that the new cohort also experiences the same model and 
expectations are maintained. Delivery is critical. How do you 
deliver this? What better way to deliver it, than with students 
that have been in the doctoral program, like the ones I have 
chaired. We are beginning to build the capacity before the 
program.  

JMN:  How do you use your K-12 experience, and how do you 
bring it to the classroom in this higher education setting?

EG:  I tell you what my biggest concern, biggest fear is. (Pause) 
How do I say this? Experience cannot be replaced. Experi-
ence is a lot more powerful than learning from books. There 
is no doubt about that. But there is a danger in totally relying 
on experience. So I try to balance that. It’s very tempting 
for me to say, well, as a principal I did this, or as a super-
intendent I did that, and I know this doesn’t work, but this 
works. Every case is different. It doesn’t mean I don’t use my 
experience to make sense of  some of  the questions students 
might have. I think I can answer a question about how to 
deal with a certain scenario that comes up for a principal 
because I’ve been there than someone who hasn’t been there 
at all or someone who has only learned it from the literature. 
So I have to balance that. 

JMN: And how do you balance the experience and theory?

EG: I would say I reinforce that leading for social justice is going 
to get you into trouble all the time. If  you are a genuine lead-
er for social justice, you are going to be in trouble because 
you are upsetting the status quo. The people in power don’t 
want you to do that. I use my experience to tell students, 
“I’ve been doing this for 45 years, and I’m still standing.” 
Students are young and raising families. They need a job, to 
have a salary. They fear losing their job when they stand up 
to the system.

I try to, without dismissing their concern, reassure 
them that if  they do the right thing and get fired, they will 
find another job. I think if  you are doing the right thing, you 
are going to find a job somewhere. It’s easier said than done. 
Students argue I can say that because I am here [working as 
a professor]. Yes, I tell them, but I was there, too. I want to 
reassure students it’s okay, if  you are feeling threatened, if  
you are fearful that you are going to lose your job. That’s a 
sign you are doing the right thing. You are following social 
justice theory, the philosophy. 

JMN:  Fear is entrenched in the system of  practice. You mentioned 
you were able to embody it as a practitioner.
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EG:   I was always in trouble. 

JMN:  So how easy is it to embrace social justice now as a profes-
sor, as an academician?

EG:  Well, there are issues in academia where you have to chal-
lenge the status quo as well. I retired as a superintendent, 
and that’s the highest rank in K-12, right? I started in aca-
demia as a junior faculty member as an assistant. I didn’t 
negotiate any tenure. With my experience I could have, but 
I didn’t. I should say I retired very young. It’s not like I 
retired and came to this job to slow down. No, I actually 
started another career. I retired from the superintendency 
at 52 years old. As such, I started as an assistant professor 
at UTSA. Now, 13 years later, I achieved the highest rank 
in academia of  full professor. It’s a big accomplishment. I 
navigated both educational systems and experienced them 
at all levels. I didn’t realize until somebody else pointed it 
out to me. 

As an academician, how do I continue to promote 
the same kind of  passion to lead from a social justice per-
spective? I will tell you that academia has its own politi-
cal stuff. You have to navigate all that as well. I still have 
to remain grounded in my beliefs, my core values, and my 
convictions, because they still get challenged as an assistant 
professor. I didn’t know any better because I wasn’t social-
ized into the academy and I didn’t know enough about how 
higher education works. So I just went about my way and 
did what worked for me and my students. Just do it well 
and see what happens. Even in academia you have to be 
hyper aware of  the pulls and pushes that could deviate you 
from a focus on social justice.

JMN:  Did your identity as a Latino influence your work or your 
expectations as a scholar?

EG: I would be lying if  I said no, because it’s there all the time. 
We don’t talk about it. I’m not speaking specifically about 
our department because I think it applies to most depart-
ments. When you have a department that is very congenial, 
not collegial, you don’t discuss the hard stuff. You’re just on 
the surface, and everybody gets along. So all those things 
that are unsaid are there, and everyone knows it. 

It has to do with issues of  race, ethnicity, gender, 
sexual orientation. Everything is there. I think where it is 
most evident is in the philosophies that emerge when we 
are doing admissions and when we are conducting a faculty 
search. That’s when some of  those issues are really evident 
in how things fall. As a member of  the faculty, I have the 
responsibility to make sure we maintain a high degree of  
social justice in those processes. My philosophy is inclu-
sion. I’m not about exclusion. So if  somebody applies to 
the program and they meet all the guidelines, let them in.

But that’s not the philosophy for doctoral programs 
or other programs. I’m not pointing fingers at others. But 
that tends to be the traditional way reviews for admissions 
go. We are looking for reasons to reject rather than admit.

JMN:  So are we gatekeeping? 

EG:  We’ve been seduced by this perceived power that we have to 
control the students we want to serve.  

JMN:  Thinking about the degrees we offer, what makes an excel-
lent candidate for a leadership degree? I find leadership to be 
misunderstood.

EG:  Well, let’s consider how you define leadership. Look at the 
way we process the Wintergarden Cohort. We’ve learned a 
lot of  lessons from that program. If  we used the traditional 
criteria to admit students, 50% of  those students who have 
been admitted and have finished the program would never 
have been accepted. That speaks to this notion that we need 
to have really strict selection to filter in the best candidates 
possible. That’s the tension always present. Who or what de-
termines who is ready for something? I’m not speaking about 
others, but I’m speaking about ours because I’ve been here 13 
years and I’ve seen it every year. 

JMN:  What is a high-quality candidate? How do we determine that? 
I understand the tenets of  social justice as spreading oppor-
tunities and providing an equitable environment for all. Yet, 
somehow we rely on this hegemonic mindset that suggests 
what a successful principal or doctoral candidate looks like. 
So we resort to those ideals.

EG:  Exactly, and as a social justice leader and advocate, those are 
your battles. When you are in academia, just because we are 
here at the university doesn’t mean we’re not fighting the 
same kinds of  fights as K-12 practitioners. There are inequi-
ties everywhere. It’s not easy for me, but it could be very easy 
for many people to just say let it be. If  you are truly about 
social justice, you will find a way to resist those structures.

JMN:  For many of  us who do research on social justice leadership, 
how do we transition this to our classrooms? How do we 
respect language, abilities, experiences, and identities of  stu-
dents in traditional graduate systems? 

EG:  These are the types of  life experiences we honor and accept. 
Besides USLC and Wintergarden, the work I do with my doc-
toral students is just as important. For example, I am delib-
erate about the work I do with my doctoral students. These 
graduates are impactful in terms of  the next stage of  their ca-
reer. They are ending up in positions where they could make 
major decisions.

JMN:  How do you mentor students and colleagues as part of  your 
social justice focus?

EG:  It gets operationalized. It’s not just verbalism. It’s more than 
reflection, it’s also action. Just to give you a little idea. I’ve 
chaired 20 dissertations that have successfully defended. I 
think that if  we ask students to come to our program, we 
should be just as enthusiastic about helping them finish. We 
invite them in and also should help them along the way. 

I’ve been in more than 40 dissertation committees be-
sides those 20 dissertation chairs. I really spend a lot of  time 
with that part because I believe it’s important for change. We 
need to live by our actions. We can’t just talk about it; we need 
to do it.
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JMN:  If  you could change anything about the academy, what 
would it be?

EG:  It’s a very simple perspective and maybe complicated at the 
same time: I would change the way we exclude students. I 
would change it to an open enrollment. I don’t care what 
your GPA is, as long as you want to seek the experience. This 
is a testament of  how we are going to facilitate a program to 
help students develop themselves. Once you give people the 
responsibility of  completing coursework by letting them in, 
the responsibility of  scholarly development falls on all of  us.

JMN:  Perhaps this concept is not as easy for some? 

EG:  It sounds like a simple thing to change, but it’s more compli-
cated. Accountability gets spread out a little bit more. Who 
are we to judge? If  somebody really wants to begin a pro-
gram, let them in. I’ve had two or three students I had to 
look for ways to let into the program. Not surprisingly, they 
proved to be more successful in the program than others 
who were let in with no questions asked. We had one in the 
last USLC cohort, we had to find the ultimate loopholes to 
have her admitted. According to her professors, she has been 
getting really good reviews on her work. If  we were to go 
on traditional guidelines, that person would be denied for 
admission. You never stop fighting for students.

JMN:  You have to get tired sometimes.

EG:  I’ll share with you again what I’ve shared with you and other 
friends and colleagues. I remember one conversation with 
my assistant principal at the time. He said, “We’ve been fight-
ing the fight forever, since we were in the Revolución, and 
we are still fighting now. I’m tired, and I think I’m going to 
hang it up.” 

I said, “You know what, I’m tired too.” But I wasn’t 
ready to quit. 

He said, “Well, what do you mean?” 
I said, “No, when we had nothing but our bare fingers, 

we were fighting like crazy with nothing. Now that we are 
in positions, that we can do more, we know the system, and 
we can navigate it in a way where we can help others find 
the space, why should we quit now? Why should we quit, 
now that we’re here, now that we have tools? It doesn’t make 
sense to quit.”

I’m not advocating a physical revolution. We have to 
navigate the system to keep playing in the game, we can’t get 
kicked out of  the game.  

You reminded me of  mentoring other colleagues. 
Certainly that’s a big responsibility for anyone as a leader 
or advocate for social justice. We are not eternal. We need 
to help develop the next generation of  advocates. As such, 
when faculty lines became available, I volunteered to chair 
the search. Most of  the interview questions were focused on 
USLC-related stuff. I know I’m not eternal, and part of  my 
responsibility is to develop a succession plan. You happened 
to be the one that showed a very direct, keen interest in this. 
You and the other two professors who are participating in 
the USLC program. You are part of  the succession plan. It’s 
a program that is self-perpetuating, but it needs someone to 

continue to facilitate. I have found it to be a very rewarding 
experience.

JMN:  Every time we meet students say how much they look for-
ward to coming to class.

EG:  When they come to class, they are happy, it’s therapy.

JMN:  It’s very uplifting to know you are doing a good job, that 
you are doing right by society and the system in which we 
are trying to cultivate minds. As we come to a close, in your 
many years of  education, can you talk about some major 
accomplishments and awards that have been meaningful to 
you?

EG:  Accomplishments, the more cliché ones are I graduated 
from high school, I got a PhD, which I would have never 
imagined a few years ago. The most rewarding part for me, 
or accomplishment, is the network that has resulted from 
the work we have done with USLC. To imagine there are 
over 100 people practicing the tenets of  USLC is impressive. 
Some people must think, “I can’t do it alone.” As I consider 
the many people I have met along this journey, I know you 
will not be alone. 

JMN:  You’ve touched so many master’s and doctoral students...

EG:  That’s just during my tenure here at UTSA. To me that’s the 
biggest greatest, most rewarding accomplishment. I also val-
ue the traditional recognition. During my K-12 experience, 
being principal was the most rewarding. Having NPR come 
and do the program on our campus was a great moment. 
Also, as USLC lead faculty, receiving the inaugural UCEA 
Exemplary Educational Leadership Preparation Award for 
USLC was the ultimate formal award. 

JMN:  More recently you won the Distinguished Faculty Achieve-
ment Award from the Learning and Teaching in Educational 
Leadership group at AERA.

EG:  I’m very proud of  that too. It’s like icing on the cake in terms 
of  my research agenda. Well, you know, I never set out with 
the goals to get all this recognition. I think if  we do the good 
work, it all comes back, whether it’s in a formal award or not. 
And when it comes back, it comes twice as much. 

JMN:  Anything else you would like to add?

EG:  I just want to thank you for giving me the opportunity to do 
this reflection. It was more like a reflection than anything 
else. I hope that as this gets shared it serves to promote, en-
hance, and encourage other programs to consider some of  
the things that have worked for us. It’s been a good experi-
ence.

JMN: Thank you. I took a little bit more than we should have. But 
there is so much we can learn from each other. Again, thank 
you for your time and thoughts. 
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Call for Nominations
2016 Exemplary Educational Leadership Preparation Award
Deadline: Thursday, June 30, 2016

The Award
Quality leadership preparation is essential to quality leadership practice. Research reveals an important relationship between preparation 
and leaders’ career outcomes, practices, and school improvement efforts. Exemplary university-based educational leadership preparation 
programs have authentic, powerful, and field-embedded learning experiences that connect research and theory with practice. To celebrate 
exemplary programs and encourage their development, UCEA has established an Award for Exemplary Educational Leadership Prepara-
tion. This award complements UCEA’s core mission to advance the preparation and practice of  educational leaders for the benefit of  all 
children and schools. 

Leadership educators are invited to nominate their programs for recognition at the 2016 UCEA Conference. The program or programs 
(up to three) determined most worthy of  recognition will receive a significant cash award. In addition, each award-winning program will 
be recognized at a session during the 2016 UCEA Convention, on the UCEA website, and through a case-study publication.

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

Award Criteria
Contributions will be judged on the extent to which the program (a) reflects current research on the features, content, and experiences 
associated with effective leadership preparation and (b) has demonstrated evidence of  program effectiveness. The Handbook of  Research on 
the Education of  School Leaders (Young, Crow, Murphy, & Ogawa, 2009) addresses both of  these criteria in depth. For the full set of  award 
criteria, please visit http://www.ucea.org/opportunities/exemplary-university-based-educational-leadership-preparation/

The Procedure
To nominate your program, please navigate to the following URL and follow the instructions below: 

http://www.ucea.org/opportunities/exemplary-university-based-educational-leadership-preparation/

Step 1: Read through the award criteria and instructions 

Step 2: Submit a statement of  intent to apply (through the link).  Upon receipt of  a program’s intent to submit an Award Application, 
the program contact will be invited to an Award Dropbox Folder where program application materials should be deposited.

Step 3: Prepare Parts I–V of  the Award Application as described at the above URL.

Step 4: Save each part of  the Award Application as an individual PDF file in the designated Award Dropbox Folder. Please note each 
file should be named according to the corresponding part of  the Award Application (e.g., Part.I.pdf, Part.II.pdf, etc.).

Please Note: All materials must be submitted by Thursday, June 30, 2016.  

Please email ucea@virginia.edu or call (434) 243-1041 with questions.

UCEA International Summit
Sunday, November 20, 2016

Save the Date! The 2016 international Summit will be held Sunday, 
November 20 at the Detroit Detroit Marriott Renaissance Center in 
Detroit, Michigan. Join us for presentations, breakout sessions, and 
moderated discussions with a variety of scholars and practitioners 
involved in international research and development projects. 
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Point/Counterpoint

Perspectives on the Enactment of  the 
Every Student Succeeds Act (ESSA)

 W. Kyle Ingle
University of  Louisville

December 2015 brought big changes in education policy across 
U.S. states with the passage of  the Every Student Succeeds Act 
(ESSA), the seventh reauthorization of  the 1965 Elementary and 
Secondary Education Act (ESEA). This most recent reauthoriza-
tion is the first since 2002 when state education agencies, districts, 
and schools came to know ESEA as the No Child Left Behind Act 
(NCLB). Among other things, NCLB mandated the highly quali-
fied teacher provision, subsequently refocusing efforts to improve 
teacher quality. The legislation also mandated that student sub-
populations identified by racial or ethnic identity, students living 
in poverty, students with limited English proficiency, and students 
with disabilities achieve adequate yearly progress. If  any one of  
these subpopulations in a school failed to make adequate yearly 
progress, the school is identified as needing improvement, faced 
public stigmatization, and the potential loss of  federal funds.  

In responding to what was then known as NCLB, state and 
local education authorities across the United States expressed con-
cerns about the expanded federal role in the provision of  educa-
tion in the United States, criticizing the legislation for its inflex-
ibility and highly prescriptive nature. Apparently, the criticisms did 
not fall on deaf  ears, as this most recent reauthorization cedes 
back some territory to states previously lost under NCLB. As 
Klein (2016) recently noted, 

Big questions loom about where states and districts will 
take the leeway granted to them under the newly minted 
Every Student Succeeds Act—and how their decisions 
will affect the perennially foundering schools and tradi-
tionally overlooked groups of  students and schools the 
NCLB law was designed to help. (p. 4)  

Stakeholders representing state education authorities, local 
educational authorities, and university faculty are now grappling 
with the legislation and how to respond. In conjunction with the 
annual meeting of  the American Educational Research Asso-
ciation in Washington, DC, representatives from UCEA and the 
Politics of  Education Association met with majority and minority 
staffers working with Congressional members of  the House Edu-
cation and Labor Committee and the Senate Health, Education 
Labor, and Pensions committee on April 11. The following issues 
were discussed with policy staffers:

• Teacher and leader academies—We emphasized the need for 
safeguards to ensure quality and state data collection and eval-
uation plans to assess these academies. We also pointed out 
the lack of  research funding on school leadership. 

• State capacity—We expressed concerns for how state budget 
crises will likely continue to impact the capacity of  state de-
partments of  education to rollout ESSA.  

• Education finance—We expressed concerns that if  states 

have regressive systems of  education funding, the impact of  
federal funds may be blunted when flowing through such sys-
tems. We also asked if  policymakers might consider incentiviz-
ing states to pursue progressive funding models that prioritize 
funding to high-poverty districts.

• Distribution of  school leaders—We highlighted the legisla-
tion’s lack of  emphasis on an equitable distribution of  princi-
pals under ESSA.

• Title II set-asides—3% of  the ESSA budget has been set aside 
for principals and school leaders. We asked for suggestions as 
to how this 3% might be spent by state and local education 
authorities.  
Among the UCEA participants who participated in the 2016 

Day on the Hill were Dr. Steven Jay Gross of  Temple University 
and Dr. Ed Fuller of  Pennsylvania State University. These two in-
dividuals shared recent policy briefs with the majority and minority 
staffers. The brief  provided by Dr. Gross focused on states’ capac-
ity (or lack thereof) to adequately implement ESSA, recommending 
renewed community engagement in states and school districts and 
calling for the exploration of  providing aid for the equitable distri-
bution of  educators (teachers and school leaders) and additional 
supports for promising innovations such as community schools. 
Dr. Fuller and Penn State colleague, Andrew Pendola, provided a 
policy brief  entitled, How the Distribution of  Leaders Influences the Dis-
tribution of  Teachers: Solving the Problem of  Inequality. Fuller and Pen-
dola make recommendations for addressing the inequitable distri-
bution of  teachers and school leaders, including creating incentives 
for the increased production and hiring of  school leaders of  color, 
refining school and principal accountability systems, and creating 
salary incentives to attract school leaders to the most disadvantaged 
school settings. 

Needless to say, stakeholder groups are continuing to learn 
about the legislation and shape responses to it. In this Point-Coun-
terpoint, I sought to bring together two perspectives on the enact-
ment of  the ESSA—one perspective being that of  a district-level 
leader in one of  the largest urban school districts in the United 
States, and the other being that of  a respected policy analyst with 
many prior years of  experience working with the Texas State Leg-
islature. 

• Marco A. Muñoz is the Priority Schools Director with the 
Jefferson County Public Schools (Kentucky), serving in the 
Superintendent’s Office. Dr. Muñoz earned a superintendent 
certification and his doctoral degree in educational administra-
tion from the University of  Louisville. Muñoz is the recipient 
of  the 2015 Harvard University Strategic Data Project Fellow-
ship, the 2011 UCEA Excellence in Educational Leadership 
Award, the 2008 National Staff  Development Council Best 
Evaluation Award, and the 2001 American Evaluation Asso-
ciation Marcia Guttentag Award. He is the past President of  
the Consortium for Research in Educational Assessment and 
Teacher Effectiveness and the author of  numerous publica-
tions in refereed journals. He is an adjunct faculty member 
with the University of  Louisville in the area of  statistics, mea-
surement, evaluation, and action research. He also has taught 
courses for Vanderbilt University.
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• Ed Fuller is an Associate Professor in the Department of  
Education Policy Studies in the College of  Education at 
Pennsylvania State University. His research interests include 
educator (teacher, principal, and central office administrator) 
quality, distribution, mobility, turnover, and career pathways; 
educator preparation; school improvement; evaluation; and 
charter schools. Prior to joining the Penn State faculty, he 
was a special research associate and adjunct faculty at the 
University of  Texas at Austin. He has also served as the Di-
rector for Research at the Texas State Board for Educator 
Certification and Program Director for Evaluation at the 
Charles A. Dana Center at the University of  Texas at Austin. 
He received three degrees from the University of  Texas at 
Austin: BS in Education, Master’s in Educational Adminis-
tration (Principalship Program), and a PhD in Educational 
Administration (Policy and Planning). He was a secondary 
mathematics teacher in a rural district and urban district be-
fore returning for his master’s degree. Dr. Fuller also serves 
as the Director of  the Penn State Center for Evaluation and 
Education Policy Analysis and as Associate Director of  Poli-
cy for the UCEA. The Penn State Center provides evaluation 
assistance to schools, school districts, and organizations in 
the commonwealth and across the nation. The center also 
focuses on providing analyses of  education policies in the 
commonwealth and across the nation. As UCEA Associate 
Director of  Policy, Dr. Fuller works with the UCEA Presi-
dent and Executive Committee to review policy propos-
als, develop policy agendas, develop coalitions with other 
groups, educate state and policymakers, and engage UCEA 
members in the policy process. This position builds on his 
wealth of  experience in working with the Texas Legislature 
1997–2011.

I thank both of  these contributors for responding to my invi-
tation and contributing to our ongoing efforts to inform UCA 
member institutions about this important federal legislation. 

The ESSA and its Potential 
Implications for State and Local 

Educational Agencies
 

Marco Muñoz
Jefferson County Public Schools, Louisville, Kentucky

The objective of  this article is to review the recently enacted 
ESSA (2015) and the implications for states and public schools 
around the nation. First, a brief  introduction reviewing the his-
tory of  federal education laws is presented. Second, a review of  
the new ESSA legislation is discussed, including its implication 
for states and school districts. The article closes with a succinct 
conclusion. Major points associated with ESSA are (a) it limits 
U.S. Education Secretary’s authority while providing more state 
and local control; (b) it has federal requirements, but is less pre-
scriptive than NCLB; and (c) the law provides an opportunity to 
create new accountability systems that will be more meaningful 
and fair. 

Introduction
The ESEA (1965) offered a significant increase in federal fund-
ing for education. This act was part of  a federal effort in multiple 
areas as the Great Society, during the Johnson Administration, 
developed antipoverty programs. At the root, ESEA was a re-
sponse for social problem solving in education. ESEA was fol-
lowed by the reauthorization of  ESEA in 1994 (Improving Amer-
ica’s School Act), which provided financial support for states to 
develop academic standards as well as to monitor progress on 
achieving these standards. More recently, ESEA was reauthorized 
as NCLB (2002). The NCLB legislation increased the federal role 
in education like never before by establishing more requirements 
for student performance, testing, teacher training, sanctions, and 
corrective actions. With NCLB, the focus was on measuring out-
comes and impact for all students as well as for subgroups of  
students. This was emphasized by creating Annual Measurable 
Objectives and data disaggregation in statewide standardized test-
ing. Test-driven accountability became the law of  the land in our 
nation. 

Many questions remained after the design and implementa-
tion of  the NCLB legislation. Were we developing appropriate 
means for assessing students and their progress? Are we properly 
identifying and supporting schools that are failing according to 
narrow measures of  success? Are we using research-supported 
turnaround models for transforming low-performing schools? 
Is test-based accountability the only way to measure success in 
schools? The new ESSA (2015) is a federal policy level reaction 
to some of  these questions. Perhaps, when it comes to the NCLB 
legislation, the detriment was outweighing the benefits because 
a one-size-fits-all approach at the federal level was negating the 
wisdom coming from the local knowledge at the district and state 
level. Perhaps a good thing—accountability—might be much big-
ger than test-driven accountability. 

The ESSA 

The ESSA grants greater flexibility and authority for states and 
school districts around key areas, such as academic standards, 
assessment systems, accountability systems, interventions and 
student supports, and educator evaluation and support systems. 
More specifically, the ESSA prohibits any U.S. Secretary of  Ed-
ucation, through regulatory or waiver processes, from requiring 
states to adopt specific standards, assessments, teacher evaluation 
methods, or other key policies. 

Academic standards and assessments. The act requires 
state standards aligned with college- and career-readiness and skills 
but defers on HOW to define such alignment to states. State must 
set goals and annually measure progress toward their academic 
standards using multiple measures of  student success, instead of  
just test scores on statewide standardized tests. The act requires 
states to implement high-quality academic assessments in reading, 
mathematics, and science under the same assessment timelines but 
allows for (a) district use of  nationally recognized high school aca-
demic assessments (e.g., ACT, SAT) in lieu of  state assessments if  
aligned to state standards and other requirements, (b) limiting the 
amount of  time devoted to assessment administration for each 
grade, and (c) an assessment pilot. In the new legislation, there is 
room for innovative assessment systems, including competency-
based, instructionally embedded, interim assessments; cumulative 
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year-end assessments; and computer-adaptive tests. 
ESSA and accountability. ESSA eliminates the NCLB 

school accountability system and its well-known “adequate yearly 
progress” requirement. States and school districts must establish 
and implement their self-developed accountability system by the 
2017-18 school year. The act requires statewide system and annual 
school report cards that will “meaningfully differentiate” schools 
using (a) academic proficiency on state assessments, (b) graduation 
rates for high schools, (c) achievement of  English language profi-
ciency, (d) growth or another statewide indicator for K-8 schools, 
(e) at least one other state-set indicator of  school quality or student 
success (e.g., advanced coursework, school climate and safety), and 
(f) a 95% assessment participation rate. In addition, the first four 
academic indicators must carry “substantial” weight and in the ag-
gregate carry “much greater weight” than the other state-set in-
dicator of  school quality or student success. ESSA permits states 
to use computer-adaptive tests that enable students to be assessed 
on content above grade level. In addition, assessments may be a 
single end-of-year assessment or multiple assessments that result 
in a summative score. 

Title I and school improvement. The act requires states 
to use evidence-based interventions, but specific improvement 
models are no longer required. The “comprehensive” support and 
improvement includes (a) lowest-performing 5% of  Title I schools 
on state accountability index, (b) high schools with less than 67% 
graduation rates, (c) schools with underperforming subgroups that 
do not improve after a state-determined number of  years, and (d) 
“targeted” support and improvement for schools with consistently 
underperforming subgroups as defined by states. The states must 
notify districts about schools identified, but it is the district that 
has the right to develop and implement a support and improve-
ment plan. These plans must be developed with stakeholder input, 
including school leaders, teachers, parents, and students; however, 
the plan must include a needs assessment, use evidence-based in-
terventions, and be equitably resourced. These schools are eligible 
for comprehensive support and improvement funding for up to 4 
years. If  a school is not adequately improved by then, the state may 
take a more prescriptive approach and monitoring.  

Teacher and leader quality. ESSA significantly rewrites 
Title II, which deals with teacher training and performance as 
well as providing more equitable access to effective teachers and 
school leaders. The act provides more flexibility granted to states 
and districts around spending Title II funds and does not require 
highly qualified teacher designation or specific evaluation measures 
or methods. Although the law removes the highly qualified teach-
er designation, it still requires teachers to be appropriately certi-
fied; also, evaluation remains an allowable expense. Funding may 
support initiatives to improve recruiting, hiring, and retention of  
teachers in low-income schools. High-poverty schools may benefit 
from targeted and personalized support for teachers through pro-
fessional development that impacts student learning. This may take 
the form of  teacher or principal preparation academies as they try 
to address hard-to-fill positions in shortage areas or high-poverty 
schools. 

Title III: Language instruction for English learners 
and immigrant students. The act supports English language 
learner proficiency in such a way that learners can meet the same 
challenging state academic standards as other students. There is 
an emphasis on effective professional development and effective 

family engagement strategies. Another emphasis is on monitor-
ing and evaluating the effectiveness of  programs in English lan-
guage learner settings. Additionally, students who exit the English 
learner programs must be tracked for 4 years instead of  2 years. 

Other important titles. Title IV is now a combination 
of  Titles IV and V. The act authorizes grants to establish or ex-
pand community centers (i.e., 21st Century Community Learning 
Centers) that provide services during nonschool hours. Title IV 
provide grants to increase student access to technology; science, 
technology, engineering, and math (STEM) courses; Advanced 
Placement programs; foreign languages; and other advanced 
courses. In addition, funds can be used for increasing mental 
health awareness and services as well as for creating healthy and 
safe school environments. Other topics are charter schools, mag-
net schools, family engagement in education programs, and aca-
demic enrichment for students. Titles V–IX also have numerous 
changes, but it is beyond the scope of  this article to address each 
of  these changes. 

Taken together, these changes in the federal legislation 
seem to reduce the stakes of  state tests for schools while giving 
more levels of  autonomy over how school districts define success 
and the interventions employed when schools fail to demonstrate 
progress and achievement. In terms of  teacher education and 
service, states will be responsible for ensuring that teachers meet 
applicable teacher licensure and certification requirements and no 
longer a federal requirement as the highly qualified requirement 
under NCLB. School improvement plans must include evidence-
based interventions but also address resource inequities. 

Conclusion
ESSA is a major shift in federal education policy, with notable 
differences when compared to NCLB. Three notable changes in-
clude (a) no requirement of  Annual Measurable Objectives, (b) 
freeze on focus or priority schools (no exits), and (c) no federal 
highly qualified teacher requirement. Among many other changes 
included in the new law are accountability systems and school 
improvement plans (Title I), teacher preparation and recruitment 
(Title II), English learners (Title III), innovation programs (Title 
V), Native American education (Title VI), impact aid (Title VII), 
general provisions (Title VIII), and education for the homeless 
(Title IX). However, it should be noted that the implementation 
of  ESSA will be a truly ongoing process. Local knowledge should 
be used to consider the options and make the best decisions for 
students and not only for the adults serving our schools. 

In practical terms, NCLB waivers and state accountability 
systems remain in place for the current (2015-16) and the next 
(2016-17) school year. The current state systems must contin-
ue until a state accountability plan is approved for the 2017-18 
school year. This is a good time to start seriously considering the 
implication of  the new law by engaging stakeholders and con-
ducting resource equity assessments that will allow for the much 
needed comprehensive support and improvement of  our high-
poverty schools. ESSA authorizes support for schools with high 
percentages of  children from low-income families to provide all 
children significant opportunity to receive a fair, equitable, and 
high-quality education and to close educational achievement gaps. 

The act requires states and districts to identify and address 
any disparities in teacher quality and qualifications for better serv-
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ing low-income and minority students (Muñoz & Chang, 2007; 
Muñoz, Prather, & Stronge, 2011; Muñoz, Scoskie, & French, 
2013). In schools that serve a large population of  low-income 
students, ESSA mandates increasing the amount of  quality learn-
ing time as well as providing counseling; mental health programs; 
specialized instructional support services; and appropriate, im-
pactful professional development activities. The time is NOW 
to start acting so that we can radically improve our services for 
ALL our students, particularly academically at-risk (better term: 
at-promise) students.

ESSA: Implications for Leaders and 
Leadership Preparation

 
Ed Fuller

Pennsylvania State University 
UCEA Associate Director of  Policy and Advocacy

In this Point-Counterpoint, I want to address several issues in-
cluded in the ESSA that impact school leaders and school leader 
preparation programs. However, before addressing these issues, I 
want to begin by noting an omission in ESSA that will drastically 
affect the probability of  states being successful in creating an eq-
uitable distribution of  teachers.

Distribution of  Teachers, but Not Leaders
In our recent meeting with congressional staffers, we learned that 
ESSA originally included a provision that provided funding for 
states to address the equitable distribution of  teachers and princi-
pals. However, after much discussion about the ability of  states to 
accurately assess principal effectiveness and document the distri-
bution of  principals, the language about using funds to equitably 
distribute principals was removed from the bill prior to passage.

We can understand the hesitancy of  legislators to wade into 
the difficulty of  examining the distribution of  principals, espe-
cially if  the examination is based on the distribution of  effec-
tive principals, given the great difficulty of  estimating principal 
effectiveness and the lack of  research relating the observable 
characteristics of  principals and principal effectiveness (Fuller & 
Hollingworth, 2014). Unfortunately, however, researchers sug-
gest that creating an equitable distribution of  teachers without 
addressing the equitable distribution of  principals will be exceed-
ingly difficult (Boyd, Grossman, et al., 2011; Clotfelter, Ladd, Vig-
dor, & Wheeler, 2006; Ladd, 2011).

Understanding why the equitable distribution of  principals 
is a necessary but not a sufficient precondition for the equitable 
distribution of  teachers requires an understanding of  the causes 
of  the inequitable distribution of  teachers. While there is certainly 
some debate about the myriad causes of  the inequitable distribu-
tion of  teachers, one primary cause is teacher turnover (Darling-
Hammond & Sykes, 2003; Ingersoll & Smith, 2003; Murnane & 
Steele, 2007). Schools serving large proportions of  children of  
color and children living in poverty as well as schools with lower 
relative performance tend to have far greater turnover rates than 
other schools (Clotfelter et al., 2006; Darling-Hammond & Sykes, 
2003). This high turnover leads to the hiring of  inexperienced 

and often underprepared teachers who do not possess the requi-
site knowledge and skills to effectively accelerate the learning of  
students who have historically underperformed and arguably have 
been left behind regardless of  federal and state policies. 

A number of  different policies and strategies at various lev-
els of  the education system will be needed to stem the rapid turn-
over of  teachers in these high-need schools. Researchers suggest 
the most important issue that needs to be addressed is the quality 
of  the leadership experienced by teachers in such schools (Boyd, 
Grossman et al., 2011; Brown & Wynn, 2009; Ladd, 2011). In-
deed, Ladd (2011) found that teachers’ perceptions of  principals 
and their behaviors are the strongest predictor of  teacher turn-
over—even greater than student test scores and student demo-
graphics. Given that principals with greater experience and tenure 
are rated as having more effective leadership behaviors and are 
more effective overall, ensuring that all schools have stable and 
experienced leaders is an important factor in ensuring a more eq-
uitable distribution of  teachers.

ESSA easily could have included funding targeted towards 
ensuring greater comparability in the years of  experience and ten-
ure of  principals across schools serving different populations of  
students. Such funds could have been used for additional pay as 
an incentive to become a leader and remain a leader in a particular 
school, the hiring of  additional assistant principals to reduce the 
time burdens on the principal, and to provide greater discretion-
ary funding for the principal to use to address issues in a particular 
school. Perhaps states will access additional ESSA funds such as 
those targeted more generically at leaders to address this critically 
important issue.

ESSA and Accountability
One aspect of  ESSA related to the distribution of  school lead-
ers is the devolvement of  authority to state policymakers about 
the designs of  school, leader, and teacher evaluation systems. Re-
searchers have suggested that accountability systems can impact 
the supply and retention of  both leaders and teachers in schools 
(Clotfelter, Ladd, Vigdor, & Diaz, 2004; Finnigan & Gross, 2007; 
Fuller & Young, 2012). Relevant to UCEA’s focus on equity, re-
searchers argue that state accountability systems focused on sta-
tus measures (such as the percentage of  students identified as 
proficient) and unadjusted noncognitive measure (such as atten-
dance rates and survey results) are biased against leaders in lower 
performing schools and schools serving large proportions of  
children in poverty and children of  color (Fuller, Hollingworth, 
& Liu, 2015; Fuller & Young, 2012). Specifically, because most 
school accountability systems and principal evaluation systems do 
not adjust measures for student background characteristics (Fuller 
et al., 2015)—including growth measures (Fuller et al., 2015)—ed-
ucational leaders in schools with high concentrations of  children 
in poverty and children of  color tend to be identified as less effec-
tive than they actually are, whereas schools and leaders of  schools 
with low concentrations of  children in poverty and children of  
color tend to be identified as more effective than they actually are 
(Fuller et al., 2015). 

These accountability and evaluation systems create a disin-
centive for teachers and leaders to enter and remain working in 
such schools. Moreover, such inaccurate results can be used to 
terminate the employment of  principals, thus creating another 
disincentive for leaders and exacerbating the already astronomi-



36 • UCEA Review • Summer 2016 www.ucea.org

cally high turnover rates in such schools among teachers and prin-
cipals. Because ESSA allows states far more flexibility in designing 
school accountability and leader evaluation systems than under 
NCLB, state policymakers could create more accurate account-
ability and evaluation systems that do not create disincentives 
for well-qualified and experienced leaders to enter and remain in 
hard-to-lead schools. 

Leadership Preparation and Leadership 
Academies
Under Title II, Part A, states may use allotted funds to reform 
principal certification efforts to ensure that “principals have the 
instructional leadership skills to help teachers teach and students 
learn” and “principals have the instructional leadership skills, nec-
essary to help students meet challenging State student academic 
achievement standards.” States also may use allotted funds to sup-
port principals, including those new to the profession, through 
efforts such as mentoring and induction. These efforts, if  done 
well, could certainly improve the preparation and effectiveness 
of  school leaders. Programs in states adopting such approaches 
may have to realign their efforts with new certification standards, 
although extant evidence suggests most state certification efforts 
are closely aligned with national standards for school leaders.

States also may create alternate routes into the leadership 
profession as well as leadership academies. With respect to leader-
ship academies, institutions of  higher education or nonprofit or-
ganizations may create such academies to prepare individuals for 
school leadership positions. Such academies would be required to 
provide a “significant” part of  their training through clinical in-
ternships in which the aspiring school principal be matched with 
an “effective” principal. The state could not prohibit or require 
particular methods of  instruction or number of  credit hours—in 
other words, the academies could develop their own course of  
instruction. Moreover, if  a state chooses to create such academies, 
the state cannot require academies to hire instructors that hold 
advanced degrees. In other words, someone without a master’s 
degree or a doctoral degree could train aspiring leaders. The state 
also may not prohibit academies that do not have a physical in-
frastructure. Further, an individual completing such a program 
should be treated as if  s/he had obtained a master’s degree for the 
purposes of  “hiring, retention, compensation, and promotion.” 
Finally, the state must specify specific goals for the academy, in-
cluding the number of  aspiring leaders identified as effective in 
improving student achievement and the award of  a certificate of  
completion or degree only after the individual “demonstrates a 
record of  success in improving student academic achievement.”

Allowing states to create such academies while restricting 
states’ abilities to set requirements about the operations of  such 
academies is highly problematic for many reasons. First, the cre-
ation of  such academies promotes a fast-track entrance into the 
profession in a manner that may not include any coursework other 
than an internship. Not only would this restrict the authority and 
responsibility of  the state to determine the content of  leadership 
preparation as well as the method for approval of  such entities, 
the adoption of  such academies also could result in the exacerba-
tion of  the race to the bottom in which preparation programs 
require fewer and fewer hours at a lower and lower price in order 
to increase enrollment.

This is also problematic from the standpoint that if  aspir-
ing leaders only learn leadership skills from existing school lead-
ers, then there is a high probability that newly prepared leaders 
will simply reify the existing problematic leadership practices with 
disadvantaged children of  color, children in poverty, special edu-
cation students, and English language learner students. Indeed, 
one could certainly make the argument that an academy might 
place an aspiring leader in a charter school that has a history of  
inappropriate and inequitable disciplinary policies that push out 
children who pose behavioral or academic issues and that, con-
comitantly, the aspiring leader could be identified as being effec-
tive in increasing student academic achievement—partially as a 
result of  the inappropriate disciplinary policies. Although there is 
no guarantee that such a scenario could not occur in a university-
based program, the fact that high-quality university-based pro-
grams regularly employ individuals with advanced degrees who 
often focus their research on issues of  equity and access decreases 
the probability of  such a scenario.

Further, the requirement that individuals be assessed based 
on their ability to increase student academic achievement is also 
problematic. Indeed, researchers generally have concluded that 
there is no accurate method to identify the independent contribu-
tion of  a school leader to student achievement (Fuller & Holling-
worth, 2014). Moreover, most states have adopted principal evalu-
ation systems that do not adjust measures for student background 
characteristics and thus would be inaccurate indicators of  princi-
pal effectiveness, regardless of  the manner in which effectiveness 
is measured (Fuller et al., 2015)

Finally, while we need much more research, teachers from 
alternate routes tend to leave schools at higher rates (Boyd, Dun-
lop, et al., 2011; Liu & Fuller, 2014)—even after controlling for 
the personal characteristics of  the teachers and the characteristics 
of  the schools in which they are employed. Thus, efforts by states 
to circumvent the traditional pathways into teaching and lead-
ing actually may increase turnover and, consequently, exacerbate 
existing issues related to the distribution of  teachers and leaders 
mentioned at the beginning of  this essay.

SEP3 Toolkit 

UCEA is thrilled to share with you a set of  resources and 
tools designed to help states improve principal preparation 
by reforming their current approach to evaluating 
educational administration programs. Created in partnership 
with the New Leaders, the State Evaluation of  Principal 
Preparation Programs Toolkit—or SEP3 TOOLKIT—
provides essential guidance on implementing a more in-
depth and rigorous principal preparation evaluation process, 
thereby enabling states to accurately assess quality and 
support continuous improvement in educational leadership 
preparation. You can download these materials from  
                             www.sepkit.org
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Final Thoughts
While ESSA provides some great opportunities for state policy-
makers to make much needed changes—especially related to issues 
around school accountability and principal evaluations—there are 
also some obvious opportunities to for state policymakers to cre-
ate additional problems regarding the distribution of  educators 
and the quality of  aspiring leaders. Members of  UCEA should be 
acutely aware of  these issues as they arise in states and be prepared 
to voice such concerns to policymakers as they start to deliberate 
about how to allocate ESSA funds.
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Students growing up in this Net or Millennial Generation have a 
different approach to learning (Tapscott, 2009). These digital na-
tives “require learning and engagement to be immediate and reac-
tionary” (O’Flaherty & Phillips, 2015, p. 2). The use of  video tech-
nologies supports several learning outcomes: (a) increase memory 
of  content, (b) foster understanding, (c) inspire and motivate stu-
dents, (d) foster creativity, and (d) focus students’ concentration 
(Berk, 2009). 

According to McLeod and Richardson (2013), “Compared to 
where they were three decades ago, schools have made significant 
progress regarding their implementation and integration of  digital 
technologies” (p. 1). However, McLeod and Richardson further 
noted that faculty members in educational leadership preparation 
programs are neglecting the use of  digital technologies in prepar-
ing aspiring school leaders. In this article, the authors share four 
ways to use video productions in educational leadership programs.

Video as a Learning Tool in Ethics Courses 
(Dr. Martin Reardon)

In 2014, a new pedagogical approach was added to my repertoire—
a collaborative project for ethics course participants to write, act 
out, and film original plays edited into video cases. My methods 
were informed by Tawnya Pettiford-Wates (a former colleague in 
the Virginia Commonwealth University Theatre Department) and 
the writings of  James Baldwin, whose distinction between story 
and plot underpinned what became the foundations of  my ap-
proach to using storyboarding to focus class participants’ attention 
on ethical issues they had experienced or witnessed. 

From their storyboards, I encourage students to collabora-
tively write, cast, and stage short plays of  their “cases” that are 
videoed and edited with the assistance of  the East Carolina Uni-
versity professionals. My experience suggests two critical elements 
that contribute to the effectiveness of  this approach to learning 
through case study. First, in acting a role, participants gain a sense 
of  the impact of  problematic or dubious actions and take sides, 
empowering meaningful debriefing conversations. Second, in ac-
tively formulating and critiquing leadership as practiced in context, 
participants project their anticipated practice onto relevant con-
texts. 

I submitted the master’s students’ videos for peer review for the 
UCEA Film Festival, and two of  them were accepted for screening: 

“Double Standard” and “Who’s to Blame?” (see https://vimeo.com/ 
100804019 and https://vimeo.com/99066892). In a discussion 
after the screening at UCEA, I raised the possibility of  devel-
oping an extended teaching case study, the text of  which would 
conform to the Journal of  Cases in Educational Leadership format 
specifications and which would be enhanced by one of  the videos. 
The Journal of  Cases in Educational Leadership editors were open to 
accepting such a video-enhanced case study for review. After incorpo-
rating suggestions from three peer reviewers, “A Double Standard 
and Dubious Ethics in Determining Quality Teaching” was ac-
cepted recently for publication. 

The ability to stream the video of  “Double Standard” to 
enhance the text of  the teaching case study may add value to the 
experience of  participants from analogous contexts. Future ad-
ministrators attend to problematic actions of  an educational lead-
er as they see those actions unfold firsthand, parsing the essence 
of  those actions in the light of  socially just principles. Students are 
encouraged to encapsulate their understanding of  those actions in 
a story that engages others, playing out that story collaboratively 
with an audience as a prelude to collective debriefing, deep reflec-
tion, and subsequent action. 

Video to Connect Research With Practice 
(Dr. Xiu Cravens)

At Vanderbilt University, we created a short video to introduce the 
Teacher Peer Excellence Group (TPEG) (https://vimeo.com/ 
135048109) model to researchers, practitioners, and policymakers. 
TPEG is designed to build communities of  practice for highly ef-
fective instruction. It is comprised of  iterative cycles of  collabora-
tive teacher lesson planning, peer observations, feedback, and re-
vision, based on the practice of  “teaching study groups” in many 
parts of  China. In Shanghai, this largely teacher-led collaborative 
model has been the main engine that drives bottom-up initiatives 
and top-down support for teacher professional development and 
has succeeded in raising teacher and student performance across 
the socioeconomic spectrum. 

In 2013-2014, we worked with 18 selected schools from six 
districts in Tennessee to implement the TPEG model with fund-
ing from a Race to the Top grant by the Tennessee Department 
of  Education. In 2014-2015, we provided further technical assis-
tance and support for TPEG implementation and development 
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in 15 schools with iPD funding from the Bill & Melinda Gates 
Foundation. 

In the video, we demonstrate that the TPEG model opera-
tionalizes the transformation from practitioner sharing to profes-
sional knowledge base building. The video answers questions such 
as, What is TPEG? How does it work? Would it work in my school? 
In their own words, researchers, principals, and teachers reflect on 
how they have worked together to deconstruct the Shanghai model 
and reconstruct it for Tennessee schools. So far, this 5-minute vid-
eo has served as an effective tool to start the conversation among 
stakeholders as we continue the effort of  building communities of  
practice for instructional improvement. 

Short Documentaries Used to Develop Socially 
Just Leaders 
(Dr. Jerome Cranston)

For decades, scholars have urged teachers to use critical media lit-
eracy and connect it to the potency of  popular culture (Alvermann 
& Hagood, 2000; Tisdell, 2008). Popular culture—especially as it 
exists in short documentaries available through social media chan-
nels such as YouTube—can serve as a straightforward pathway to 
engagement. Short documentaries (less than 6 minutes) may cap-
ture people’s attention, allowing instructors to scaffold more dif-
ficult concepts and interrogations around interests piqued through 
their students’ viewing.

My commitment to use such videos in leadership prepara-
tion is not a novel approach to learning. The images and sounds 
that drive much of  popular culture are part of  the key to this as a 
pedagogical strategy. I have drawn from film theory and studies to 
raise students’ critical consciousness to social injustices and human 
rights violations. The short documentary format is useful because 
it challenges leaders to see and hear the human condition through 
representation in a short period. Moving and still images, words, 
and sounds offer a very different modality through which people 
might understand and engage with phenomena than can be learned 
from reading about them.

Through my production and use of  short documentary films, 
students are encouraged to explore the tense and contradictory 
relationship that exists between the promise of  an “education 
for all” and the fact that hundreds of  millions of  children who 
live in poverty do not have access to trained teachers. Videos 
such as those screened at past UCEA Film Festivals (“Journey to 
Santal School India,” https://vimeo.com/135060651, and “The 
Brickfields Schools,” https://vimeo.com/98585478) have proven 
to be a valuable entry point into the consciousness of  students of  
educational leadership. 

The intended outcomes can be broadly described as an at-
tempt to develop awareness and understanding of  the social reality 
that exists for some of  the world’s most impoverished children 
and to create a forum for ongoing critical dialogue that encourages 
individuals to challenge their assumptions about what constitutes 
“effective teacher training.” Participatory video production encour-
ages individuals to examine concrete solutions that can support 
traditionally “unqualified” adults to contribute to student success. 
Lastly, video provides a platform that invites individuals to imagine 
and work collaboratively to find ways that can be used to redress 
the chronic shortage of  trained teachers in some contexts.

Video to Attract Diverse Candidates and Share 
Innovative Program Components 
(Dr. Ann O’Doherty and Avery Smith)

To provide every child with a high quality education, it is impera-
tive that educational leadership preparation programs attract and 
develop diverse leaders committed to equity and excellence. Since 
1988, the Danforth Educational Leadership Program prepared 
equity-driven, learning-focused, collaborative aspiring leaders. In 
2012, we embarked on three critical areas of  renewal: (a) program 
redesign to prepare leaders for the complexity of  eliminating gaps 
in learning outcomes, (b) support for early career leaders through 
a guarantee of  performance, and (c) recruitment of  larger percent-
ages of  applicants representing the rich diversity of  our state and 
nation. 

Creating Digital Stories 

In 2012, we held a convening of  national and regional thought 
partners to identify the Danforth Core Competencies (Danforth 
Educational Leadership Program, 2013). We recorded area super-
intendents and other educational leaders responding to the follow-
ing critical questions: What do schools need from their leaders to 
deliver on equity? What qualities and competencies do you look 
for in a principal? What has the Danforth Educational Leadership 
Program meant for your district? Following the convening, Dan-
forth program staff  worked with a university postproduction unit 
to develop the first two videos, “Leaders, Leadership and Dan-
forth” and “Danforth Guarantees Performance” (http://www.
danforth.uw.edu/overview/videos/). 

Recognizing the power of  personal stories to connect with 
potential applicants, in 2014, we contracted with a professional 
producer to create a third film, “The Value of  Danforth” (http://
www.danforth.uw.edu/overview/videos) featuring alumni sharing 
the impact the Danforth program had on their leadership develop-
ment. 

Attracting Strong Candidates 

The intent of  all three films has been to attract strong equity-driv-
en, learning-focused, collaborative leaders who represent the rich 
diversity of  our state. Avery Smith, a 2015 alumnus who currently 
serves as a school leader in Seattle, shares how the videos influ-
enced her decision to apply: 

Once I decided to become a principal, the only question 
that remained was which educational leadership program I 
would choose. I knew that Danforth had a strong reputa-
tion for cultivating highly qualified, equity-driven leaders. 
To learn more about the program I turned to the Dan-
forth website and it was there that I watched the three 
program videos. The videos “Danforth Guarantees Per-
formance” and “Leaders, Leadership, and Danforth” gave 
me confidence in the program’s ability to equip me with 
the knowledge and skills necessary for leadership. After 
watching “The Value of  Danforth,” I knew that this was 
the right program for me. Seeing leaders that held simi-
lar values to my own and shared my passion for creating 
equitable and excellent schools compelled me to apply to 
Danforth. 
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While we cannot directly measure the impact of  the films, in 
the past 4 years, applications have risen from 35 in 2012 to 68 in 
2016. In 2016, the percentage of  applicants of  color rose to over 
30% and now approximates the demographics of  the state. 

Conclusion 
Video production can be used as a learning tool in educational 
leadership preparation, as a postqualitative methodology for 
research (St. Pierre, 2015), and to illuminate issues of  social justice 
in communities. UCEA sponsors the annual UCEA Film Festival 
and the Journal of  Cases in Educational Leadership, which now includes 
a series of  video cases on the SAGE website (http://jel.sagepub.
com/site/misc/Index/Video_Series.xhtml) that can be used as 
learning tools in educational leadership preparation programs. The 
5th annual UCEA Film Festival (http://www.ucea.org/2016-film-
festival) will take place at the Annual Convention in Detroit in 
November 2016. The deadline for submission of  5-minute videos 
related to educational leadership preparation is July 31, 2016. Please 
contact Dr. Jennifer Friend or Dr. Julia Ballenger with questions.
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2016 Excellence in Educational Leadership Awards

The Excellence in Educational Leadership Award is for practicing 
school administrators who have made significant contributions 
to the improvement of  administrator preparation. Each year, the 
UCEA Executive Committee invites member university faculties 
to select a distinguished school administrator who has an exem-
plary record of  supporting school administrator preparation ef-
forts. This is an unusual award in that it affords national recogni-
tion, but individual universities select the recipients. It provides a 
unique mechanism for UCEA universities to build good will and 
recognize the contributions of  practitioners to the preparation of  
junior professionals.

Theresa Battle, Assistant Superintendent for St. Paul Public 
Schools, graduated from Hampton University with a Bachelor 
of  Science in Special Education. She also holds a Master of  Arts 
in Educational Administration and a Doctorate of  Education 
from the University of  Minnesota. Theresa has worked for St. 
Paul Public Schools for 26 years over two tenures. She has served 
the district in many capacities. She has been a classroom teacher; 
special education facilitator; lead teacher; assistant principal; 
assistant director, Curriculum Development and Instruction; 
and principal. In her current position as assistant superintendent, 
Theresa is responsible for providing leadership and support 
for 11 schools spanning Grades 6-12 and 9-12 high schools as 
well as senior leadership for athletics and JROTC. Her portfolio 
of  schools has approximately 10,000 students enrolled. She 
has primary responsibility for supervising and overseeing the 
principals and assistant principals at her portfolio of  schools. 
Theresa maintains memberships in the Minnesota Association 
for School Administrators and Association for Supervision and 
Curriculum Development. Outside of  work, she is a member 
of  St. Peter Claver Church, serves on the Greater Twin Cities 
YMCA Mission Impact Board, Big 5K Race Board of  Directors 
and serves as a chaperone for Progressive Baptist Church’s annual 
college tour.

Dr. David Bennardo, Superintendent, South Huntington 
Schools, NY, holds an EdD in Educational Administration and 
Supervision from St. John’s University and an MA in School 
District Administration from Long Island University. In his 
distinguished career as an educator, he has held positons of  social 
studies teacher, department chairperson for Social Studies, assistant 
principal, principal, and superintendent of  schools. Dr. Bennardo 
has led initiatives for technology integration, implementation 
of  professional standard for instruction and accountability, and 
response to increasing district diversity and economic challenges. 
His dedication to students resulted in significant improvements 
in academic outcomes, resulting in an award of  a Silver Medal 
by US News and World Report. In addition, he works to prepare 
future leaders through higher education teaching as several 
regional universities. He has developed and implemented courses 

and seminars that address current issues in education, respond 
to social context, and emphasize the importance of  community 
relationships in building strong schools. He is recognized by 
his peers as a thoughtful leader, compassionate colleague, and 
outstanding educator.

For the past 5 years, Dr. Gracie Branch has been the Executive 
Director of  the Oklahoma Association of  Elementary School 
Principals and the Oklahoma Association of  Middle Level 
Educators. In addition, Dr. Branch serves as the Associate 
Executive Director of  the Cooperative Council for Oklahoma 
School Administration (CCOSA). Dr. Branch works with 
educators statewide to foster a sense of  community, promote 
leadership development, and mentor public school administrators. 
She sustains and grows leadership opportunities by providing 
quality professional learning experiences for administrators that 
encompass state educational initiatives and reforms. Dr. Branch 
is a trainer for the McREL Balanced Leadership Framework 
and the Tulsa Model for Teacher Effectiveness. She also serves 
as the editor for CCOSA’s Better Schools magazine. Before joining 
CCOSA, Dr. Branch was a principal for 6 years at Monroe 
Elementary in Norman, an assistant principal in Putnam City, 
and served as the coordinator for National Board Certification 
in Oklahoma. In 2011, she earned her PhD from the University 
of  Oklahoma in Educational Administration, Curriculum and 
Supervision, where she was named a Clark Scholar. She also holds 
an MS in Elementary Education and a BS in Early Childhood 
Education from Oklahoma University. In 2000, Dr. Branch 
received National Board Certification as an Early Childhood 
Generalist. Dr. Branch feels that her 37 years in education serve 
as a solid foundation to carry out the responsibilities of  a CCOSA 
administrator and to achieve high professional standards and best 
practices in Oklahoma schools.  

Dr. Stan Cox is currently serving as the Assistant Superintendent 
for Lee County Schools, Alabama. He has worked in public 
schools in Alabama for almost 30 years, serving as a classroom 
teacher, assistant principal, principal, and now as an assistant 
superintendent. Dr. Cox is outstanding in the field of  instructional 
leadership, curriculum and instruction, and assessment and 
accountability. He has extensive work with developing system 
policy and creating and implementing professional development 
opportunities for school leaders and classroom teachers. Dr. 
Cox has also assisted Auburn University by serving as an adjunct 
instructor for the master’s instructional leadership program. 

Ceronne Daly of  the Boston Public Schools Office of  
Human Capital s a 1996 graduate of  the Harvard Graduate 
School of  Education with a Master of  Education in Human 
Development and Psychology with a concentration in Risk and 
Prevention. In the ensuing years, she worked as High School 
Restructuring Coordinator for the Boston Public Schools, 
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director of  the TEACHBoston Program (precollegiate teacher 
education awareness program), Director of  Community 
Engagement Initiatives and Director of  the Office of  Pre-
Collegiate and College Access Programs for Wheelock College, 
and most recently as the Director of  Diversity Programs for 
the Office of  Human Capital in the Boston Public Schools. In 
this last role, she has championed access for countless minority 
candidates to the education profession through numerous, 
creative programs such the BPS High School to Teacher Program, 
the BPS Community to Paraprofessional Development Program, 
and the BPS Accelerated Community to Teacher Program. She 
also developed the BPS Male Educator of  Color Leadership 
Program, a 2-year networking and mentoring program, which 
supported emerging leaders. In 2015, she invited the University 
of  Massachusetts–Boston to collaborate on an in-district satellite 
program in Educational Administration and then used her well-
developed networks to send minority applicants toward the 
program, resulting in a first cohort that was 95% diverse. She 
expanded the principal preparation pipeline for educators of  
color by lobbying for a 9-credit certificate program for candidates 
who were not yet ready for a graduate degree program. In 2016, 
she will use the Male Educator of  Color Program along with 
the newly created Female Educator of  Color Program to steer 
candidates into this pipeline. Her advocacy has transformed the 
diversity of  the graduate programs in Educational Administration 
at UMass Boston and sparked a vigorous examination of  social 
justice leadership, which is touching the entire department at the 
university. 

John Farrelly is the Superintendent of  Edgecombe County 
Public Schools. He began his work in Tarboro in 2012 after 
successfully serving as Superintendent of  Washington County 
Schools, where he led significant instructional program reform 
changes. Bringing innovation to rural high-poverty districts 
has been a major focus of  his leadership. Among his many 
achievements are opening the first Biotechnology Agriscience 
Early College in North Carolina. He has also led transformational 
reform by creating the only K-8 Global School in Northeastern, 
North Carolina. Further, Edgecombe County Public Schools has 
become a “Global District” during his tenure. Farrelly has made 
a significant investment in recruiting talent and growing human 
capital in the district. Farrelly is a 20-year educator who originally 
hails from upstate New York. He has taught and supervised all 
K-12 instructional disciplines. In addition, he has taught at both 
the community college and university levels. He is currently 
working towards a doctoral degree in Educational Leadership at 
East Carolina University. His dissertation is focused on the impact 
the principal can have on student achievement. He is married to 
Rena, who worked for the Department of  Public Instruction 
before becoming a stay-at-home mom. His favorite quote is 
“Success is a journey, not a destination.” 

Dr. Michael George is Director of  the Centennial School of  
Lehigh University and an associate professor with the College 
of  Education at Lehigh University. Prior to arriving at Lehigh, 
Michael was the administrator of  the Lane School Programs 
in Eugene, Oregon, recognized by the U.S. Department of  
Education and Office of  Special Education Programs for its 
promising practices with youth having emotional disabilities. This 

year marks Michael’s 42nd year serving students with disabilities and 
their families. Michael has presented papers at many national and 
international conferences, including the First World Congress on 
Special Education. He was invited to the White House Conference 
on Mental Health in 1999. In 2012, he testified before the U.S. 
Senate Subcommittee on Health, Education, Labor, and Pensions, 
chaired by Senator Tom Harkin, on the topic of  moving beyond 
seclusion and restraint by creating positive learning environments 
for all students. Michael is a member of  several professional 
organizations and served as president of  the executive committee 
for the National Council for Children with Behavioral Disorders. 
He is the recipient of  Lehigh University’s Tradition of  Excellence 
Award as well as the Hillman Staff  Award for outstanding 
professional contributions, the highest honor bestowed by Lehigh 
University. Under Michael’s leadership, Centennial School has 
been acknowledged by the American Institutes for Research in 
Washington, DC, designated as a School of  Excellence by the 
National Association of  Special Education Teachers, recognized 
by the National Disability Rights Network, and featured on CNN 
and later on ABC’s Nightline for its work with challenging youth 
without the use of  aversive interventions. More recently, Michael 
and co-authors Lee Kern and Mark Weist published Supporting 
Students With Emotional and Behavioral Problems (Brook 
Publishing), a book designed to assist preservice and in-service 
teachers in their work with challenging students.  

Dr. Benjamin Gauyan came to Highline School District (WA) 
in July 2015 after 5 years as an administrator in Tacoma Public 
Schools. While in Tacoma, Ben served as a Director of  Secondary 
Education. Prior to Tacoma, Ben served as a teacher and principal 
in Highline for 9 years. Ben has a Doctor of  Education from 
the University of  Washington, a master’s degree in Educational 
Leadership and Administration from Seattle Pacific University, and 
a bachelor’s degree from San Diego State University. 

Dr. John William (Billy) Haun, has served as the Chief  
Academic Officer/Assistant Superintendent for Instruction in the 
Virginia Department of  Education since September 2014. He 
provides technical assistance to the Virginia Board of  Education 
and facilitates policy development and implementation on 
matters ranging from accountability programs to curriculum and 
instructional practices; federal accountability requirements; local, 
state, and federal education policies and procedures; and uses of  
educational technology for teaching and learning. Currently, his 
most pressing work is about revising the Standards of  Accreditation, 
including how to develop and implement alternative assessments 
to improve upon state multiple-choice assessments and overall 
improve students’ preparation for their futures. Prior to serving at 
the state level, he served as Assistant Superintendent for Student 
Learning, Middle and High School Principal and Assistant Principal 
in Albemarle County Public Schools, serving 13,000 students in 
and around Charlottesville, Virginia. He also has been a math 
teacher and coach in several other Virginia districts. His warmth 
and genuine interest in his staff  and commitment to student-
centered learning earned him high regard with all stakeholders. 
Active professionally, Dr. Haun has presented at conferences for 
educational leaders, consulted with school districts, served on 
the Governing Board of  the Appalachia Regional Educational 
Laboratory, and taught college courses for aspiring leaders. 
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Dr. Karren Janney was appointed Superintendent of  the 
Sweetwater Union High School District, the largest secondary 
district in California with 40,000 students in Grades 7–12 and 
more than 20,000 adult learners in the Adult School program. Dr. 
Janney is a proven leader and dedicated educator with a clear vision 
for improving student achievement at the school and district levels. 
Karen was as an Assistant Superintendent for 4 years and served 
for 27 years as a principal, assistant principal, and teacher at both 
the middle and high school levels in the largest secondary district 
in California. Recognitions Karen has received include California 
Secondary Principal of  the Year, California PTA Honorary Service 
Awards, California Award for Performance Excellence as principal 
of  Montgomery High School, and a Model Mentor Principal with 
the Principals Development Partnership at the University of  
California at San Diego. Karen is an enthusiastic and energetic 
leader skilled at motivating, coaching, and providing meaningful 
professional development for teachers and administrators at 
the site and district levels to ensure that the organizational 
context and environment for professional development enables 
high-quality teaching and learning for all students leading to 
positive outcomes, including high graduation rates. While she 
was principal of  Montgomery High School in south San Diego 
County (a low-SES community), dropout rates decreased and 
graduation rates were among the highest in the district, even 
when compared to schools in high-SES areas. One of  the keys 
to success at the school was data-driven decision-making using 
data that were understandable and accessible to all community 
stakeholders. Several community partnerships were established 
during her tenure as principal: a Charger Challenge Grant, 
Media Magnet Mentor Roundtable, two California Partnership 
Academies, and agreements with community attorneys and law 
enforcement to support the Administration of  Justice Academy. 
Additionally, Montgomery High School was an active supporter 
of  Advancement Via Individual Determination. As principal of  a 
middle school, Karen established local family resource centers and 
was a founding member of  the partnership between San Diego 
State University and the Sweetwater Union High School District’s 
Compact for Success. Karen has coached principals, assistant 
principals, and teachers in school improvement strategies including 
creating system coherence, master scheduling, orienting a positive 
culture, professional learning communities, and developing and 
sustaining smaller learning communities in Arizona, California, 
Florida, Louisiana, New York, Tennessee, and Texas. Dr. Janney 
earned her doctorate in Educational Leadership with an emphasis 
in district transformation from San Diego State University. 
She teaches classes and supervises fieldwork for administrative 
candidates in the Educational Leadership Department. Dr. Janney 
has co-written one published article, entitled “The Journey from 
Good to Great.” 

Dr. John Mann is currently President of  JLMann Consulting after 
retiring from Pasco County Schools after 38 years as a teacher at 
Carmel Jr. Hig, Bryan Elementar, and Southside Middle School; 
assistant principal at Land O’Lakes High School and Hudson 
Middle School; principal at Seven Springs Elementary and Chasco 
Elementary School; Director of  Instructional and Instructional 
Support Departments; Director of  Leadership Development; 
Director of  Communications and Government Relations; 
and Assistant Superintendent, Curriculum and Instructional 

Services, for Pasco County Schools. Dr. Mann is Affiliate Faculty 
in Educational Leadership & Policy Studies at the University of  
South Florida Tampa. He directs the Gulf  Coast Partnership Level 
II Principal Training Program for the College of  Education David 
C. Anchin Center. He develops and delivers nine training modules 
collaboratively developed by university faculty and partner district 
personnel. The topics for the nine modules were identified by 
partner districts as areas needing focused, problem-based training 
based on real data and situations in existing high-needs schools. The 
modules focus on (a) interpersonal communication and conflict, (b) 
principles of  communication, (c) application of  communication, 
(d) leading organizational culture, (e) data-based decision making, 
(f) instructional leadership and planning school change, (g) 
instructional leadership and coaching, (h) specialized populations, 
and (i) Common Core standards. Dr. Mann is a member of  the 
National Educator Program Alliance, a volunteer council that 
advises the NEP Board of  Trustees and supports educators and 
schools in need by providing training, consultation and technical 
assistance to schools that received U.S. Department of  Education 
Small Learning Communities grants. Dr. Mann has an MS, EdS, 
and EdD in Educational Leadership from Indiana University. He 
has been a presenter or keynote speaker at state, national, and 
international conferences in the area of  leadership development. 
His interests include curriculum leadership, organizational change, 
relational leadership, and appreciative inquiry. 

Kathleen “Kathy” R. Montoya-Potter began her career as an 
elementary teacher in Albuquerque Public Schools in 1975. 
Since that time, she has served as a clinical supervisor and support 
teacher, professional developer and trainer, assistant principal, 
principal, and human resources personnel recruiter at the central 
office level. Ms. Potter earned a BS and an MA in Elementary 
Education from the University of  New Mexico where she also 
completed the School Administration Licensure Program in the 
College of  Education and the Human Resources Certification 
Program at the Anderson School of  Management. After “failing” 
retirement, she worked as an administrator and consultant for the 
Sandia, Zia, and Laguna Pueblos, drawing on her considerable 
expertise to support Native American education programs. Across 
New Mexico, many current administrators owe their placement 
to Kathy. Since 2011, she has worked above and beyond in her 
role as a field supervisor for the administrative internship at the 
University of  New Mexico. She prepares aspiring leaders for 
interviews, reviews their application materials, and coaches them 
to success. She was an invaluable member of  the university team 
that implemented the 5-year, federal School Leadership Program 
grant in partnership with the Albuquerque Public Schools and the 
New Mexico School Leadership Institute. She is widely recognized 
throughout Albuquerque and in many other districts as a stellar 
leader, one with an authentic passion for people and education. 

Dr. Donna Newman currently serves as the Associate 
Superintendent for Campus Administration and Human Resources 
at the North East Independent School District in San Antonio, 
Texas. She earned her EdD in Public School Administration from 
Texas A&M University in College Station. Her professional career 
has spanned over 30 years and has included the positions of  teacher, 
assistant principal, elementary school principal, middle school 
principal, Executive Director for Middle School Performance, 
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and Executive Director for School Administration. In 2009, 
Dr. Newman received the Terrel H. Bell Award for outstanding 
school leadership.  

Dr. Marty Pollio (EdD, University of  Louisville) is currently 
the principal of  Doss High School in the Jefferson County 
School District, one of  the largest urban school districts in the 
United States. He was previously the principal of  Jeffersontown 
High School for 8 years, where he was awarded the Russell 
Garth Leadership Award, Jefferson County School District High 
School Principal of  the Year, and the Hilliard Lyons Principals’ 
Award for Excellence. In October 2015, he was also named a 
Ford Next Generation Learning executive coach in order to 
increase implementation of  the Ford Next Generation Learning 
model among principals in Jefferson County School District. 
Dr. Pollio was named principal of  Doss High School in 2016 
to lead the turnaround of  the school. Dr. Pollio continues to 
provide valuable services to programs as an adjunct instructor 
and clinical partner. Dr. Pollio has served as one of  the faculty of  
record for the internships, collaborating with fellow practitioner, 
Dr. Katy Zeitz, and the program faculty to revise and strengthen 
internship experiences for EdS students. Dr. Pollio also serves as 
a clinical partner involved in the selection of  students admitted 
into the University of  Louisville’s EdD program in Educational 
Leadership and Organizational Development. Dr. Pollio also has 
served as a guest speaker and participant in the orientation of  
graduate students admitted into degree programs, discussing the 
benefits of  the program, how to make the most of  the experience, 
and the value of  networking. Dr. Pollio has sought to keep 
meaningful participatory action research off  the shelf  through 
attending and presenting at the annual meeting of  UCEA. Dr. 
Pollio’s co-authored research has been published in Teachers College 
Record and the NASSP Bulletin.

Dr. Angela Pringle is Superintendent of  the Richmond County 
School System and a native of  Danville, Virginia. She received 
a dual undergraduate degree in Mathematics and Business 
Management; a Master’s Degree from Hampton University in 
Secondary Education; and her doctorate from Virginia Tech. She 
has over 29 years of  experience as an educator and administrator. 
She served the DeKalb County School District as Region 
Superintendent. Dr. Pringle served as an elementary, middle, and 
high school principal for more than 14 years before opening the 
nationally ranked Arabia Mountain High School. In 2005, she was 
recognized as High School Principal of  the Year for her work in 
building the capacity of  the PTSA with diverse communities.  She 
was recognized by the Governor’s Office of  Accountability with 
the Bronze Award for student achievement. While service to the 
parents and students in Richmond County is an extraordinarily 
important and enjoyable job, the real light of  her life is service to 
her family. Dr. Pringle lives by a famous quote from Dr. Robert 
Anthony: “Forget about all the reasons why something may not 
work. You only need to find one good reason why it will.”

Dr. Kathleen Regan of  Glen Rock Public Schools received 
her doctorate in Educational Administration and Supervision 
from Rutgers University Graduate School of  Education in 1990. 
Dr. Regan has had a distinguished career as an educator in a 

variety of  instructional and administrative positions including 
teacher, principal, assistant superintendent, and superintendent 
of  a large school district. Most recently, Dr. Regan has served 
as Director of  Curriculum and Instruction in Glen Rock 
Public Schools, NJ, an affluent, 2,500-student district that 
was struggling to distinguish itself  from other districts just 
outside Manhattan. Dr. Regan was charged with taking the 
high-performing district to the next level and integrating math 
and technology into the curriculum. Dr. Regan developed a 
Science, Technology, Engineering and Math (STEM) program 
that included a focus on engineering—even for 6-year-old 
students. The program’s engineering in classrooms component, 
which was featured on Fox News Network and in The New 
York Times, not only reinforces math and science skills but 
also helps children connect classroom learning to real life and 
value teamwork. Dr. Regan’s leadership has been instrumental 
in Glen Rock Public Schools development.  

Sallee Reynolds of  Knox County Schools was selected 
by the Educational Administration faculty as the University 
of  Tennessee’s 2016 Excellence in Educational Leadership 
Award recipient. Ms. Reynolds has served as principal of  
Hardin Valley Academy for 9 years, including planning and 
opening the new school. She began her career as a high school 
mathematics teacher in Knox County, then served as assistant 
principal at Central High School. Her first principalship was 
at West High School. She is an exemplary practitioner with 
deep experience in K-12 education. Dr. Reynolds is involved 
with the University of  Tennessee’s Educational Administration 
programs in significant and numerous ways. She serves on 
numerous committees, including long time service on the 
Council for Improvement of  Professional Education, which 
meets evaluate practitioner information to assist in program 
improvement. She serves on the Knox County Schools 
Leadership team and the Principals Advisory Council. She 
has been a trainer for teacher evaluations and an assessor of  
administrative candidates’ potential. Sallee Reynold served 
as a mentor to numerous student teachers in the University 
of  Tennessee–Knoxville Professional Development Schools 
program. She has mentored a Leadership Academy student 
every year since the beginning of  the program 7 years ago. She 
is an outstanding mentor and goes above and beyond when 
providing support to aspiring principals. The guidance she 
provides is critical to the future success of  students as they 
enter administration and leadership. 

Raymond Sanchez has been Superintendent of  Schools, 
Ossing Union Free School District, since 2013. Prior to that, 
he was deputy superintendent and assistant superintendent. He 
has served as a principal, assistant principal, survervisor for 
English language arts and funded programs, ESL supervisor, 
and elementary school teacher. He received the Raymond R. 
Delaney Memorial Scholarship and the New York Schools 
Data Analysis Technical Assistance Group Excellence in 
Education Award. Currently attending Fordham University 
in Educational Leadership Administration and Policy, Mr. 
Sanchez has a Certificate of  Advance Study in Education 
Administration from Columbia University; an MEd in Reading 
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from Long Island University; and a BS in Elementary Education 
from State University of  New York at Geneseo. Presentations 
include “Telling Ossining’s Story Through Data” to the NYS 
Data Analysis Technical Assistance Group.

Dr. Michael Sorum serves as a Deputy Superintendent for 
the Fort Worth Independent School District. He oversees 
the Divisions of  Teaching and Learning, School Leadership, 
and Student Support Services. Prior to this role, he served 
as the Chief  Academic Officer for the Fort Worth ISD and 
the Providence, Rhode Island School Department where he 
supervised academics; career and technical education; assessment 
and data quality; secondary academic advisement; and the 
departments for special student populations: special education, 
ESL and bilingual education, and gifted education. Sorum taught 
French, Spanish, ESL, and reading for 10 years at the elementary 
and secondary levels and has served as a campus instructional 
guide for mathematics and a curriculum administrator. He 
holds degrees in political science and romance languages from 
L’Université d’Aix-en-Provence and Portland State University and 
master’s degrees in Administration, Planning, and Social Policy 
from Harvard University and in Educational Administration from 
the University of  Texas at San Antonio. His EdD is from Texas 
Christian University.

Mr. Bilal Kareem Tawwab became Superintendent of  the 
Flint Community Schools in Flint, Michigan, September 2015, 
serving 5,400 students. Mr. Tawwab brings a strong focus on 
educational leadership to his approach to school and district 
transformation. Superintendent Tawwab uses research-based 
interventions in the Flint Community Schools and is working to 
build capacity at all levels throughout the district. He has focused 
his attention in four specific areas: eliminating the budget deficit, 
building teacher and leader capacity, using data to make decisions, 
and effective and efficient systems. Previously he served as 
the assistant superintendent of  the Detroit Public Schools. 
In this role, he provided leadership for the district’s Office of  
School Turnaround, with responsibility for overseeing the 
district’s Priority schools and state School Improvement Grants; 
supervising non-Priority school principals; and mentoring school 
leaders in areas of  academics, operations, and fiscal management. 
Under his leadership, 19 of  Detroit’s 36 Priority schools had their 
Priority designation removed as a result of  improved student 
achievement. Superintendent Tawwab began his career as an 
elementary teacher and has been a teacher facilitator, assistant 
principal, and principal. Mr. Tawwab holds a master’s degree in 
Educational Administration and a BS in Elementary Education. 
He is a member of  various organizations including the Association 
for Supervision and Curriculum Development and the National 
Association of  Black School Educators.

Dr. RoseAnne O’Brien Vojtek has served as the principal of  
Ivy Drive Elementary School for Bristol Public Schools, 
Connecticut, for the past 16 years. She received her PhD at the 
University of  Oregon in 1993. Dr. Vojtek began her career as an 
elementary and middle school teacher in Winston-Dillard School 
District in Oregon for 11 years before becoming a principal 
in Forest Grove School District and Curriculum Director for 
Oregon City School District. Dr. Vojtek has served as a Phi Delta 

Kappa Area I-A Coordinator 2013, President of  NSDC (now 
Learning Forward) and member of  the NSDC Board of  Trustees, 
NAESP Representative for Connecticut, ISTE President for the 
Administrator Professional Learning Network, and is currently 
the President-Elect for the Connecticut Association of  Schools. 
With her husband, Robert Vojtek, she co-authored the Corwin 
Press book (2009), Motivate! Inspire! Lead! 10 Strategies for Building 
Collegial Learning Communities, and is editor of  the Virtual Education 
Journal. 

Dr. Kathryn Zeitz (EdD, University of  Louisville) is Principal 
of  Waggener High School in the Jefferson County School 
District, one of  the largest urban school districts in the United 
States. She has successfully led her faculty and staff  out of  
state-identified Priority status after 3 years of  extensive school 
turnaround work. She began her career as a high school teacher 
and teacher leader. Dr. Zeitz is the past president of  both the 
Jefferson County Associations of  School Administrators and 
Assistant Principals. She is the recipient of  the High School 
Assistant Principal of  the Year Award, the Russell Garth 
Leadership Award, and the Hilliard Lyons Schools of  Excellence 
Priority School Principal Award for Best School Turnaround. 
She was selected for the Principal Institute Cohort at the Center 
for Creative Leadership and has presented at AASA and UCEA 
National Conferences on partnerships and school turnaround. 
She is actively involved as a Priority school principal coach, a 
network Ford Next General Learners Implementation Coach, 
Younger Women’s Club member, and has served as lead for SACS 
accreditation of  multiple schools throughout Kentucky. Dr. Zeitz 
continues to provide valuable services to University of  Louisville 
programs as an adjunct instructor and clinical partner. Dr. Zeitz 
teaches graduate courses such as P-12 Human Resources: Securing 
& Developing Staff  and Principal Internship. Dr. Zeitz has served 
as one of  the faculty of  record for internships, collaborating with 
fellow practitioner, Dr. Marty Pollio, and with the program faculty 
to revise and strengthen internship experiences for EdS students. 
Dr. Zeitz also serves as a clinical partner involved in the selection 
of  students admitted into the University of  Louisville’s EdD in 
Educational Leadership and Organizational Development.  

University Council for Educational 
Administration

The University of  Virginia
Curry School of  Education 

405 Emmet St.
Charlottesville, VA 22904

(434) 243-1041
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2016 UCEA Graduate Student Summit
Call for Proposals

The fifth annual UCEA Graduate Student Summit (GSS) will be held at the Detroit Marriott 
Renaissance Center in Detroit, Michigan, Wednesday, November 16 through Thursday, 
November 17, 2016. The purpose of  the 2016 UCEA GSS is to provide graduate students a 

space to engage in authentic dialogue about their scholarly work. This summit will offer opportunities to meet and network with 
graduate students and faculty, to present your work and receive feedback on your research. It will include

• paper sessions, in which you will share your research and receive constructive feedback;  

• workshop sessions, in which you will get direct feedback on a paper that you would like to publish, a proposal, or your 
dissertation research plan; 

• networking sessions, where you will have the chance to network with students from other UCEA institutions interested 
in similar research topics and talk with UCEA Executive Committee members and Plenum representatives;

• and new session formats to create more opportunities for graduate students at UCEA to be announced in early spring. 
(Watch our website for updates!)

Watch for the full Call for Proposals and all other important updates regarding the GSS by regularly visiting 

http://www.ucea.org/graduate-student-opportunities/graduate-student-summit/

Proposal submission will occur through AllAcademic, following the same submission dates as the UCEA General Convention. 
Please be sure to review the guidelines for submitting proposals on our website. 

Grad Student Column & Blog: 
Submissions Welcome

Two elements of  the UCEA website are focused on is-
sues and information relevant to the graduate students of  
UCEA. The Graduate Student Column typically features 
scholarship written by graduate students at UCEA member 
institutions. Column entries explore a variety of  topics and 
allow the authors to present developing research and to the 
UCEA graduate student community. The Graduate Stu-
dent Blog is a more discussion-oriented format encourag-
ing conversation between graduate students via posts and 
comments. Topics addressed in the blog include discussion 
and links to educational leadership and educational policy 
news relevant to graduate students, as well as updates and 
information about ways graduate students can be more in-
volved in UCEA. Graduate students are invited to send in 
contributions for both the Graduate Student Column and 
the Graduate Student Blog. To find out more, please e-mail  
ucea@virginia.edu.

www.ucea.org/graduate-student-blog/

www.ucea.org/graduate-student-development-home/

Join UCEA’s LinkedIn 
Group
If  you are interested in receiving UCEA HQ 
announcements and engage in conversations around 
leadership research and preparation, you may want to 
join the UCEA LinkedIn Group “UCEA Headquarters.”  
Join colleagues from multiple countries and institutions 
in meaningful conversations about the educational 
leadership field. Linkedin is a free professional network 
service. Members keep abreast of  career, research and 
mentoring opportunities as well as important policy 
issues. They are alerted to UCEA publications, awards 
and other opportunities. If  interested, members can 
also use the group as a resource to obtain knowledge as 
well as share opinions and perspectives. 

What to do next: 

1. Log into  www.LinkedIn.com

2. Search for the UCEA Headquarters Group.

3. Follow the LinkedIn instructions to join a group.

UCEA will approve your request to join. We look forward 
to welcoming you to the group. 
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When: November 17-20 

Where: Detroit Marriott at the Renaissance Center, which was recently renovated and soars 
70 stories about the Detroit River on the Riverwalk

Who: planned by the members of the 2016 Convention planning Committee: April peters-
Hawkins (University of Georgia), Dana Thompson Dorsey (University of North Carolina at 
Chapel Hill), Kristy Cooper (Michigan State University), and Wayne Lewis (University of 
Kentucky)

Theme: The 30th Annual UCEA Convention theme, Revitalizing Education in Complex Con-
texts: Re-envisioning Leadership, Refreshing Practice, Redefining Student Success, is in-
tended as an occasion to talk, meet, think, and organize for a renewed vision, goal-setting, 
and coalition-building that will bring new life and meaning to the role of education and educa-
tional leadership. The theme highlights the context of of the convention location in Detroit, a 
city that has faced significant challenges and undergone tremendous change, with a lens on 
the educational, political, civic, corporate, and community revitalization that occurs in such 
contexts. As such, the theme draws attention to the complex contexts (communities, political 
environments, and policy contexts) in which we research, lead, and practice in the field 

What to look forward to: Excellent discussion on current research with your colleagues, 
engaging keynotes, and a Motown themed banquet celebrating our 30th Annual Convention!

2016 Convention
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Contributing to the UCEA Review

If  you have ideas concerning substantive feature articles, 
interviews, point-counterpoints, or innovative programs, 
UCEA Review section editors would be happy to hear 
from you.

General Editor:
  Michelle D. Young (UCEA)

  mdy8n@virginia.edu

 Feature Editors:
  April Peters (University of  Georgia)

  alpeters@uga.edu
  Mariela Rodríguez (University of  Texas at San Antonio)

  Mariela.Rodriguez@utsa.edu 

Interview Editor:
  Juan Nino (University of  Texas at San Antonio)

  juan.nino@utsa.edu

Point-Counterpoint Editor:
  W. Kyle Ingle (University of  Louisville) 

  william.ingle@louisville.edu 

Innovative Programs Editor:
  Kristin Huggins (Washington State University) 
           k.huggins@vancouver.wsu.edu 

Managing Editor:
  Jennifer E. Cook (UCEA)

  jenniferellencook@yahoo.com

University Council for Educational Administration  
Curry School of  Education 
The University of  Virginia
P.O. Box 400287
Charlottesville, VA 22904-0265
Ph: 434-243-1041 
www.ucea.org
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Address Service Requested

May 2016 Deadline, UCEA Awards, May 31
Deadline, Jackson Scholars nominations, May 31 

June 2016 Regonline opens for Convention registration, June 1
All Academic Reviews due, June 1
Deadline, Jackson Mentors nominations, June 13 
Deadline, Associate Dir. of  Jackson Scholars Network, June 13 
Deadline, Exemplary Educational Leadership Preparation Award 

submission, June 30

July 2016 BELMAS Conference, July 8-10, Cheshire, England

Aug. 2016 Deadline for submissions, Fall UCEA Review, Aug. 1
EERA Conference, Aug. 22-26, Dublin, Ireland

Sept. 2016 CCEAM Conference, Sept. 19-21, Udaipur, India

Oct. 2016 Values & Leadership Conference, Oct. 20-22, London, ONT, 
Canada

Nov. 2016 UCEA 2016 Graduate Student Summit, Nov. 16-17, Detroit, MI
UCEA 2016 Convention, Nov. 17-20, Detroit, MI
UCEA 2016 International Summit, Nov. 20, Detroit, MI


