
� • UCEA Review • Summer 2008 • www.ucea.org

UCEA  REVIEW

Summer 2008 
Volume XLIX
Number 2

University Council for Educational Administration

Arizona State University
Auburn University  
Bowling Green State University  
Brigham Young University
Clemson University
College of William and Mary
Duquesne University
Florida Alantic University 
Florida State University  
Fordham University  
Georgia State University  
Hofstra University  
Illinois State University  
Indiana University  
Iowa State University  
Kansas State University  
Kent State University  
Lehigh University  
Louisiana State University  
Miami University
Michigan State University  
New Mexico State University  
New York University 
North Carolina State University 
Northern Illinois University  
Ohio State University
Oklahoma State University  
Pennsylvania State University
Portland State University  
Rutgers University  
Saint Louis University
Sam Houston State University    
St. Johns University  
Temple University  
Tennessee State University  
Texas A & M University
Texas State University- San Marcos
Texas Woman’s University
The Chinese University of Hong Kong
University of Buffalo SUNY  
University of Alabama
University of Arizona  
University of California- Santa Barbara     
University of Cincinnati  
University of Connecticut  
University of Dayton  
University of Florida  
University of Georgia  
University of Houston  
University of Illinois  
University of Iowa  
University of Kansas  
University of Kentucky
University of Lincoln  
University of Louisville  
University of Maryland  
University of Michigan  
University of Minnesota  
University of Missouri - Columbia  
University of Nebraska- Lincoln  
University of Nevada-Las Vegas  
University of New Mexico  
University of North Carolina- Chapel Hill  
University of Northern Colorado  
University of Oklahoma  
University of Oregon  
University of Pittsburgh  
University of Tennessee at Knoxville  
University of Texas - Austin  
University of Texas - Pan American  
University of Texas - San Antonio  
University of Toledo  
University of Utah  
University of Virginia  
University of Washington  
University of Wisconsin-Madison  
University of Wisconsin-Milwaukee
Vanderbilt University  
Washington State University  
Wayne State University  

Headquartered at the University of Texas, College of Education

Globalizing Conversations in Educational Leadership
Elizabeth Murakami-Ramalho & Bruce Barnett, University of  Texas at San Antonio

     During the 2006 UCEA conference, participants had the opportunity to attend sessions related to de-
mocracy, social justice, and globalization, including presentations in Spanish. A closer look at the sessions, 
however, revealed that despite the focus on global issues as related to democracy and social justice, 20 of  
approximately 200 sessions carried globalization in their titles, nine related to international issues, and two ses-
sions were in Spanish. In 2007, UCEA increased its effort to include scholars and practitioners from outside 
the U.S. This resulted in the largest attendance of  international presenters in the history of  UCEA.
     Despite efforts to internationalize UCEA and other conferences in the United States, international scholars 
and practitioners may not be as visible as conference organizers would like. Efforts have been made to encour-
age scholars from different countries to attend the UCEA conference annually and become involved in task-
forces, editorial boards, and conversations. For example, a delegation of  school administrators from Sweden 
visited San Antonio, Texas schools while attending the 2006 conference. Those who had the chance to visit 
schools had opportunities for cross-national comparisons of  school leadership, including the commonalities 
and uniqueness of  each school system. Cross-national comparisons have the potential to stimulate creative 
ideas for improving the quality of  education for school administrators and other educators worldwide. 
     What opportunities are available for scholars and practitioners to be informed about inter + national (nation-
al and international) issues? Annual conferences such as the UCEA convention provide good opportunities 
to learn more about current national and international issues, especially if  individuals do not attend sessions 
with presentations dealing strictly with their own national context. Another possible venue to enrich interna-
tional conversations and build a global discourse in educational leadership is by recognizing the influence of  
academic journals that appeal to scholars in many different countries. 
     In fact, the educational leadership community has been developing highly dynamic exchanges through 
academic journals that inform the field across international borders. Journal editors, for example, work hard 
to recruit national and international contributions, and are attentive to the most current global conversations 
related to educational leadership (Bush, 2004; Mulford, 2005). Through these exchanges we may learn, for 
example, how leadership definitions are interpreted differently in other cultural contexts or how different 
leadership models can be applied successfully in different countries. Nevertheless, such a global exchange 
may be affected by a number of  factors, such as language differentials, differences in educational structures, 
or cultural barriers. In this article, we briefly examine international and global conversations in educational 
leadership, focusing primarily on how these are enhanced through academic journals. 

Examining International Journals in Educational Leadership
     The authors, two faculty members at the University of  Texas at San Antonio, examined journals in Eng-
lish-speaking countries (due to our own limitations) for their aim, scope and submission and review criteria, 
looking for guidelines that encouraged international conversations. In addition, we examined the types of  
international contributions. In doing so, we examined the information in three ways: (a) international contri-
butions identifiable by author; (b) international contributions identifiable by title; and (c) articles that shape 
the international dialogue. In addition, we sought suggestions from experts who have published articles in 
international journals to help us better understand the challenges and implications of  international collabora-
tions.
     Despite recent attempts to encourage authors to publish their work in international journals, several chal-
lenges exist in crossing international boundaries. The first limitation to consider in examining the develop-
ment of  an international conversation in educational leadership is that a global conversation is only possible 
as far as our language permits. Scholars and practitioners are constrained by a shared written-language, which 
carries with it cultural boundaries. For example, a dominant Eurocentric worldview (Schiele, 1994) has been 
of  concern in English-based publications in many fields (Aydinli & Mathews, 2000; Flowerdew, 1999; Rey-
Rocha & Martin-Sempere, 2004). 
     In addition, those who attempt to cross these language-bound borders not only must accurately reflect the 
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language in use, but also must match the topic du jour and the jour-
nal’s local scholarly community concerns (Flowerdew, 1999). Even 
though more and more journals around the globe carry the word 
“international” in their titles, we sought to determine whether these 
publications were providing international or cross-national equity of  
access and opportunities for publication, and whether these articles 
contributed to internationalizing the knowledge-base in educational 
leadership. 

Methodology for Examining International Contributions
     To better understand the globalization of  conversations in edu-
cational leadership, we used two data sources. First, we examined 
10 journals1 in English speaking countries (United Kingdom, United 
States, Canada, and Australia) for their aim and scope, submission and 
review criteria, to observe which ones provided supportive guidelines 
for international submissions (other than from the journal’s country 
of  origin). We also examined these 10 selected journals between the 
years of  2001 and 2006 to identify: (a) international contributions 
identifiable by author; (b) international contributions identifiable by 
title; and (c) types of  international contributions. We considered the 
journals’ country of  origin, the number of  articles included in each 
edition, and the number of  international contributions identifiable 
by the primary author’s affiliation (see Table 1). We then selected 
articles for their international contributions by author, and interna-
tional contributions by title. The articles were further examined using 
Murphy and Viesenga’s (2004) analytical codes—which allowed us 
to identify whether articles were: (a) empirical studies, (b) theoretical 
pieces, (c) literature reviews, (d) essays, (e) program descriptions, or 
(f) comparative studies.
     Second, we requested input via email from respected authors, 
editors, and reviewers of  these international journals. We contacted 
19 authors and received responses from 10. We asked them to: (a) 
identify educational leadership journals that encourage international 
authors to publish their work and (b) offer advice for authors who 
want to publish internationally.

The Status of  International Conversations through 
Academic Journals
     Journal reviews. We found several ways in which journals articulated 
their international perspective. First, some journals include an inter-
national focus in their aim and scope, such as the: International Journal 
of  Leadership in Education (US); Educational Management, Administration, 
and Leadership (UK); Educational Policy and Analysis Archives (US); and 
the Journal of  Educational Administration (AU). Second, some journals 
include international scholars on their advisory board. EMAL, for 
example, clearly stated in their aim and scope, that “the international 
advisory board ensures that Educational Management, Administration & 
Leadership provides the broadest possible examination of  the field, 
encouraging contributions from an even wider range of  perspectives 
and experiences” (EMAL at www.sagepub.com, 2006, para. 2).
     In examining international contributions in the 10 selected jour-
nals, we began identifying the international contributions by author 
(see Table 1). A total of  455 of  1210 articles (37.6 %) were written 
by authors from a different country than where the journal was pub-
lished. Next, we identified the international contributions by title. 
Only 11.8 % of  the articles revealed country references in their titles; 
therefore, the majority of  contributions were not context-specific 
when readers review a journal’s table of  contents. For example, in 
the journal International Studies in Educational Administration, a journal 
edited and published in the UK, we find Lizaridou (Athens, Greece) 
and Fris’ (Alberta, Canada) (2005) article is entitled, Charter schools: A 
matter of  values. Just by glancing at the title, one would be unable to 
determine the country of  origin in which the study was developed 
(in this case the school system in Alberta). This suggests that an in-
ternational conversation in educational leadership is occurring, even 
though not immediately visible.
     Third, we identified the types of  contributions in the journals to 
determine whether articles were empirical studies, theoretical pieces, 
literature reviews, essays, program descriptions, and comparative 
studies. We found most of  the contributions were empirical (20.4%).  
Empirical studies included first-hand data collection and analysis, 
like Geisel, Sleegers, Van DenBerg, and Kelchtermans’ (2001) study 
entitled Conditions fostering the implementation of  large-scale innovation pro-
grams in schools: Teachers’ perspectives, published in the Educational Ad-
ministration Quarterly. The second and third largest contributions 
were theoretical pieces (7.6%), like Greenfield’s (2005) Where have we 
been?: Where are we going in the study of  educational organizations? featured 
in the Journal of  Educational Administration, and essays (4.5%), like 
Gale and Densmore’s (2003) Democratic educational leadership in contem-
porary times, in the International Journal of  Leadership in Educa-
tion. These empirical, theoretical studies and essays were perceived 
as valuable venues in advancing the international conversation and 
understanding multiple knowledge-bases in the field.  
     Suggestions from the experts. We received 10 communications (elec-
tronic) from respected authors, editors, and reviewers of  journals 
in Canada, US, UK, and Australia providing their insights about the 
challenges of  international publishing.  They identified the following 
issues when referring to challenges in creating international conver-
sations through journals:

•  Language barriers 
•  Timing
•  Professional associations
•  Differential resource allocation for research
•  Editors’ efforts to improve the international conversation 
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Since space is competitive in journals, language barriers must be 
overcome for international publishing. Some editors perceived lan-
guage as a barrier when internationally-authored manuscripts com-
peted with well-written manuscripts that would most closely identify 
a fit with the journal’s purpose. Timing was perceived as another 
challenge faced by editors, reviewers, and authors. “Movements play 
a big role in this field,” stated one of  the editors. Educational move-
ments like accountability or social justice, for example, are presently 
hot topics in the US. Even if  a manuscript is well-written, the issue 
may be “timely in the country of  origin, but may have been thor-
oughly addressed in the country in which it was submitted,” dimin-
ishing the chances of  being included. 
     Scholars also highlighted that professional networks tend to be 
“nation-centric.” These networks are primarily based on profession-
al associations and “scholars’ self-selection of  professional associa-
tions and other affiliations” can affect their success in publishing 
articles. Difficulties publishing in US journals were linked to topic 
focus and resource allocation. One of  the authors noted that the 
development of  a global conversation was dependent on research 
resources because, “resources devoted to this work in the US ex-
ceeds anything in other countries by a factor of  a gazillion,” limiting 
the contributions of  international authors. Journal editors identi-
fied other resource challenges, including time spent on submissions, 
limited access to journals, limited web access, and copyediting fees. 
Finally, US editors described their proactive attempts to elicit manu-
script contributions from outside North America, such as adding 
international scholars to editorial boards and pools of  reviewers in 
their current efforts to enhance a globalized conversation. 
     These same editors offered suggestions to authors submitting 
their work to journals in other countries. Suggestions included:

• Co-author with a national scholar
• Present nation-specific research clearly to an international 
readership
• Contact the editors 
• Observe the journals’ aim and scope, as well as submission 
guidelines
• Clearly explain localized terms

     Although co-authoring with a national scholar may still perpetu-
ate nation-centric acceptance rates, cross-national partnerships help 
in clarifying context-specific issues, define localized terminology, 
as well as contribute to the articulation of  issues particular to the 
country in which the work is being submitted (Dimmock & Walker, 
2004). Co-authoring carries an additional emphasis of  developing 
relationships across borders as well as familiarizing scholars and 
practitioners with the way people think and act towards leadership 
preparation in different contexts.
     As one journal editor observed, “International authors need to 
present their work in a way which makes it clear to the audience’s 
readership.” Contacting the editor before submitting a piece ensures 
that the manuscript fits the purpose of  the journal. Editorial board 
members can also help in reviewing the manuscript prior to submis-
sion. Before contacting the editor, one should be familiar with the 
journal’s aim and scope, as well as the journal’s submission guide-
lines. Finally, clarity in explaining context-based terms was perceived 
as significant in informing the scholarly community about other 
contexts: “Some authors submit papers with an implicit assumption 
that international readers know all the policy nuances of  the country 
and are familiar with its acronyms,” stated a reviewer.

Conclusion 
     Our investigation revealed challenges in globalizing conversations 
in educational leadership. Our review of  journals indicated that arti-
cles tend to be localized and focused on nation-centric initiatives. For 
example, Trevor Male (2007) from the University of  Hull in England, 
found that only three of  24 articles (12%) appearing in the 2007 is-
sues of  the International Studies in Educational Administration reported 
data from more than one country. This factor may also be related to 
noted difficulties for authors submitting to journals in other coun-
tries. The criteria by which manuscripts are reviewed are not often 
clearly articulated in the journals. Nonetheless, we found that editors 
strive to assist authors to craft their manuscripts for a broader audi-
ence while maintaining the significance of  the original study’s social 
or cultural characteristics2. More transparent review criteria could 
help authors to become more informed about expectations for dif-
ferent journals.
     In a scholarly field that is known to be complex and contested (Green-
field & Ribbins, 1993; Lumby, 2005), improving global scholarship 
is germane for disseminating knowledge in the field (Bush, 2004). 
At the same time, the discussion about developing more inclusive 
efforts to create global forums is not exclusive to the field of  educa-
tional leadership, including but not limited to international relations 
(Aydinli & Mathews, 2000), finance, (Jones & Roberts, 2005), and 
infometrics (Wormell, 1998). Scholars aware of  the need to improve 
globalized conversations especially through academic journals are re-
sponsible for building a robust body of  knowledge that incorporates 
non-Eurocentric perspectives. 
     Furthermore, without an inclusive approach for examining lead-
ership issues, school leaders lack useful examples of  global issues 
affecting local schools. The focus on internationalizing education is 
in itself  complex and difficult to implement. Even experts in glo-
balization and international education are still divided between the 
idea of  globalization as a universalization and commodification of  
knowledge (Barlow, & Clarke, 2002; Basiga, 2004; Bottery, 1999; Rei-
ser & Davies, 1944 as cited in Scholte, 2000; Smith, 2000), and glo-
balization as a result of  political and economic processes (Burbules 
& Torres, 2000; Carnoy, 1999; Gabbard, 2003), which may in part 
explain the difficulty in creating global conversations in educational 
leadership.  
     International journals are venues in which these ideas can be fur-
ther explored. Until we thoroughly understand the implications of  
international education as a “process of  integrating an international, 
intercultural or global dimension into the purpose, functions or de-
livery of  education” (Knight, 2004, p. 11), international knowledge 
will have limited impact on authentic improvement in education. We 
perceive international publishing as a means to generate a robust and 
innovative research-based conversation in educational leadership. 
     To this end, UCEA recently established the position of  Associate 
Director for International Relations increase the collaboration and 
visibility between UCEA member institutions and other programs, 
agencies, and individuals involved in educational leadership prepara-
tion and development in countries outside the US. The focus of  this 
role will include: a) developing international cooperation and part-
nerships; b) increasing international memberships; and c) developing 
international research and learning opportunities. In addition, a con-
tinued focus and engagement of  international researchers and prac-
titioners at UCEA conferences will increase the connections between 
educational leadership scholars and researchers around the world. 
We believe the pursuit and recognition of  multiple perspectives as 
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a result of  global contributions is critical in developing a knowledge-
base that is inclusive and prepares scholars and practitioners for global 
understanding.
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Think Globally Act Locally: 
A Challenge to Education Leaders

September 8th-12th 2008, ICC Durban
     The 2008 Commonwealth Council for Educational Administra-
tion and Management (CCEAM) Conference will take place from 
September 8th to the 12th in Durban, South Africa at the Interna-
tional Convention Centre (ICC). The Conference is being organ-
ised by the Education Management Association of  South Africa 
(EMASA) with the theme:

“Think Globally Act Locally: A Challenge to 
Education Leaders” 

     The world has become a global village. In order to address to-
day’s life challenges, we need to broaden our intellectual horizons. 
This theme challenges today’s educational leaders and managers 
to think more and act more. The role of  Educational Leadership, 
Management and Administration in understanding, shaping and re-
shaping education for economic and social progress in this global 
village cannot be over-emphasized. Thus the conference theme in-
vites African and other perspectives of  global and local leadership. 
It seeks to provide a forum for an examination of  the interface 
between schools, other education structures and communities. It 
wishes to foreground the role of  information and communication 
technology in the leadership and management of  education.

For more information, visit: 
http://www.emasa.co.za/node/17
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Leadership for Ecological 
Justice: An Unfulfilled Obligation

Brad W. Kose, Carolyn M. Shields, Ghassan K. Ibrahim
University of  Illinois at Urbana-Champaign

We are all schoolmasters, and our schoolhouse is the universe. To attend 
chiefly to the desk or schoolhouse while we neglect the scenery in which it 
is placed is absurd.

Henry David Thoreau, Journal, 15 October 1859

     And yet, the absurdity exists. Scholars increasingly point to inter-
connections between social injustices and environmental degrada-
tion that threaten planetary survival (Worldwatch Institute, 2005, 
2006) and are reinforced and perpetuated by educational assump-
tions and practices (Bowers, 1997, 2002; Gruenewald, 2003b). We 
are told that plastic makes up 80% of  the volume of  litter on roads, 
parks, and beaches and that in every square mile of  ocean there are 
over 46,000 pieces of  plastic resulting in the death of  over 100,000 
birds, seals, and whales each year (Reusablebags.com). We know 
that Brazil recently announced an emergency halt to burning and 
cutting its rain forests that are disappearing at a rate of  250 square 
miles a month, in part, to supply the growing global demand for 
meat consumption. This increased demand also explains why the 
majority of  corn and soy grown in the world feeds livestock for 
human consumption even though 800 million people suffer from 
hunger or malnutrition (Bittman, 2008). When we consider the hu-
man impact, we have learned that since 2003, the percent of  Iraqis 
without adequate water supplies has risen from 50 to 70; that 80% 
lack effective sanitation and that, due to a lack of  potable water, 
child malnutrition rates have risen from 19% prior to 2003 to the 
current 28% (Al-Fadhily, 2007). We know that despite high level 
allegations that communication regarding global warming has been 
suppressed (Revkin, 2006), research more and more demonstrates 
that global warming is occurring (Oreskes, 2004), is largely caused 
by human activity, and that the next decades will be crucial to curb-
ing its impact on climate change (Collins et al., 2007). 
     The question we ask ourselves is, therefore, whether we, as 
educated citizens and educators of  future global citizens have any 
responsibility to the universe as schoolhouse. Moreover, given the 
multiple demands on educational leaders, is attending to ecologi-
cal issues a matter of  priority or simply another in a long list of  
topics that it would be nice to address if  and when time allows. In 
2004, in perhaps the first scholarly analysis associating ecological 
issues with educational leadership for social justice, Furman and 
Gruenewald stated that they viewed:

environmental crises as inseparable from social crises; envi-
ronmental problems, for example, are often experienced as 
social injustices when disproportionate amounts of  pollution 
and toxic waste are literally dumped on those with the least 
racial and economic power. (p. 48)

     Moreover, since 2002, Gruenewald has persistently presented the 
case for an educational pedagogy of  place and for a critical analy-
sis of  ecological issues (Gruenewald, 2002, 2003a, 2003b, 2004a, 
2004b); yet, to the present, we are not aware of  any particular 
groundswell of  interest in, or support for, making environmental 
issues a central focus of  educational leadership. To that end, we 
want here, to provide an overview of  the ways in which environ-
mental studies and issues have traditionally been considered. For 

some, the focus has been on sustainable development. A different 
focus has simply been on the need to conserve or preserve the natu-
ral environment. A third conceptualization has delineated various 
aspects of  environmental justice, linking environmental awareness 
and sustainability with distributive justice, empowerment, procedural 
justice, or critical theories. In this paper, we provide a brief  overview 
of  these three strands of  scholarship and finally assess the implica-
tions of  this analysis for the research, teaching, and action of  educa-
tional leaders. 

Sustainable Development
     A first approach to the environment is one that rejects (or at least 
minimizes) the inherent value of  the natural world, instead focusing 
on its ability to meet and sustain human needs. As Selby (2006) noted 
in his critique of  both sustainable development and its underlying 
premises, this implies that humans have both the ability and capacity 
to manage the future of  the earth and to care for one another as well 
as for future generations. 
     Often associated with the movement for sustainable development 
that emerged as a result of  the 1992 Earth Summit in Rio de Janeiro, 
one notion of  sustainable development embodies principles that ap-
pear more closely aligned with neo-liberalism, profits, and markets 
than with sustainability and ecological justice. Industrialized coun-
tries, in particular, have commodified the natural world by mass pro-
ducing, distributing, and selling food, medicine, and natural and in-
dustrial products derived from natural resources. Humans have also 
used nature for agricultural research (e.g., engineering disease and 
drought resistance crops from existing plants), animal research (e.g., 
cosmetic product testing; medical and drug research), and a multi-bil-
lion dollar tourism industry.
     In fact, Sachs (1995) argues (some might say cynically), that the 
effects of  the sustainability movement have been “calls for the con-
servation of  development, not for the conservation of  nature” (p. 
434). As outlined in some of  the Earth Summit principles agreed 
upon by participants in this conference, it is clear that sustainable 
development takes a managerial and technicist approach to redistrib-
uting both resources and the engines and benefits of  development. 
Principle 1, for example, states that “Human beings are at the cen-
tre of  concerns for sustainable development. They are entitled to a 
healthy and productive life in harmony with nature” (U. N. Report, 
1992). Subsequent principles affirm the right of  states to “exploit 
their own resources pursuant to their own environmental and devel-
opmental policies” (Principle 2); assert the importance of  equitably 
meeting the needs of  present and future generations (Principle 3); af-
firm an integral relationship between development and environmen-
tal protection (Principle 4); and even emphasize the importance of  
“eradicating poverty as an indispensable requirement for sustainable 
development.” Moreover, at the September 2004 World Summit on 
Sustainable Development in Johannesburg, world leaders reaffirmed 
their Rio commitments with only slight modifications (Smith, 2006). 
     Many would argue, however, despite their widespread acceptance, 
that these provisions have done little to promote human health and 
welfare, but have focused on ensuring growth with little regard for 
sustainability. Thus, a sustainable development perspective may asso-
ciate environmental degradation with unknown losses of  economic 
benefits in the future (Polasky & Solow, 1995), enhancing the former 
as well as reducing welfare benefits for humans. 

Preservation of  the Natural Environment
     A second approach assumes and advocates the intrinsic and non-
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commodified value of  the natural environment. This is an ethical 
stance that argues that humans should be environmentally respon-
sible because all species have the right to exist. Moral reasons also 
urge us to protect nature as we found it and to pass it on to future 
generations. From a social point of  view, the natural environment 
not only plays a necessary part in the sustenance of  the planet’s bio-
sphere, but enhances the aesthetic human experience, and is part of  
many cultures’ spiritual heritage. At issue here is the tendency to ig-
nore the interdependence of  nature’s diverse species, and even more 
to underestimate the interconnectedness between natural and human 
environments.  
     Moreover, as suggested in the introduction, economic development 
and human activity have often had a negative impact on community, 
regional, and global natural environments. While the Rio Earth Sum-
mit of  1992 may have focused on sustainable development, it also 
sounded one of  the first global warnings of  catastrophic destruction 
of  biological diversity, including species extinction and the collapse 
of  ecosystems. A United Nations Development Program report 
(Shand, 1997) mentioned that since the beginning of  the century, 
about 75 % of  the genetic diversity of  agricultural crops might have 
been lost. Tropical forests are falling at a rate of  just under 1% per 
year, or more than 70 acres per minute (UN). In recent years, global 
tropical deforestation represents an area about the size of  Portugal 
(roughly equivalent to the size of  Indiana) per year. Soil—the critical 
life-support surface upon which we all depend—is eroding at a rate 
13-80 times faster than it is being formed (Shand, 1997). Human 
activity has influenced species extinction rates at least 100 times their 
natural rates (Pimm & Lawton, 1998). The consequences of  this eco-
logical destruction are sobering, irreversible, and global.
     In terms of  scholarship, as Rudy (2007) explains, environmental 
sociology largely stemmed from reaction to public outrage of  en-
vironmental issues in the 1960s and 1970s. In the human ecology 
movement,

most early sociological research theorized environmental prob-
lems as an outcome of  population growth, bad technology, 
overconsumption, or a combination of  the three… Additionally, 
environmental sociologists tended to rely on natural science for 
their understanding of  nature and the environment and changes 
to each that society was producing. (p. 498)

     Thus, environmental sociology represented a fundamental shift 
in how sociologists understood the world—by integrating, rather 
than separating, human actions and the natural environment (Rudy 
& Konefal, 2007). Similarly, place-based education represents a 
shift in the goals of  education to emphasize connections between 
children’s lives and real-world problem solving and exploration of  
particular places (Smith, 2002); it marks a radical shift from learn-
ing about geography and ecological diversity that primarily serves as 
preparation for the global marketplace to education that focuses on 
understanding and relating to particular attributes of  place. A major 
goal of  the study of  places is to “help increase student engagement 
and understanding through multidisciplinary, experiential, and inter-
generational learning that (Gruenewald, 2003a, p. 7). Citing Sobel 
(1996), Gruenewald further explains that place-based educational ap-
proaches should nurture students’ love of  and bond with the natural 
world before students are introduced to ecological crises; premature 
study of  environmental issues may create an abstract sense of  hope-
lessness or helplessness.
     Although there are merits to natural preservation as well as to 
environmental approaches to sustainable development, scholars in 

education (Agyeman, 2005; Bowers, 1997, 2001, 2002; Furman & 
Gruenewald, 2004; Gruenewald, 2002, 2003a, 2003b; Selby, 2002) 
and other disciplines (Petrucci, 2002; Rudy & Konefal, 2007; Smith, 
2000) have argued that neither camp adequately or critically exam-
ines the social conditions and practices which give rise to ecological 
issues, particularly as they intersect with class, race, gender, and 
social justice.
     However, perhaps in part, because environmental sustainability 
and social justice are contested terms (Meyer, 2001), these ideas 
have been separated, loosely connected, incommensurable, or even 
oppositional in both scholarship and environmental action. When 
narrowly defined, promoting environmental sustainability does not 
necessarily foster social justice and working toward social justice 
does not necessarily support environmental sustainability (Meyer, 
2001). Moreover, attempts to focus on the relationships between 
environmental and human issues have resulted in a backlash. Rudy 
and Konefal (2007) contend,

with the rise of  the movement against environmental racism, a tradi-
tional sociological response to the priority of  nature over social inequality 
emerged. In effect, a form of  the sociology of  public health and civil rights 
fought its way (against notable resistance) into the environmental move-
ment and into environmental sociology. Activists and scholars concerned 
with environmental racism were more concerned with the disproportion-
ate impact of  pollution on oppressed minority populations than with the 
natural and physical sciences of  ecology and environmental degradation. 
(p. 496)

Despite our recognition, with Bogotch (2002) that social justice 
seems to have no fixed meaning, we agree with Furman and Gru-
enewald’s (2004) contention that ecology and social justice can be 
meaningfully integrated.

Ecological Justice
     We conceptualize ecological justice as being inclusive of  strands 
of  distributive justice, procedural justice, ecological empowerment, 
and critical ecological justice, and acknowledge that proponents of  
each advance slightly different arguments. Further, although some 
scholars may distinguish ecological justice and environmental jus-
tice, we use these terms interchangeably to acknowledge both.
     Distributive ecological justice. In acknowledgement of  the need 
for redistribution, Smith (2000), for example, cites Jones as say-
ing that “the distribution of  resources across the world is entirely 
fortuitous and that it is morally unacceptable that people’s lot in 
life should be determined by this accidental feature’’ (p. 1155). He 
returns to a paper presented by David Harvey at the 1971 meeting 
of  the Association of  American Geographers in which the author 
argued that for a just distribution to be justly arrived at would re-
quire not only a distribution of  income such that the needs of  each 
population are met, but that “extra resources are allocated to help 
overcome special difficulties stemming from the physical and social 
environment” (Smith, 2000, p. 1149). 
     Although the call for redistribution of  resources and distributive 
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justice has been made repeatedly in previous decades, it has tended 
to rely on “determinations made by elites in the community re-
garding the just entitlement of  particular at risk subpopulations to 
their own generosity or the largesse of  the community as a whole” 
(Fondacaro & Weinberg, 2002, p. 480). Petrucci (2002) (drawing on 
previous work of  Pickering and Owen, 1994) decried approaches to 
redistribution that focused narrowly on such processes as “incor-
porating the environmental or social costs of  the project into the 
economic process” by adding taxes, saleable pollution permits and 
other similar measures (p. 105). 
     Rudy and Konefal (2007) used the term “environmental racism” 
and stated that in the mid 1980s, scientists became concerned about 
the disproportionate impact of  pollution and other detrimental en-
vironmental effects on “oppressed minority populations” and on 
the “disproportionate representation of  oppressed people of  color 
and the poor within the most heavily polluted, toxic, and illegally 
dumped in areas of  the country” (pp. 495-496). .Although this led 
to considerable historical analysis, they claim there was little signifi-
cant change in approaches to development. Nevertheless, we argue 
that it is in these very intersections—the natural with the human, 
the impact of  humans on the natural environment and the differen-
tial impact of  environmental degradation on humans—that there is 
a powerful argument for the integration of  environmental concerns 
into conceptions of  social justice. 
     Environmental empowerment. Petrucci (2002) called for a stance 
towards the environment that provided genuine alternatives by and 
for oppressed people and that overcame the tendency for sustain-
ability to permit the continuation of  both class oppression and 
environmental degradation. Moreover, he urged that this new and 
more “genuine form of  sustainability” be based on “local-indig-
enous or self-determined values” (p. 112). This focus on self-de-
termination is a more recent emphasis, termed by Fondacaro and 
Weinberg (2002) an “empowerment tradition.” They write that this 
tradition was rooted more deeply in “principles of  procedural jus-
tice, emphasizing the importance of  voice and participation in the 
decision making process as well as decentralization and local con-
trol” (p. 481). Others, (for example, Agyeman, 2005) have also ar-
gued that environmental justice is best understood as “a grassroots 
community reaction to external threats to a given community in its 
broadest sense” (p. 12). 
     Rudy and Konefal (2007) sum up the differences between the 
redistributive approach and the more empowering approach using 
the words of  Gould, Schnaiberg, & Weinberg (1996): 

In terms of  research and pedagogy, sociologists focusing on 
the environmental inequalities of  race, gender, and class have 
tended to focus on recent environmental activism rather than 
the more traditional conservation and preservation move-
ments. This is because movements against environmental in-
equalities tend to have different roots, constituencies, and or-
ganizational tactics than mainstream environmentalism, which 
tends to be white, top-down, national in orientation, and fo-
cused on lobbying and litigation. In contrast, the movements 
against environmental inequalities have tended to be working 
class, non-White, local, single-issue oriented, and participatory 
and to embrace direct-action tactics. (p. 502)

At the same time, despite a shift in emphasis on distributive and 
procedural justice for members of  minoritized groups, none of  
these approaches necessarily critically scrutinizes underlying as-
sumptions, conditions, or practices that give rise to historic and on-

going ecojustice issues. For that reason, we now explore more critical 
approaches to ecological justice.
     Critical ecological justice. Scholars in ecofeminism, ecojustice, or a 
critical pedagogy of  place employ more critical approaches to eco-
justice and uncover the interconnected cultural patterns of  human 
and environmental domination, oppression, or exploitation (e.g., 
Bowers, 1997, 2001; Gruenewald, 2003a). For example, as Selby 
(2002) explains, ecofeminists (Hessing 1993; Warren, 1990) locate 
the problem with patriarchy more than anthropocentrism and ar-
gue that the oppression and marginalization of  women, minorities, 
and nature are inseparable and mutually reinforcing. Similarly, Salleh 
(1997) critiques the limited ecological scope of  the Green Revolu-
tion and delineates the historical and contemporary ways in which 
patriarchal and capitalistic societies have objectified women and na-
ture as things to be feared, conquered, appropriated, or exploited 
often through the use of  science and technology, and sometimes 
in the name of  environmentalism. Salleh suggests, “An ecofeminist 
response to ecological breakdown means finding ways of  meeting 
human needs that do not further the domination of  instrumental 
rationality” (p. 53).
     In the same way, a critical approach to ecojustice emphasizes 
critiquing, rethinking, and reconceptualizing dominant and taken for 
granted assumptions, metaphors and practices (Bowers, 2001; Gru-
enewald, 2003a, 2003b). Furman and Gruenewald (2004) contend 
that “educators must become aware of  the links between social and 
ecological systems by developing a critique of  the ways in which 
dominant culture affects people and places, humans and habitat” (pp. 
54-5). As Gruenewald (2003a) explains, a critical pedagogy of  place 
utilizes local contexts not only to interact with the natural world, 
but to examine and address social and ecological issues within these 
places. This pedagogy—which extends beyond classroom teaching 
methods—aims toward learning that includes reinhabitation (learn-
ing to live in an area that has been previously exploited or disrupted) 
and decolonization (e.g., critique of, resistance to, and liberation 
from dominant and exploitive ways of  thinking and living).
Thus, we find that these critical perspectives not only advocate re-
sponsible use and preservation of  our environments, they also ac-
knowledge issues of  elitism, power, and privilege as problems that 
not only serve to disadvantage minoritized social groups, but that 
prevent the expansion of  ecojustice. To overcome the barriers to 
justice—both social and ecologogical, we reiterate the call of  Fur-
man and Gruenewald (2004) that educational leaders should attend 
to both. 

Conclusion and Implications
     We have presented three broad perspectives that may undergird or 
influence education strategies related to environmental studies. Our 
central argument is that educators should employ a broad framework 
of  ecological justice to understand and address the inextricable con-
nections between environmental and social justice issues. Sustainable 
development and natural preservation perspectives should be cri-
tiqued and included under this broad umbrella. Stated differently, a 
comprehensive approach to environmental education is inextricably 
related to leadership for social justice. 
     Counterarguments to this discussion might be that environmental 
issues are science and technology problems, not educational prob-
lems; or that educators are already overburdened and have more 
pressing or important responsibilities. However, the evidence im-
plies the need for an educated citizenry that scrutinizes the exploit-
ative side of  science and technology.  Solutions to environmental 
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issues require technological advancement and changes in human con-
sumption and behavior (e.g., Collins et al., 2007). Moreover, given ac-
celerating environmental degradation and pervasive social injustices, 
inaction is not only contradictory to long-term self-interest (it affects 
us all); it is morally indefensible in that it also perpetuates social ineq-
uities. We offer four implications for practice, policy, and research as 
starting points for leadership discussion and engagement. 
     First, rather than uncritically preparing students for economic and 
global competition (which may perpetuate environmental destruction 
and social inequities), school leaders should help teachers and students 
develop a critical consciousness and sophisticated faculties for under-
standing the intricate intersections of  environmental education and 
social justice. For instance, Bowers (2002) argues that students need 
skills to critically examine language, metaphors, and traditions embed-
ded in social and cultural contexts in order to recognize ecologically 
destructive patterns and “help revitalize the non-commodified aspects 
of  community life” (p. 262). Fondacaro and Weinberg (2002) further 
imply educators should scrutinize the epistemological assumptions 
and commitments of  scientific research that has historically prized 
truth and objectivity over concerns for ecological or social justice. 
     Second, as leaders of  educational leaders, we can model ecojustice 
administrative practices and policies. Both at UCEA conferences and 
within our institutional departments, we can examine institutionalized 
habits and policies on paper and energy conservation, recycling, and 
ecologically and socially responsible consumerism. For example, the 
planners of  the 2008 Canadian Society for Studies in Education con-
ference are encouraging participants to take a stand for ecojustice by, 
for example, bringing their own conference bag and reusable bottles 
(CSSE will not sell bottled water), post conference papers on a web-
site, and providing a viable sustainability suggestion for the confer-
ence. A broader activist agenda includes examination, critique, and en-
gagement of  broader or intersecting college, university, or intuitional 
policies as already underway at universities such as Duke, Stanford, 
and the University of  British Columbia, Canada. Additionally, Neil 
Wollman has long organized many educators to pressure the pension 
fund giant TIAA-CREF to discontinue investing in corporations with 
unjust or environmentally destructive practices.
     Third, faculty should examine how ecojustice principles could be 
meaningfully woven into leadership program curricula and courses. 
Furman and Gruenewald (2004) offered relevant guidelines that can 
mesh with growing scholarship in leadership for social justice prepa-
ration and practice (e.g., Grogan, 2002; Kose, 2007; Marshall, 2004; 
McKenzie et al., 2008; Shields, 2004). However, as we have implied 
throughout, faculty should carefully study and examine central ideas 
and guiding questions to avoid unintended student misconceptions or 
oversimplified conclusions.
     Finally, the dearth of  scholarship and research on environmental 
leadership let alone leadership for ecojustice is striking. While schol-
ars should continue theoretical scrutiny of  ecojustice leadership, the 
need for research that collects, unveils, and analyzes pertinent empiri-
cal data may be even more pressing. A translation of  Fondacaro and 
Weinberg’s (2002) argument for social justice in community psychol-
ogy scholarship is relevant. They note that while scientific research 
has often historically overlooked or perpetuated social injustices, they 
“agree completely with those in the field who insist that community 
psychology cannot survive if  it is incapable of  providing scientifi-
cally valid grounds for assessing and evaluating evidence of  justice or 
injustice in varied social contexts” (p. 487). For our purposes, the 
field demands empirical analysis and critique of  relevant existing and 

promising leadership policies, practices, and outcomes.
     Although we strongly disagree with Derrick Jensen’s (2006a; 
2006b) contention that Western civilization should and must be 
(quite literally) destroyed to save the environment, we agree with 
his argument that ecosystems are quickly reaching disastrous and ir-
reversible tipping points that exacerbate social injustices and affect 
us all. He raises a simple question worthy of  ongoing reflection. In 
short, what will it take for people to realize the seriousness of  en-
vironmental problems and take necessary action—global warming, 
massive species extinction, the elimination of  rainforests, personally 
witnessing the scope of  ecological injustices? Put differently, what 
will it take for us to recognize the seven generations idea from Mo-
hawk culture among others, making our decisions so that the impact 
of  our actions will allow for sustainability, respect, and honor for 
seven generations? How would we educate differently? If  education-
al leaders do not take this obligation seriously, who will?
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From the Director:  
Programs Are Making Important 
Progress In Providing Research-
Based Preparation That Supports 

Student Learning.  
-Michelle D. Young, UCEA Executive Director

      As leadership preparation faculties contem-
plate the future of  their work, they face an im-
portant challenge in providing programs that de-
velop leaders who can support the learning of  all 
students.  The changing conditions of  schools, 
school populations, standards for students and 
educational professionals, and knowledge base 
on effective leadership create an environment of  
intense complexity in which this challenge must 

be addressed. Consequently, significant attention has been focused 
on increasing quality and innovation in leadership preparation pro-
grams (Jackson & Kelley, 2002; Milstein, 1993; Orr, 2006; U. S. De-
partment of  Education, 2005; Young, 2004).
     Critics have raised doubts concerning the capacity of  univer-
sity-based preparation programs to make needed changes (Hale & 
Moorman, 2003; Levine, 2005); however, many educational leader-
ship preparation programs have redesigned their content, structure, 
pedagogy and delivery to be more influential in graduates’ leadership 
practices, school effectiveness, and career development. Programs 
have incorporated factors thought to be essential to successful lead-
ership practice, including increased opportunities to deepen and 
extend leaders’ understanding of  leading organizations, advocating 
for student learning, engaging in data informed decision making, in-
corporating diverse perspectives, engaging stakeholders, developing 
a supportive organizational and instructional culture, developing a 
collaborative vision for high levels of  student achievement, acquir-
ing and using resources, and providing sufficient time both to reflect 
on how these knowledge bases interact with each other and how to 
apply them.  
     Professional associations like UCEA and NCPEA, National 
Commissions, national and state standards and requirements, na-
tional and regional accreditation recognition, and other factors have 
encouraged program improvement and redesign work. Until recent-
ly, however, there has been limited focus on ensuring that leadership 
standards and leadership development be research based (English, 
2006), limited involvement of  educational leadership preparation 
faculty in preparation research, limited empirical research demon-
strating the effectiveness of  program models and features and little 
agreement about how to assess program effectiveness. This situa-
tion, however, has changed remarkably over the last decade. 
     First, one of  the key criticisms of  the 1997 Interstate School 
Leadership Licensure Curriculum Standards for School Leadership 
was its grounding in expert opinion rather than empirical research 
on effective leadership practice, particularly leadership that supports 
student learning (English, 2006). The newly revised standards, re-
named Educational Leadership Policy Standards: ISLLC 2008: As Adopt-
ed by the NPBEA (www.npbea.org) is an updated version of  the 1996 
Interstate School Leaders Licensure Consortium (ISLLC) standards. 
To ensure that the revised standards were based on current research 
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concerning effective educational leadership, a nationally recognized 
research panel worked for two years to tie each of  the functions 
of  the revised standards to research-based pedagogical practice as 
well as empirical knowledge. Given that these standards have been 
adopted or adapted by over 44 states the their influence is important. 
It is significant to have research-based standards for effective leader-
ship practice and, thus, preparation.
     Second, increasing numbers of  scholars, many of  whom are affili-
ated with the UCEA-LTEL Evaluation Research Taskforce and the 
UCEA-AERA-NCPEA Joint Research Taskforce on Educational 
Leadership Preparation, have been engaged in individual and joint 
research on leadership preparation during last decade.  Their work 
along with expert opinion provide insight into a set of  essential core 
program attributes, including: a well-defined, leadership-for-learning 
focus, coherence, challenging and reflective content, student-cen-
tered instructional practices, competent faculty, positive student re-
lationships, a cohort structure, supportive organizational structures, 
and substantive and lengthy internships (Darling-Hammond, 2007; 
Orr & Pounder, 2008).
     Third, while programs’ self-evaluation has been given little atten-
tion in the past (Glasman, Cibulka, & Ashby, 2002), the majority of  
programs—due in large measure to accreditation requirements—are 
engaging in some form of  program assessment today. More impor-
tantly, those researchers engaged in the UCEA-LTEL Evaluation Re-
search Taskforce have developed a program assessment framework 
(Orr, 2006) and a set of  data collection tools (which are available on 
the UCEA website) that are being used by an increasing number of  
programs, enabling cross program and preparation model compari-
sons.  The end result of  these efforts is a growing body of  knowledge 
that can be used to guide program improvement and as benchmarks 
for programs to measure their efficacy and performance.
     In an effort to provide wide-spread access to the existing and 
expanding knowledge base on educational leadership preparation, 
UCEA has worked with its member institutions and in collabora-
tion with other professional organizations to develop means for dis-
semination.  The UCEA website, for example, hosts a repository of  
publications and research tools from the UCEA-LTEL Evaluation 
taskforce.  It also provides access to a variety of  other resources on 
preparation such as the Journal of  Research on Leadership Educa-
tion, the UCEA Review’s series on Innovative Programs and other 
conversations pertinent to leadership preparation, the UCEA Im-
plications series, UCEA program centers, etc. UCEA’s forthcoming 
handbooks on leadership development, the International Handbook of  
Research on Leadership Development and the Handbook of  Research on the 
Education of  School Leaders, are two additional important resources 
that the field will undoubtedly benefit from. Moreover, there are 
other efforts by professional associations (e.g., NCPEA) and foun-
dations (e.g., Gates, Wallace) to shed light on effective leadership 
preparation and to improve programs. Making the resources devel-
oped through these efforts widely available (and free of  charge) and 
the field aware of  their availability and value is essential.  
     The question of  whether educational leadership preparation mat-
ters, has been answered:  It certainly does matter. Current research 
on leadership preparation suggests that highly effective leadership 
preparation programs are distinguishable by their features and by 
their influence on their graduates’ learning and career advancement 
(Orr & Pounder,  2008).  Moreover, this influence is independent 
of  candidates’ prior experience and initial aspirations. Hypothesized 
relationships between programs’ standards-based curriculum and 

learning strategies and graduates’ learning and intermediate career 
outcomes have been validated and the evidence of  this relation-
ship continues to grow (Darling-Hammond, 2007; Orr & Pounder, 
2008; see also the resources listed on the Evaluation Taskforce Page 
of  the UCEA website www.ucea.org).  
     In conclusion, educational leadership preparation programs can 
and do make a difference, at least in the first stage of  impact on 
graduates. However, how graduates’ learning relates to their re-
ported leadership practices and school improvement work requires 
further investigation. Moreover, just knowing that programs can 
and do make a difference as well as what program attributes are 
associated with effective leadership practice is not enough, we must 
now devise a plan for supporting innovation, self-evaluation, and 
improvement in the growing number of  educational leadership 
preparation programs (Baker, Orr & Young, 2007). 
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Revisiting the Insights and Ideas of  Jack Culbertson
     For over 22 years from 1959 to 1981, Jack Culbertson worked through the UCEA consortia to improve the quality of  
leadership in educational administration. Jack linked people with ideas; mentored and influenced the careers of  countless 
professors and practitioners; and molded a national organization which assumed a leadership role in both shaping and ar-
ticulating the movements, trends and developments in the field of  educational leadership. His work with professors led to 
the development of  well over 100 books, articles, essays, simulation training materials, and other published works. In this 
UCEA Review column, we will be revisiting a few of  the many powerful ideas and insights Jack shared with our field.  This 
particular piece, which will be printed in two parts, focuses on the development of  a world council in the field of  educational 

administration. Like much of  his work, Jack seems to be writing for contemporary audiences about current issues.  As UCEA considers its 
current and future international partnerships and ventures, the ideas and advisement of  thinkers like Jack are invaluable.  I hope you enjoy 
reading the piece as much as I have.

Michelle D. Young, UCEA Executive Director  

A WORLD COUNCIL FOR EDUCATIONAL ADMINISTRATION
(Part 1 of  2)

Jack Culbertson, Executive Director, University Council for Educational Administration (July 1977)

     The problem dealt with in this paper cannot be easily understood without some recourse to history. Therefore, a very brief  outline of  
selected events from the past wilt be elaborated as a prelude to problem definition. Events will be selected to shed light on the diffusion 
and use of  the concepts of  administrator preparation and study. Two stages are postulated and these shape the discussion. The first stage 
involves the United States and Commonwealth countries. The second stage involves diffusion within the context of  non-Commonwealth 
countries. The stages, of  course, are not discrete either in their processes or their time periods.

Administrator Preparation and Study in the United States and Commonwealth Countries
     The concepts of  administrator study and administrator preparation had their origins in the United States more than three-quarters of  
a century ago. Thus, the first two doctorates in educational administration were awarded in 1905 at Teachers College, Columbia University 
– an institution which became the dominant force in administrator preparation during the first quarter of  the century. Between 1910 and 
1930, for example, the institution awarded more advanced degrees in educational administration than all the other graduate schools in the 
country combined1.  During and after the 1930s, the concepts of  administrator preparation and study were gradually diffused among and 
implemented by major institutions of  higher education across the nation. By 1970, more than 340 institutions were engaged in administra-
tor preparation in the United States.
     In 1956 the first doctoral program in educational administration on the North American continent outside the United States was initiated 
by the University of  Alberta in Canada. For approximately a decade, the University of  Alberta played a role similar to that which Teachers 
College, Columbia had played in the United States. It prepared leaders in doctoral programs who took positions in other institutions of  
higher education throughout Canada; consequently, the movement toward formal administrator preparation and study was diffused rela-
tively quickly throughout the Canadian Provinces.
     In the early 1960s, William Walker, after having received the doctorate in educational administration at the University of  Illinois and 
having returned to his native country in the late 1950s, initiated a new program for preparing educational administrators at the University 
of  New England in New South Wales, Australia. This institution soon became a leader in administrator preparation and study in Australia 
and was instrumental in the mid-1960s in founding the Journal of  Educational Administration, the first internationally-oriented publication in 
the field2.  Three or four additional programs were initiated in Australia in the mid-1960s and the University of  Victoria in New Zealand 
developed plans for a program for administrator preparation about the same time.
     In the early 1960s, interest in administrator preparation and study began to grow in Great Britain. George Baron at the University of  
London exercised a key leadership role, and administrator preparation was diffused in the sixties to the universities of  Bristol, Birmingham, 
Oxford, and to the University College at Cardiff  in Wales.
     In the late sixties and seventies the movement spread to other settings as, for example, polytechnic institutions. In the early seventies, for 
example, the Sheffield Polytechnic Institute had nine staff  members engaged in the preparation of  educational administrators3.  Currently, 
more than a dozen institutions in Great Britain are engaged in preparing educational administrators.
     In the sixties, international communication channels were created which contributed further to the diffusion process. More specifically, 
the present writer in 1963 who was then and continues to be Executive Director of  the University Council for Educational Administration 
(UCEA), concluded that the time was right for a new international initiative4.  This initiative would bring together for the first time scholars 
and leaders interested in administrator study and preparation from different nations to share ideas, to establish new communication chan-
nels, and to develop plans for the future within an international framework. This idea was tested with other leaders in different countries 
and it received their strong support. With the help of  a grant from the W. K. Kellogg Foundation in 1966, the First International Intervisi-
tation Program (I.I.P.) was initiated under the auspices of  the UCEA which brought together leaders from Great Britain, New Zealand, 
Australia, Canada, and the United States. The program began with a one-week seminar at the University of  Michigan which was followed 
by a two-week period in which internationally organized teams visited selected and leading universities in the United States involved in 
administrator preparation and study. The program ended with a four-day session at the University of  Alberta which produced a number 
of  decisions for follow-up activities.
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     One of  the decisions made at the University of  Alberta meeting 
was that the international program just completed should be repeat-
ed every four years and that it should be held in different countries. 
The second program in fact was held in 1970 in Australia, the third 
in 1974 in Great Britain, and the fourth one will be held in 1978 in 
Canada.
     Perhaps the most significant development emanating from the 
1966 international initiative was a new organization called the Com-
monwealth Council for Educational Administration (CCEA). This 
Council was discussed at the second I.I.P. in Australia and received 
widespread support. It was implemented shortly thereafter with 
the assistance of  a grant from the Commonwealth Foundation in 
Great Britain5.  The Commonwealth Council has continued to de-
velop and now has members from the old Commonwealth countries 
and almost a11 of  the new Commonwealth Countries. A number 
of  the new Commonwealth countries are now offering programs 
for preparing educational administrators. The University of  Dacca 
in Bangladesh, for example, recently initiated a doctoral program in 
educational administration. The CCEA and the UCEA have contin-
ued to cooperate in the sponsorship of  the I.I.P.s along with other 
organizations in the countries hosting the program.
     At the first meeting of  the CCEA, the present writer was asked 
to present a paper on “UCEA-CCEA Relationships.” In this paper, 
ten adaptations designed to encourage cooperation were articulated 
and these were later approved by the boards of  CCEA and UCEA6.  
Among the adaptations presented were several strategies for facili-
tating comparative research and development. Through a “parallel” 
strategy arrangement, the first international study of  preparatory 
programs is now being brought to fruition. Concepts and informa-
tion emanating from this inquiry will be diffused through presenta-
tions at the Fourth I.I.P. in 1978. 
     In sum, then, the first stage in the development of  formal admin-
istrator study and preparation began in the United States, and during 
the fifties and sixties especially, the concepts were diffused to the old 
Commonwealth countries where programs for preparing educational 
leaders were initiated in a number of  institutions of  higher educa-
tion. In the mid-sixties, the UCEA brought together for the first 
time, with the help of  a grant from the W. K. Kellogg Foundation, 
leaders from the United States and the old Commonwealth countries 
interested in administrator preparation study. This program led to a 
number of  important developments including a new organization 
(CCEA). UCEA and CCEA have continued to cooperate through in-
ternational, intervisitation programs and other communication chan-
nels to help develop, organize and diffuse ideas about administrator 
preparation and study.

Administrator Preparation and Study in-Non-Commonwealth 
Countries
     In the late sixties and seventies, there was considerable movement 
toward the adoption of  formal administrator study and preparation 
concepts in a number of  non-Commonwealth countries. In 1969, for 
example, the writer spoke to representatives of  the Organization of  
American States in Brazil7.  Shortly thereafter, under the leadership 
of  Correo Mascaro and others, a center for administrator study and 
preparation was established with government support at the Univer-
sity of  Sao Paulo in Brazil. Professors from the United States par-
ticipated in the development of  the center through sabbatical leave 
arrangements. In the seventies additional countries in Latin America 
began to give attention to the concept of  administrator preparation 

and study. This work was also facilitated by professors from North 
America and by training offered by North American universities to 
leaders from South America.
     In more recent years, interchange between professors and other 
educational leaders in North and South America has been increas-
ing as an identified network of  South American professors has 
emerged. Patrick Lynch of  the Pennsylvania State University and 
Thomas Wiggins of  the University of  Oklahoma, for example, 
have worked with a number of  leaders in South America interested 
in administrator preparation and study. There is also under discus-
sion currently the idea of  an Inter-American Council for Educa-
tional Leadership. This Council would facilitate the interchange of  
ideas and expertise between and among leaders in North and South 
American interested in administrator study and preparation.
     In the early seventies there was instituted in Israel a govern-
ment-sponsored center for the study of  educational administration 
and for the preparation of  administrators. This center has contin-
ued to function and Professor Samuel Popper of  the University of  
Minnesota served as a UCEA Staff  Affiliate in Israel in 1975-76 
at the University of  Haifa where he worked with leaders to adapt 
concepts of  simulated training materials developed in the United 
States to training needs and contexts of  Israelian leaders in educa-
tion. Other countries in the Middle East as, for example, Saudi 
Arabia offer training for school administrators.
     In Europe, Per Dalin of  Norway, during the last six years, 
has provided a major stimulus for those interested in the study 
of  leadership and change through an organization called Interna-
tional Management Training for Educational Change (IMTEC)8.  
Directed largely at the professional development of  administrators 
from differing countries served by IMTEC, the effort has stimu-
lated thought and work related to administrator study and prepara-
tion more generally. In recent conversations with members of  the 
UCEA central staff, Per Dalin has expressed the view that a num-
ber of  universities in Europe will be offering Masters programs 
in educational administration during the next decade. Currently, 
through a grant from Volkswagen, a unique developmental effort 
is underway in Germany to create and institutionalize training pro-
grams for educational administrators. Housed at the Institut Fuer 
Sozialforschung Und Soziatwirtschaft
in Saarbruecken, this project is headed by Richard Bessoth.
     During the last three years individuals from various European 
countries have visited the UCEA central staff  and have expressed 
a desire for more effective international communication related to 
administrator preparation and study. These individuals are seeking 
ideas and psychological support to assist them in the design and 
conduct of  preparatory programs for educational administrators 
in their respective countries. The same would be true insofar as the 
continent of  Africa is concerned where communication from lead-
ers there with UCEA has revealed interest in administrator study 
and preparation in such universities as Stettanbosch, Natal, Cape-
town, Durban-Westville and Rand Africaans.
     Many other countries through institutes or other arrangements 
are offering training for educational administrators. France in 1962, 
for example, established a National Institute for Administration 
which has offered training to hundreds of  administrators. Other 
countries which have offered special courses under governmen-
tal auspices would include Thailand, Libya, Cuba, Vietnam, Korea, 
Paraguay, Bolivia, and Panama. Training efforts are also present in 
such countries as Japan and India9. 
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UCEA 
Employment Resource Center

 UCEA Job Search Handbook
       
     The UCEA job search handbook, located on the UCEA 
website (www.ucea.org), is an online resource for aspiring ed-
ucational leadership faculty members and the institutions that 
prepare them. The handbook was created by Scott McLeod 
(Iowa State University), Ken Brinson (North Carolina State 
University), Don Hackmann (University of  Illinois-Urbana 
Champaign), Bonnie Johnson (University of  Kentucky), and 
Lisa Collins (Lehigh University) based upon a set of  materi-
als they have developed about the job search process for 
Educational Administration academic positions. 
    The handbook includes a variety of  tips, techniques, and 
other useful resources and is intended to enhance the quality 
of  the job search process for educational leadership faculty 
candidates.  Topics covered in the Job Search Handbook 
include:  preplanning, preparing an application, the interview, 
post-interview tactics, negotiations, and sample materials.  
These materials have been presented during the Annual 
UCEA Graduate Student Symposium for the last few years 
and have received tremendous praise.

UCEA Job Posting Service

      UCEA provides, free of  charge on its website, links to job 
position announcements.  To submit a posting for the website, 
please e-mail the URL for the position announcement (website 
address at your university where the position description has 
been posted) to Christopher Ruggeri (ucea@austin.utexas.edu). 
A link will then be provided from the UCEA job posting page 
(http://www.ucea.org) to the job announcement.

     In sum, the movement toward formal administrator study and 
preparation is gradually being diffused worldwide and the evidence 
is accumulating that numerous non-Commonwealth countries are 
engaged in efforts to formalize training and study10.  Although there 
are formal international channels for those in the Commonwealth 
countries and the United States, this is not the case for leaders in 
non-Commonwealth countries interested in educational adminis-
tration. The need for the further expansion and development of  
international channels of  communication to include those from 
non-Commonwealth countries has been expressed by scholars and 
leaders in various nations during the last five years…
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The next issue of  “UCEA Review” will feature the 
second half  of  Culbertson’s paper, 

“A World Council for Educational Administration” 
entitled: “Positive and Negative Influences.”
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UCEA Draft Code of  Ethics - II
Revised at New DEEL conference

On behalf  of  the UCEA Code of  Ethics Committee, this memo serves as 
a communiqué to detail the progress, product and suggested subsequent action 
steps for the development of  an ethical code for UCEA professors, adjuncts 
and practitioners.
             Dr. Joan Shapiro, Temple University

Progress thus far:
     Chaired by Drs. Joan Shapiro (Temple) and Adrienne Hyle 
(Oklahoma), a group of  professors met at the UCEA conference 
in November of  2005, to begin the process of  revising and subse-
quently creating a process for writing a Code of  Ethics for UCEA 
professors, adjuncts and practitioners.  As a committee, this group 
of  professors began by reviewing and deconstructing the UCEA 
Values Statement of  2002.  

This committee consists of  the following members:
     Paul Begley (Penn State), James Crawford (Nevada), Patricia 
Ehrensal (Temple), Stephen Gross (Temple), Sean Hughes (Pitts-
burgh), Adrienne Hyle (Oklahoma), Marla Israel (Loyola), Lyse 
Langlois (Laval University), Joseph Murphy (Vanderbuilt), Kathy 
Sernak (Rowan), Joan Shapiro (Temple), Jackie Stefkovich (Penn 
State), Karen Evans Stout (Lehigh). 

     It was decided at this November 2005 meeting, that further 
clarification was needed from the Executive Director of  UCEA as 
to the charge and process for this endeavor.  Through subsequent 
emails, it was decided that a presentation concerning the nature of  
this charge would be given by Drs. Shapiro and Hyle at the UCEA 
Plenum in November of  2006.   
     The November 2006 plenum presentation described the process 
for creating a professional ethical code.  In particular, the multiple 
ethical paradigms of  justice, care, critique, profession and commu-
nity were reviewed along with the questions that these paradigms 
seek to resolve.  The UCEA Values statement was also shared.  Fi-
nally, participants were asked to go back to their faculty to reflect 
upon and then develop their own professional code – keeping in 
mind the aforementioned diverse ethical paradigms and UCEA val-
ues.  The committee requested that these individual codes and/or 
value statements from each university be sent to the chairs of  the 
UCEA ethics committee by March 30, 2007.  The committee would 
then reconvene at the AERA April 2007 conference in Chicago to 
pull these codes/value statements together to create an ethical code 
for the entire UCEA organization.
     In April of  2007 at the AERA conference in Chicago, members 
of  the committee met to create the University Council for Edu-
cational Administration Draft Code of  Ethics for Professors of  
Educational Leadership.

Draft Code I:
1. Model ethical behavior for others
2. Adhere to professional standards
3. Promote access to quality education
4. Value and respect the intrinsic worth of  individuals
5. Value and respect diversity of  person, practice and   
 thought
6. Practice with integrity in teaching, research and service
7. Embrace responsibility for improving the profession

8. Engage in reflection for professional growth
9. Develop and improve scholarly competence
10. Promote and improve the practice of  educational 
 leadership.

     Following the AERA meeting, this draft code was circulated 
amongst the committee members via email to solicit further reflec-
tion and refinement.
     At the November 2007 UCEA Conference the committee re-
convened to review the Draft Code.  Members were satisfied with 
the ten statements as comprising the foundational ethical values for 
those who are entrusted with the preparation of  future educational 
leaders.   However, we do not believe our work is done and propose 
the following steps to ensure that this document becomes an integral 
part of  UCEA’s daily discourse.  
     At the February 2008 New Deel Conference, the committee met 
again.  At this meeting, the Draft Code and proposed next steps 
were reviewed.  The Draft Code was revised and this revision can 
be found in the attached document labeled as such.  Additionally, 
proposed next steps were refined.  The refinement of  the steps can 
be found below in bold.

Draft Code II: (February 2008)
1. Model ethical behavior for others.
2. Foster critique and challenge professional standards of   
    practice (ex. AAUP, AERA, ISLLC, AASA etc.)
3. Foster access to quality education
4. Value and respect the intrinsic worth of  individuals both 
    personally and multiple communities
5. Value and respect diversity of  person, practice and thought
6. Practice with integrity in teaching, research and service
7. Embrace responsibility for improving the profession
8. Engage in critical reflection for professional growth
9. Develop and improve scholarly competence
10. Foster critique, challenge and improve the practice of  
      educational leadership.

Proposed next steps:
I.     Further documentation creation.  The committee believes that it 
is important to generate three additional documents to expand upon 
this Code. The first document would provide a description of  vari-
ous ethical paradigms (such as justice, care, critique, profession, and 
community) and how these values might manifest themselves within 
each of  these paradigms.  The second document would provide a 
compendium of  readings and instructional strategies in and around 
various ethics.  It would include the literature and most current writ-
ing on the topic of  ethics for our profession as well as the ethics of  
justice, care, critique, profession and community.  The third docu-
ment would be a review, critique and deconstruction of  the multiple 
standards guiding the profession of  educational leadership.  The 
committee is interested in the possibility of  support from UCEA for 
such continued work.

II.     Feedback. The Task Force desires feedback on this Code of  
Ethics as well as on creating an inclusive process for dissemination 
of  the code to the membership and the creation of  the two afore-
mentioned subsequent documents.  We believe this feedback can oc-
cur at the following venues:

a. AERA – April 2008
b. UCEA website for comments from the membership
c. UCEA – November 2008



�5 • UCEA Review • Summer 2008 • www.ucea.org

Point/Counterpoint: 
Potential and Problems of  Educational 
Leadership in International Perspective(s)

     In order to offer a more nuanced international perspective, this Point/Coun-
terpoint feature, brought to you by Point/Counterpoint Editor Jeff  Brooks,  in-
cludes responses to questions from educators in three countries. Dr. Esmeral-
da Cunanan is Executive Director of  the Philippine-American Educational 
Foundation (PAEF), based in Manila. Michael F. Watts is an Associate 
at the Centre for Educational Research and Development in the Von Hügel 
Institute, St. Edmund’s College, Cambridge, England and Co-convenor of  the 
Social Justice Special Interest Group of  the British Educational Research As-
sociation (BERA). Dr. Anthony H. Normore is an Associate Profes-
sor in the Educational Administration/Leadership Program in the College of  
Education, California State University-Dominguez Hills, United States.

From your perspective, what are some of  the most pressing educational issues 
in your country?   
Michael F. Watts: There has always been an economic impera-
tive in making higher education more accessible to more people. 
The argument, at its simplest, runs something like this: the greater 
earnings potential of  university graduates enhances the economy so 
more university graduates will enhance the economy further still. 
However, there is a small but increasing body of  research indicating 
the falsity of  the economic argument (after all, whilst it holds true 
to an extent, it cannot just run and run until the country is full of  
graduates all of  whom are busy boosting the economy) and there is 
not much more evidence supporting the industry concern for more 
graduates (although there are now more graduates trying to pay off  
their student debts whilst working in non-graduate-level employ-
ment).This is certainly not to deny the potential benefits of  higher 
education, and it certainly is not an argument against widening par-
ticipation, but from my perspective, there are three significant prob-
lems here. First, those who are least able to recognize the shortcom-
ings of  current higher education policies may well be those who are 
least likely to benefit from them. Second, partly in order to prime 
the higher education pump, government policy is causing schools 
to become like Fordist production lines squeezing out teacher ini-
tiatives and, with an alarming predictability, further disengaging far 
too many of  the very students these policies are intended to help. 
Third, higher education can provide many benefits (such as second 
opportunities to engage with learning, acquire greater literacy and 
numeracy skills and so on) but it is a very expensive means of  doing 
so and the resources being pumped into it could, perhaps, be better 
spent in other ways—such as providing greater resources for stu-
dents to return to part-time study when, older and wiser, they can 
more readily appreciate its benefits.

Anthony H. Normore: In broad terms the most pressing educa-
tional issues in the U.S. are directly linked to the economy, politics, 
health, social and cultural understanding, and moral responsibilities 
as global citizens. Public education is the government activity with 
the most profound and far-reaching effect on the national character. 
It seems that attempts to improve American schools and the educa-
tional system have garnered much attention at the national level with 
far fewer answers than questions and more conflict than consensus 
about teaching, learning, and general democratic schooling. In more 
specific terms the issues exist in P-16 settings concerning how to 
best address the needs of  our rural and urban communities. These 
include literacy, social skill development, health, affordable housing, 
poverty, accessible and affordable postsecondary education, preven-
tions and interventions for struggling students, inadequate resources 
and funding, overcrowded classrooms, and many unsafe schools. 
Other issues are equally as pressing. For example, many of  our stu-
dents have limited understanding of  the world, our global role, and 
place insignificance on basic skills that might otherwise enhance their 
knowledge. Still, I do believe we can work together to provide ef-
fective leadership and relevant action-oriented learning experiences 
that require commitment at the individual and collective levels to 
everyday local and global living. The same applies to education for 
sustainability for balancing today’s needs with future consequences, 
environment and social justice. Unless we become proactive in these 
areas I fear that our students will be unprepared for the increasingly 
global future.

Esmeralda Cunanan: The Philippines needs an educational system 
that not only meets the national priorities, but that is also sustain-
able with the available national resources, and that lead towards the 
international objectives of  quality education for all which should 
start at basic education. The continuing erosion of  achievement in 
the system, including the dismal performance of  Filipino students 
in regional tests in math and sciences, brought about by other prob-
lems of  a contributing nature such as population increase, lack of  re-
sources, poor management of  schools, lack of  proper preparation of  
teachers in content and teaching methodologies illumine the down-
beat impact of  basic education on student performance or today’s 
problem of  underachievement.

What are educational leaders (administrators, teachers, community leaders, re-
searchers, etc.) doing to address these issues, and what more could they do?
Watts: Educational leaders in publicly-funded schools are extremely 
constrained in what they can do by the heavy hand of  government 
regulating what goes on in the classroom, even down to minute de-
tails of  lesson planning. Greater freedom is given to new academies 
that are (very) partly-funded by private individuals in some awful 
experiment to encourage philanthropy, but that freedom is typically 
given to the would-be-philanthropist rather than to the professional 
educators. In the higher education sector, government funding is 
partly determined by institutional efforts to increase participation. 
Within these constraints, educational and community leaders con-
tinue to protest against such authoritarian policies but they are rarely 
listened to by the highly centralized government we currently have.
More positively, educational and community leaders continue to lead 
by example, encouraging young people to engage with and benefit 
from the educational opportunities (including higher education op-
portunities) available to them. As is so often the case, though, there 
is a fine line to tread between raising people’s aspirations and holding 
out unrealistic expectations. Nonetheless, there is evidence to show 

     In particular, at the UCEA convention in November of  2008, the 
committee desires to present the work thus far at a plenary member 
session.  Additionally, we would want to display a storyboard and/
or have sessions dedicated to the meaningful use of  this Code.

II.     Approval.  Finally, the Code of  Ethics must be reviewed, re-
vised if  needed, and ratified by the membership and subsequently 
distributed to future institutional members.

We appreciate your review of  our work and your in-
sight as to the direction of  our next steps.
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the benefits of  such role-modeling and, in much of  my own work, 
for example, it has been encouraging to see many young people as-
piring to higher education for non-financial reasons.
As for educational researchers, I often find myself  at loggerheads 
with colleagues in this field. All too often, it seems many researchers 
(as well as other educationalists) are too intent on working towards 
widening participation without pausing to query why they should 
be doing this. There is a lot of  good research being done but not 
enough of  it asks the fundamental question: What are the real ben-
efits of  widening participation in higher education?

Normore: In the U.S. state-level policy and the market force are 
generally the linchpins that reinforce university control in the area 
of  teacher education and leadership development, preparation, train-
ing, and certification programs. Ongoing research indicates earlier 
widespread complacency about these programs among educational 
leaders. This is now being challenged as veteran members of  the 
professoriate retire and new faculty members begin to assume the 
reins of  the profession. In my opinion, educational and community 
leaders continue to battle with top-down policies in efforts to gar-
ner resources and funding to support effective education programs. 
From my personal experience as a former public school teacher and 
school administrator I do believe that the larger majority of  educa-
tors want children to leave school prepared to contribute to their 
communities in a positive and meaningful way. Many of  them are 
actively engaged in active partnerships with community-based orga-
nizations and outreach services about how to best address the needs 
of  their service areas and beyond. On the other hand, as a member 
of  the educational leadership professoriate I’ve also witnessed some 
resistance to partnerships that have lead to mini “turf  wars” among 
universities, and between school districts and universities. We need 
to move beyond this type of  resistance and consider how we can 
best work together as educators on a similar path.

Cunanan: The Philippine government through congressional al-
location has established a higher budget for the Department of  
Education. Generally speaking, the thrust of  the Department of  
Education is capacity-building, broadly conceived. However, there 
is no system in place to achieve this, which often means that even 
well intentioned reforms fail because they are not implemented and 
supported in a coherent manner.

Do you have any particular thoughts about educational administrators’ roles, as 
they relate to these issues?
Watts: The real problem for educational administrators is that they 
are hampered by government constraints. Moreover, given the social 
justice aspects of  widening participation, it can be all too easy to fall 
victim to accusations of  seeking to perpetuate social injustice if  the 
bases of  widening participation policies are questioned. It should 
be noted that the social justice argument is very seductive. After all, 
who does not want to promote greater opportunities for those who 
are disadvantaged? Yet this, to me at least, seems to be the real issue: 
Who are we (and I take the liberty here of  assuming that the au-
dience is educationally privileged) to determine what opportunities 
should be promoted for those we may consider to be disadvantaged? 
This is a highly complex social arena to enter but I cannot help 
feeling that those very people we may consider to be disadvantaged 
may have greater opportunities to benefit from their education if  we 
could spend more time listening to them and their aspirations and a 
little less time being told by government what is best for them. Yet 

the government seems reluctant to allow anyone else to have much 
of  a say.

Normore: As teachers of  prospective educational leaders we must 
get involved, spend time in schools, learn to understand and appre-
ciate our students’ daily routines, and work as genuine partners to 
help secure adequate funding to support effective programs for ALL 
students. In my opinion, we need to continue to searching for ways 
to consistently support increased funding for effective programs that 
are targeted to disadvantaged students, students with disabilities, and 
other programs that benefit our children. It’s reasonable to assume 
that our programs can only be effective for our students if  they are 
prepared for an increasingly global future. As educators, policymakers, 
and members of  the local, national and global community it’s only fit-
ting to embrace opportunities and experiences that provide skill sets 
and moral literacy to our young people. In turn such experiences will 
help them understand and appreciate the relationships among people 
and places that provide critical contexts for world events. As is often 
heard at faculty meetings and education conferences, “none of  us is 
as smart as all of  us”.

Cunanan: Educational administrators must possess and enhance 
their knowledge, skills, and abilities with respect to effective teach-
ing/pedagogies that successfully empower and support their teachers. 
The integrity of  educational administrators must be unquestionable. 
Administrators at all levels should not allow themselves to be “cor-
rupt” in any way, which is a widespread social governance issue in the 
Philippines.

Leave a Leadership Legacy Through 
UCEA’s Partners for the Future

         Dedicated supporters of the University Council for Edu-
cational Administration who include UCEA in their wills or 
estate plans are UCEA Partners for the Future.  These special 
donors have decided to extend their support beyond their 
lifetimes and leave a legacy of tolerance and justice.
     Writing a will and including a bequest to UCEA allows 
you to choose where your estate will go and, in most cases, 
helps you to reduce taxes on your estate.  Your bequest or 
planned gift-regardless of size-is a meaningful way to honor 
UCEA’s work and assure its future.
      If you are interested in receiving information about wills, 
charitable gift annuities or other planned giving opportuni-
ties available at UCEA-with no obligation-please contact 
UCEA’s director of finance at  512-475-8592.
     If you have already included UCEA in your will or estate 
plans, please contact us so we can update you as a UCEA 
Partner for the Future.
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Innovative Programs: University 
of  North Carolina at Chapel Hill

-brought to you by Liz Hollingsworth, University of  Iowa

     The state of  North Carolina is 
unique in its commitment to funding 
post-secondary school administra-

tion degree programs. To find out more about these state-sponsored 
programs, I spoke with Dr. Kathleen Brown, Chair of  Educational 
Leadership, in the School of  Education, at the University of  North 
Carolina at Chapel Hill.
     According to Dr. Brown, in 1994, North Carolina state legis-
lators, led by then Governor Jim Hunt, were unhappy with how 
principals were being prepared and passed legislation that closed 
every preparation program in the North Carolina University system. 
Each program was then required to redesign its Masters in School 
Administration (MSA) Program to meet new state standards. After 
approval was given by the state, schools were again able to offer this 
degree program.

State-Stipend
     Because state leaders believed strongly that a full-time internship 
was a critical component of  the MSA program, state tax monies 
were set aside to fund full-time MSA students for a one-year (Au-
gust - May), full-time internship. The amount of  the state stipend 
approximates the salary of  a beginning Assistant Principal, and typi-
cally increases annually. Fourteen years later, this stipend makes it 
possible for many MSA students to fulfill their dream of  completing 
their MSA degree and becoming school administrators (http://soe.
unc.edu/academics/msa).

North Carolina Principal Fellows Program
     The other state funded program is the North Carolina Principal 
Fellows Program (PFP) (http://www.ncpfp.org). This is a competi-
tive, merit-based fellowship program that assists selected individuals 
to prepare for a career in school administration. Each fellowship 
provides funding, for up to two years, to students who are enrolled 
in and complete a full-time, two-year MSA program at one of  the 
eleven participating institutions of  the North Carolina University 
System. The amount of  the fellowship is set yearly by the General 
Assembly. This year, PFP students received $30,000 in their first 
year for tuition and living expenses. Second year students received 
$41,400 (the internship stipend is included in this amount.) PFP re-
cipients must serve as school administrators in the public schools 
of  North Carolina for four of  six years after graduating from their 
program; otherwise, they must repay the fellowship.
     The Principal Fellows Program has received widespread support 
from school districts through their granting leaves-of-absence to em-
ployees selected to receive the fellowship, providing sites for interns, 
and employing graduates of  the program. Benefits of  the program 
include financial support for students, interns learning and assisting 
in schools, and, most importantly, the development of  well-trained, 
highly-qualified leaders for schools and school districts across North 
Carolina. Schools that have North Carolina Principal Fellows serv-
ing as principals have significantly outperformed the state average 
on both the North Carolina’s ABC assessment program and on the 
federal No Child Left Behind program standards.

The MSA Programs
Although tax dollars fund one fourth of  the University’s expenses, 

in-state tuition for full-time MSA students is still only @ $6,000. 
In contrast, out-of-state tuition is @ $20,000. Because of  this dif-
ferential, most MSA On-Campus Program students are classified 
as North Carolina residents, though a third of  the students are 
non-natives who have waited to begin their MSA program until 
they established in-state residency for tuition purposes. There are 
also RA/GA positions to assist students financially during their 
first year in the MSA On-Campus Program (http://soe.unc.edu/
academics/msa/). 
     Students in this MSA program at UNC-Chapel Hill study full-
time for two years. They take five courses in each semester of  their 
first year. In their second year, candidates complete a one-year (Au-
gust – May), full-time internship, during which they assume the role 
of  an Assistant Principal in a K-12 school. The preference is for in-
terns to experience the entire school year, from preparation before 
school starts until after school ends. During this time, they observe 
and participate in faculty meetings, school governance meetings, 
attend PTA meetings and sporting events, serve as team leaders, 
lead committees, and perform day-to-day administrative functions. 
They also develop three major goals in cooperation with their prin-
cipal and university supervisor and produce a portfolio. At times, 
they may shadow school administrators at other schools to widen 
their exposure to the variety of  issues facing school administra-
tors. Each student is mentored by the school Principal during the 
internship. Educational Leadership faculty members supervise the 
interns by making site visits 3-4 times per semester. Students also 
participate in a weekly seminar. MSA students are licensed as K-
12 school principals in North Carolina. UNC participates in the 
ISLLC reciprocity agreement, and all candidates take (100% first-
time pass rate since inception) the ISLLC examination during their 
last semester.
     The MSA FLEX Program (http://soe.unc.edu/academics/
msa_flex/) is a part-time program that is designed to accommo-
date working professionals who aspire to serve as school admin-
istrators, but whose personal or financial circumstances prevent 
enrollment in the On-Campus program. Classes are held at an off-
campus location within a surrounding school district. Classes meet 
one night a week and some Saturdays. Half  of  the courses in the 
program meet face-to-face for a full 45 hour, 3 credit course. The 
other half  of  the courses are approximately 50% face-to-face and 
50% online. Presently there are three (3) cohorts in three different 
school districts with a total of  68 students. This program takes 
2.5 years to complete. FLEX students are eligible for the full-time, 
paid internship, but may choose a one-year, unpaid, part-time in-
ternship in lieu of  that. FLEX students are not eligible for the 
Principal Fellows Program. 

Students in the MSA Programs
MSA students typically have seven years of  teaching experience. (A 
minimum of  three years of  experience is required for admittance 
into the MSA programs.) Students in the On-Campus Program 
tend to be younger with less years of  experience in the K-12 school 
setting. According to Dr. Brown, one of  the unexpected results of  
the paid internship is that the average age of  the students in the 
MSA On-Campus Program has decreased from 33 to 29 over the 
past nine years. 
     Students in the MSA FLEX Program are generally more mature 
and have been out of  school for a number of  years. As a result, 
their GRE scores tend to be lower, but their experience and leader-
ship skills more than make up for these lower scores.
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UNC-Chapel Hill Summary
     Leadership for equity, social justice and academic excellence is 
the mission of  the educational leadership program at the University 
of  North Carolina-Chapel Hill. Through these innovative financial 
incentives and delivery options for coursework, UNC-Chapel Hill’s 
MSA programs attract applicants with strong academic preparation, 
professional experience, and intellectual and leadership potential 
that will be able to fulfill this mission as school administrators of  
North Carolina. The Educational Leadership Department at the 
University of  North Carolina at Chapel Hill is currently ranked 10th 
nationally out of  approximately 500 MSA granting institutions.

Update UCEA Membership 
Directory Information

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

To access the UCEA Membership Directory: please go to 
http://www.ucea.org and click “Membership Directory”. Then 
your institution appears in alphabetical order. Report changes to 
plinglee@austin.utexas.edu.

UCEA Members Only Site

   Membership in UCEA is a significant marker of  program qual-
ity, but the benefits of  membership extend beyond being apart of  
a scholarly community. UCEA member faculty have long enjoyed 
discounted prices on hard copies of  the Educational Administra-
tion Quarterly (EAQ).  Each year faculty and graduate students are 
provided with special forms for ordering EAQ at a steep discount 
off  individual subscription rates. Additionally, for the last eight 
years, UCEA members have also enjoyed free access to the Journal 
of  Cases in Educational Leadership (JCEL) and the UCEA Review.  
UCEA member faculty continue to enjoy these benefits, though 
they have been enhanced. JCEL has been included, along with 
EAQ, in the SAGE online education collection.  UCEA member 
faculty can access the entire bundle though the UCEA Members 
Only site. The bundle includes all of  SAGE’s education journals 
and allows cross-journal searches.  Unfortunately, UCEA can only 
offer this access to UCEA member faculty.  Thus, individuals who 
are not UCEA member faculty will no longer have free access to 
JCEL, unless they or their institutions subscribe to the journal/
bundle through SAGE.
   If  you have not already visited our website and seen the New 
Members section, please visit www.ucea.org!  UCEA Plenary Ses-
sion Representatives were provided information on accessing the 
Members Only Site.

Call for Proposals to Host the Editorial Functions of  the 
Educational Administration Quarterly (EAQ)

     UCEA is pleased to announce a request for proposals to host the field’s 
premiere journal, The Educational Administration Quarterly (EAQ). For 
close to fifty years, The Educational Administration Quarterly (EAQ) has 
led the educational leadership and administration field in presenting cut-
ting-edge methodologies and related empirical research. The goal of  the 
editorial team and the journal’s editorial board is to promote sound schol-
arship and a clear and continuing dialogue among scholars and practitio-
ners from a broad spectrum of  education. 
     The successful applicant will have faculty with a strong publication 
record in the field and demonstrated experience with the editorial process 
(as editor, associate editor, or editorial board member).  Faculty serving 
on the editorial team should also be well networked in the field.  Proposal 
must be submitted on or before October 10, 2008 to be eligible for con-
sideration. The editorial term will begin in the fall of  2009.  

Inquiries should be directed to UCEA Executive Director, 
Michelle D. Young.
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Volume 3, Issue I
May, 2008

     In the premier issue of  JRLE, contributing author, Joe Murphy challenged our readership to give serious consideration to changing some 
fundamental and longstanding traditions that ground leadership education. Murphy’s “change list” included items like admissions policies, 
curriculum designs, instructional venues, and outcome measures (Murphy, 2006) and he bluntly noted that if  the profession did not address 
these areas, the education of  school leaders would not improve.
     This issue of  JRLE, which follows the life cycle of  leadership preparation from program admission to learning experiences, to practice, 
offers some evidence that Murphy’s challenge is gaining attention. For example, Durden’s article speaks to Murphy’s call for a focus on 
“urbanicity” in program design. Two contributors, Katz-Buonincontro and Noonan & Anderson Sathe, provide insights into learning expe-
riences that move far beyond “privileged existing curriculum” (Murphy, 2006, p. 2). Next, Barnett & Muth’s critique of  cohort-based action 
research is a clear example of  “practice-anchored learning experiences” (Murphy, 2006, p.2). Research on resiliency from McClellan, Christ-
man, and Fairbanks bring forward some provocative insights to gender issues that certainly might inform any one of  the above elements. 
     Finally, we invite our readers to give attention to the Looking in Classrooms feature by Lyman and Gardner, who share a detailed cur-
riculum for a leadership seminar, unpack their attempts to evaluate the learning outcomes of  the seminar, and open the door for colleagues 
across the profession to engage with them in moving individual scholarship of  teaching evaluations to more comprehensive research on 
the effects of  classroom practices. 

Edith A. Rusch, Editor
Journal of  Research on Leadership Education

PREDICTIVE VALIDITY OF THE GRE AND GPAS FOR A DOCTORAL PROGRAM FOCUSING ON EDUCATIONAL 
LEADERSHIP
I. Phillip Young, University of  California-Davis, ipyoung@ucdavis.edu

WANTED: GOOD LEADERS FOR URBAN SCHOOLS
Phyllis C. Durden, City College of  New York, pdurden@ccny.cuny.edu

USING THE ARTS TO PROMOTE CREATIVITY IN LEADERS: A MULTIPLE CASE STUDY OF THREE 
EXECUTIVE INSTITUTES
Jen Katz-Buonincontro, University of  Oregon, jenela@uoregon.edu

“AND THE BAND PLAYED ON”: DEVELOPING ETHICAL LEADERSHIP THROUGH A CASE STUDY OF THE 
AIDS CRISIS 
Sarah J. Noonan, University of  St. Thomas, sjnoonan@stthomas.edu 
Laurie Anderson Sathe, University of  St. Thomas, lysathe@stthomas.edu 

USING ACTION-RESEARCH STRATEGIES AND COHORT STRUCTURES TO ENSURE RESEARCH 
COMPETENCE FOR PRACTITIONER-SCHOLAR LEADERS
Bruce G. Barnett, University of  Texas, San Antonio, bruce.barnett@utsa.edu
Rodney Muth, University of  Colorado at Denver, rodney.muth@cudenver.edu

ULYSSES’ RETURN: RESILIENT MALE LEADERS STILL AT THE HELM
Rhonda McClellan, Texas Woman’s University, rmcclellan@mail.twu.edu
Dana Christman, New Mexico State University, danachri@nmsu.edu
Anthony Fairbanks, New Mexico State University, tonyf@nmsu.edu

Special Feature: Looking in Classrooms
ENHANCING LEADERSHIP EDUCATION: INSIGHTS FROM A SEMINAR EVALUATION FOLLOW-UP SURVEY
Linda L. Lyman, Illinois State University, llyman@ilstu.edu
Dianne C. Gardner, Illinois State University, dgardne@ilstu.edu
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Interview Series: 
An interview with 

Alan Winwood
Laura McNeal, Georgia State University

Alan Winwood has served in various leadership positions over the past 19 years 
as a Vice-Principal, Principal and Chairperson of  his local Leadership Centre 
in the United Kingdom. He currently serves as a Lead Leadership Tutor in the 
United Kingdom’s Fast Track Teacher Program. This interview provides a unique 
perspective of  Alan’s experiences with Fast Track, an accelerated leadership de-
velopment program.

LM: Can you please describe the current state of  leadership preparation in Eng-
land?
AW: There is quite a lot of  research in our country which suggests 
that people are being put off  into going into leadership positions 
as principals and vice-principals because they perceive it as very bu-
reaucratic. There is the perception that people in school leadership 
positions are divorced from their family and the children, meaning 
you don’t have that sort of  hands-on experience you had as a teacher. 
Therefore many people feel that it is not worth all the hassle of  being 
a school leader and that it’s best to continue to do the job you love 
and be a good teacher in the classroom. So, we’ve got a perception 
problem. There are some statistics from our National College For 
School Leadership that suggest that approximately 75% of  the teach-
ers interviewed throughout England said that they would not want to 
go to be a principal or vice-principal. Yet when they interviewed the 
principals and vice-principals and asked them would they go back to 
being a classroom teacher more than 90% said they would not. So 
there’s a perception gap and that’s the issue that our National College 
for School Leadership and our government are trying to address by 
programs like the Fast Track Teacher Program. We don’t have suffi-
cient numbers of  leadership candidates to fill the leadership shortage 
gap. There are statistics that suggest that something like 30 or 40% 
of  our principals and vice-principals are going to retire in the next 5 
or 6 years, and we don’t have people at the moment who are willing 
and able to fill that gap. So, in a nutshell that is the scenario we are 
working on through the Fast Track Teacher Program. I would guess 
our principal shortage situation is not dissimilar for what you have in 
the states. 

LM: Can you please describe the Fast Track Teacher Program?
AW: The Fast Track Teacher Program was created in the 2000-01 
academic year. It was originally a small program created based upon 
a model of  what we call “fast tracking” which is an accelerated pro-
motion for bright young teachers to get them into leadership posi-
tions sooner than the traditional route. The traditional path is a “time 
served” model. In other words you do X number of  years here, X 
number of  years there, and then you might get to a leadership posi-
tion. The idea of  the Fast Track Program is that you circumvent that 
process so you move people up slightly quicker. It was initially in-
tended for serving teachers but it was not met with enthusiasm from 
the teacher union and professional associations and principals them-
selves, so it was put into the teacher training institutions. Initially, the 
Fast Track Program was handled by our Department of  Education 
and then it was taken over by our National College for School Lead-
ership 18 months ago. The Fast Track Program will end in its present 
form at the end of  this year. In 2009, our National College is going 

to incorporate the Fast Track Program into their existing leadership 
preparation program structure. But at the moment it’s unclear as to 
how they are going to do that. 

LM: Can you please describe the Fast Track Teacher application process?
AW: First, a teacher expresses an interest in becoming a Fast Track 
Teacher. The teacher would then complete an application that 
would have to be supported by the school. Meaning, the school 
would have to make a commitment to the development of  that 
teacher’s leadership potential. The teacher then submits the applica-
tion. The application form consists of  a number of  competency-
based questions. If  the application is deemed of  sufficient qual-
ity then applicants are given a computer based exercise to do that 
consists of  different theoretical models of  leadership, curriculum, 
school finance and those kind of  things. If  they are successful on 
the computer based assessment, then they are asked to attend an in-
terview day. During their interview they will be asked to participate 
in a series of  exercises designed to measure their leadership poten-
tial and the teacher’s suitability for the program. So, what you have 
is an application, a computer-based assessment, and an interview. 
At the end of  the interview day they are told whether they have 
been selected for the program and applicants are given written and 
verbal feedback of  the kinds of  competencies that they were tested 
on such as the ability to create a vision; all the kind of  leadership at-
tributes that are synonymous with successful leadership. Successful 
applicants are then assigned a Personal Leadership Tutor (PLT) and 
Leadership Tutor (LT) and then off  they go. The program duration 
is 5 years. 

LM: Are there any instances where Fast Track Teachers have successfully 
completed the program sooner than the prescribed 5 years?
AW: It’s important to consider what constitutes success for a Fast 
Track Teacher. What constitute success are three criteria. The first 
is achieving a promotion which takes you onto the leadership salary 
level. In the UK there are number of  levels of  salary. They have 
general teacher levels but they also have leadership levels. So, if  you 
become an Assistant Principal or a Principal then you move on to 
that leadership salary level. Now, if  you do that then you leave the 
Fast Track program as a successful alumnus. And there are quite a 
few instances where people have moved into leadership positions 
equivalent to the leadership salary level. It is easier for a Fast Track 
leadership candidate to obtain a leadership salary level position in 
elementary and middle schools than it is in high schools because 
of  the size difference. Many of  our elementary schools are rather 
small, much smaller than yours. So, you can get someone who can 
be an Assistant Principal in a small elementary school in the UK, 
with let’s say 50 or 60 kids. However, it’s much more difficult to 
become an Assistant Principal in a high school in England where 
student populations can be 1,400 for example. 
     The second criteria that can result in a Fast Track Teacher leaving 
the program early is when they become an Advanced Skills Teacher. 
That means that the individual is deemed to be sufficiently knowl-
edgeable in their subject to be able to do some in-service training 
with other teachers not only in their own school but in schools near 
their area. 
     The third criterion is what would be the equivalent of  your 
superintendent’s office in the states. Not many Fast Track teachers 
have achieved that leap. However, quite a number of  them have 
achieved the Advanced Skills Teacher status. And that’s very at-
tractive to them because they see that as having the best of  both 
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worlds. In other words, they see it as being still in contact with stu-
dents, children but able to influence other teachers in the way in 
which they teach, thus making a difference.

LM: Can you describe the Fast Track Teacher Program components?
AW: Teachers selected for the program are allocated an external 
mentor. We call them Personal Leadership Tutors (PLT). There is 
a lead tutor (LT) who has a coordinator role for a particular area 
and each PLT has allocated a number of  Fast Track Teachers. So, 
for example, if  I give you my case I get 24 [teachers] and I keep 
contact with them. I see them once per every 3 or 4 months and 
I check on their progress, what they are doing, their career plan, 
what they are proposing to do, how they are proposing to get there. 
They also have an in-school mentor that looks after them. The main 
responsibility of  the in-school tutor is to support and challenge 
them and to provide opportunities to develop their leadership skills. 
So, for example, they have what we call a wider school focus. The 
Fast Track Teacher chooses a topic which might be something like 
gifted and talented students, and they work on creating meaningful 
reform at a whole school level. They may not do the entire proj-
ect, but they have to incorporate some leadership work, which must 
include leading groups toward achieving challenging school goals. 
This helps them gain experience influencing, selling the vision, and 
making sure people in the school environment are onboard; all the 
important people skills that good leaders exhibit. They are then of-
fered a series of  very high quality in-service training 3-day courses. 
This training gives them the opportunity to leave their schools and 
interact with other Fast Track Teachers. These training sessions 
cover a variety of  topics such as organizational structure and leader-
ship theory. We also have regional networking events in which we 
have Fast Track Teachers gather together once every 3 months, they 
decide the agenda and we development the event to address their 
current needs. The final thing they have is an online learning com-
munity called “Talk 2 Learn.” This online community serves as an-
other place where they can obtain valuable resources to aid them in 
their leadership development. The Talk 2 Learn online environment 
hosts a range of  leadership discussions where Fast Track Teachers 
can share ideas and learn about innovative leadership strategies for 
improving our schools.

LM: Do Fast Track Teachers receive leadership certification after completing 
the program?
AW: In terms of  certification, completion of  the Fast Track Program 
does not provide teachers with leadership certification. If  they want 
to move into principal positions they have to receive a qualification 
called the National Professional Qualification for Head Teachers 
(NPQH). In the UK, you can’t become a principal anymore unless 
you have that accreditation. Now you can be an assistant principal 
without having that certification but if  you want to be a head teach-
er or what you in the states call a principal you have to have NPQH. 
Now this is not a level where a Fast Track Teacher would be. I would 
say it’s in the nature of  where you would be in 6 or 7 years into your 
career as opposed to 3 or 4 years into your career, that’s something 
that you might want to do. Fast Track Teachers typically assume 
Assistant Head Teacher positions. However, there are a number of  
Fast Track Teachers who have assumed Head Teacher Positions at 
elementary schools. However, there aren’t any at the moment who 
are high school principals. I’ve got one head teacher (i.e. principal) 
who has a school with 50 students and one member staff  and him. 

LM: How is the success of  the Fast Track Program measured?
AW: My personal opinion is that I have always thought the value of  
Fast Track Program should not be the fact that participants become 
Assistant Head Teachers and Head Teachers, but that they will ulti-
mately be better leaders because of  the preparation they had early 
in their careers. That’s what makes the program a success. Many 
people want to focus on statistics with respect to the number of  
leadership placements to determine the success of  the program. My 
firm belief  is that the Fast Track Program is going to pay dividends 
in the future. And you really have to bear in mind that it’s a very tiny 
program. There are something like 421,000 teachers in the UK and 
there are only just under 2000 Fast Track Teachers in training for 
leadership positions. So, that’s under1% of  the total teaching popu-
lation, so it is quite a tiny program. 

LM: How is the Fast Track Program funded?
AW: Well, initially money was given to Fast Track Teachers in terms 
of  a salary increase. They were also given a laptop computer, camera 
and a printer. However, in the last two years or so Fast Track Teach-
ers have not received any personal money or gifts and the schools 
have not received any money. What they do have is access to high 
quality leadership training and a Personal Leadership Tutor. Our 
government realized that providing Fast Track Teachers with sal-
ary increases and things like computers was unsustainable once they 
went from 200 to 1,800 participants in the program. 

LM: Based on your experience in UK leadership preparation programs, what 
do you think are the most important aspects to have in a leadership preparation 
program?
AW: Good role models, thinking of  solutions which are original 
and dynamic, and you have to help future leaders develop resilience. 
They have to develop the ability to bounce back from difficult situa-
tions and how not to take things too personally. Lastly, it is important 
that leadership preparation programs help future leaders understand 
the importance of  genuinely caring for people. You can have all the 
leadership qualities but if  you don’t have compassion for people, the 
ability to put an arm around them and interact with them in a human 
way you’re not going to be a good or effective leader. 

LM: Well, this brings us to the end of  the interview. Do you have any closing 
thoughts?
AW: Yes. Through the Fast Track Program I have learned that work-
ing with good, young, dynamic teachers is the next best thing to 
working with kids. Some of  them are absolutely awesome in terms 
of  their leadership capabilities. The best ones have a wonderful hu-
mility and a genuine desire to succeed and make a difference in edu-
cation. The best of  them give you terrific confidence in the future 
of  education in the UK because you know the education system will 
be in good hands. I just hope that the little stone in the pond that 
the Fast Track Program has rippled goes out far wider than the 2000 
people participating in the program. And I think it will because there 
are a lot of  people who are very proud to be Fast Track Teachers 
and passionate about becoming good leaders in our schools. And 
the ones that have become alumni are still very keen to working 
with people in the program which has created a sort of  leadership 
support pipeline. So, I think it is an effect that will last in the years to 
come far beyond the end of  the official life of  the program.

LM: Thank you for sharing your innovative work with the Fast Track Teacher 
Program in the United Kingdom. 
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UCEA Graduate Student Development at AERA
Katherine Cumings Mansfield

     The American Educational Research Association (AERA) annual meeting was held in New York City Sunday, March 23-Saturday, 
March 29, 2008. UCEA, along with Division A and L of  AERA and the Politics of  Education Association (PEA), sponsored several 
events for educational administration scholars. This year’s highlights include the Barbara L. Jackson Scholars Seminar, the National 
Educational Politics Workshop, and the David L. Clark National Graduate Student Research Seminar. 
     The Barbara L. Jackson Scholars Seminar and Reception was held Monday, March 24, 9:00 am – 12:00 pm, at the Hilton New York. 
Chair of  the symposium was Linda C. Tillman, UCEA Associate Director for Graduate Student Development. Participants assisting 
Dr. Tillman included Andrea Evans, George L. Wimberly, and Katherine Cumings Mansfield. Jackson Scholar Mentors and Mentees 
received training on grant proposal writing by George L. Wimberly of  AERA and learned about the many opportunities to apply for 
fellowships through AERA. Mentees also worked one-on-one or in small groups with mentors and other students. 
     Later that day, UCEA paired with PEA to sponsor the first National Educational Politics Workshop. The three-hour workshop, coor-
dinated by Stacey Rutledge and Lora Cohen-Vogel of  Florida State and Michelle D. Young of  UCEA, was attended by approximately 
30 professors and 80 students interested in educational politics and currently teaching or enrolled in graduate schools in the US or 
abroad. The purpose of  the workshop was to give participants the opportunity to learn about current and promising research in the 
politics of  education field, hear about resources, fellowships, and publication opportunities through PEA and UCEA, as well as in-
teract with leading politics of  education scholars. 
     Professors were matched with Master’s, Doctoral, and Postdoctoral students for two breakout sessions; the first focused on men-
toring small groups of  students according to issues faced at their particular stage of  their program and development, while the second 
served as a more intimate one-one-one session to discuss personal research interests and goals. Immediate feedback from participants 
was all positive: Students and faculty felt strongly that the workshop was a valuable activity that should become a regular offering 
during subsequent AERA and UCEA events. 
     The 29th annual Clark Scholar Seminar, entitled, “Developing the Next Generation of  Researchers in Educational Leadership and 
Policy” was held at the Sheraton New York Hotel and Towers on March 28-29. The first day included a panel discussion, “Letters to 
the Next President,” with Bruce Cooper, Robert Croninger, Mary Erina Driscoll, Kathryn Bell McKenzie, and Linda Tillman. There-
after, students and professors participated in small group work sessions. That evening, a dinner precluded a reception and keynote 
address by Ben Levin of  OISE/University of  Toronto. 
     The following day, participants were treated to a continental breakfast and two additional small group work session with mentors/
mentees. A lunch and panel discussion entitled, “Developing a Research Agenda,” was led by Arnold Danzig, Andrea Evans, Cath-
erine Lugg, Sylvia Mendez-Morse, and Carolyn Riehl. A major highlight of  the day was the phenomenal poster sessions conducted 
by the student scholars. The Clark Scholars impressed attendees with their professional presentations and attractive, comprehensive 
displays and received helpful feedback from participants.
 

A special thanks to the Clark Seminar Planning Committee: Michelle D. Young, UCEA Executive Director and Seminar Chair, 
Christopher A. Ruggeri, UCEA Events Manager, Linda Tillman, AERA Division A Vice-President, Lenford Sutton, Division A Chair, and 

Mark Berends, AERA Division L Vice-President. 
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UCEA 2008 EXCELLENCE IN 
EDUCATIONAL LEADERSHIP 

AWARD WINNERS
In 1999, the University Council for Educational Administration established the Educational Leadership Award.  This national award is given annually to a 
practicing school or system-level leaders in recognition of  and appreciation for their significant contributions to the improvement of  leadership preparation. In addition 
to recognizing an individual for their important contributions, the award emphasizes the essential partnership between the university and schools in providing excellent 
preparation for school and system leaders. This year the UCEA Educational Leadership Award has been awarded to a very distinguished group of  educational 
leaders who have shared their time and resources with UCEA institutions in an effort to influence and support the preparation of  future educational leaders. The 
biographies of  those individuals are printed below. 

John W. Campbell, Jr.- John Campbell is Assistant Director of  Alcoa City Schools, a 1700 student, P-12 school district near Knoxville, 
Tennessee.  John manages or assists with a number of  programs, including school improvement, testing, materials, budgets, teacher licen-
sure, school nutrition, and purchasing.  He is an active chair and peer reviewer for the Southern Association of  Colleges and Schools and 
is working towards a Ph.D. in Assessment, Research, and Evaluation at the University of  Tennessee. John shares the UT faculty’s vision of  
further developing this exchange-based, learning opportunity, providing all stakeholders involved with important data, adding relevance and 
currency to principal training activities, and sharing scholarly guidance to the school system’s improvement planning process.

Ruth Ann Carr- Dr. Ruth Ann Carr is a practicing school administrator who has made significant contributions to the improvement of  
administrator preparation in many school districts across Oklahoma. Dr. Carr is currently the Superintendent of  Ardmore City Schools 
and has spent the past fifteen years in various administrative roles, including elementary principal, personnel director, and assistant su-
perintendent of  curriculum and supervision. Dr. Carr exemplifies the role of  an educational leader and mentor for future administrators. 
She works closely with state, university, and community partners to integrate and maintain best practices in the professional preparation 
of  school leaders. She is a vital contributor and member of  the Cooperative Council for Oklahoma School Administration (CCOSA), the 
administrative organization for the state. 

Phyllis A. Chase- Dr. Phyllis A. Chase began her tenure as superintendent of  the Columbia Public School District in July 2003. One of  
her most recent achievements was the formation of  the Columbia Public Schools Achievement Gap Task Force, a group tasked to make 
recommendations on student achievement gap elimination. Dr. Chase has received numerous awards and recognitions, including being 
named one of  the 20 Most Outstanding Business Leaders of  Springfield, Missouri, in 2002. Dr. Chase is a native of  Kansas City, Missouri, 
and holds degrees from the University of  Kansas and Creighton University. 

Jesús H. Chavez- Dr. Chávez has been Superintendent of  the Round Rock Independent School District since Feb. 1, 2006 was hired as. In 
his first year as Superintendent of  Round Rock ISD, he focused on creating exemplary schools where students come first and will continue 
that philosophy as well as focusing on math, science and narrowing the achievement gap in RRISD and public education. Some of  the key 
achievement gaps are those between lower income and minority students and higher income and white students. Dr. Chavez has created a 
committee of  taxpayers to create, plan and manage public forums to give the public a chance to voice ideas on the best ways to narrow the 
achievement gaps. In addition, Dr. Chavez encourages openness and involvement by parents and local businesses. Since joining RRISD, 
Dr. Chavez has pushed for the creation of  a Parent Involvement Conference, the first one held in March and will be held annually, which 
provide workshops to help parents prevent bullying, help students with their homework, be on the lookout for online predators and much 
more.

William A. Clark- Dr. William Clark graduated from Pennsylvania State University in 1998 and since then has served as a high school 
principal, assistant superintendent, and for the last four years, as Superintendent of  Milton Area School District, Pennsylvania. Even before 
enrolling as a student at Penn State, Dr. Clark maintained an active publication record. In recognition of  his hard work and leadership in 
a variety of  educational organizations, he has received many awards attesting to his effectiveness as an educational leader. Dr. Clark is an 
active presenter at national and state conferences and has taught several courses for Penn State. 

Theresa A. Croteau- Theresa Croteau is recognized for her many contributions to Florida State University. She works closely with the 
Educational Leadership/Administration program jointly preparing leaders to serve Leon County schools; collaborating with FSU to offer 
professional development opportunities and field experiences. Theresa is the recipient of  the Administrator of  the Year from Leon County 
Schools and the Distinguished Service Award from Florida Association for Staff  Development. 

Lee M.  D’Andrea- Dr. Lee M. D’Andrea is currently in her second year as Superintendent of  the South Carolina School District of  
Pickens County. In addition to being engaged in a comprehensive construction project for all of  Pickens County’s elementary and second-
ary schools, she works with Clemson on a post-masters pilot program developing school leaders that can serve at both the building and 
district levels. Since 2003, Dr. D’Andrea has been instrumental in developing leadership capacity in various school districts in upstate South 
Carolina. Dr. D’Andrea also helped Clemson re-tool its curriculum for the use of  technology in instructional leadership, providing graduate 
students opportunities to drill down and data mine authentic elementary and secondary school databases in two South Carolina districts. 
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Louise E. Donahue- Dr. Donohue currently serves as Superintendent of  Schools for Parkland School District, one of  the most success-
ful school districts in the region. She has spent 30 years in education, earning her Doctorate of  Education from Lehigh University. Over 
the past four years, her dynamic leadership, in both her school district and the region, has had a very positive influence on the relationship 
between area districts and Lehigh University. In addition to serving on the Lehigh University Alumni Association, Dr. Donohue actively 
serves in the Lehigh University School Study Council, where she serves as moderator for the annual meeting with state association leaders. 
She also teaches as an Adjunct Professor in the Educational Leadership Program at LeHigh.

Charles Dupre- Mr. Charles Dupre, Superintendent of  Pflugerville ISD, has been selected as The University of  Texas at Austin nominee 
for the UCEA Educational Leadership Award.  Mr.  Dupre has lead Pflugerville ISD as Superintendent of  Schools since June 2006. Dupre 
previously served as Deputy Superintendent in Pflugerville. He came to Pflugerville from Fort Bend ISD, where he served as Associate 
Superintendent from 2000 to 2006.  Dupre has a passion for serving children and young adults, and has invested many hours in shaping 
the future of  others through his role as mentor, Sunday school teacher, camp counselor, and friend. As superintendent of  PISD, Dupre’s 
commitment to developing capable young people is supported by his background as chief  financial officer and manager. Under Dupre’s 
leadership, the district has begun a transformation process designed to ensure that Each Child is well prepared for Their Future in Our 
World.  Also, for the past two years, Mr. Dupre has worked closely with The University of  Texas at Austin Principalship Program and has 
created as many as seven (7) district-funded internships for our program students - even offering internships to cohort members who had 
not been previously employed by Pflugerville ISD.  These internship are a vital preparation component and provide students with struc-
tured leadership and learning opportunities.

Beverly J. Eby- Dr. Beverly Eby is a graduate of  the University of  Cincinnati Urban Education Leadership Program and Lead Principal 
at Dater High School. She is the recipient of  the James N. Jacobs Public Education Award and the Grooms Scholarship Winner at the 
University of  Cincinnati. She has written and been awarded substantial grants that have benefited Cincinnati Public Schools since 1995. 

Emma J. Galindo Armendáriz- Dr. Armendáriz has served in education for over 44 years, both as a teacher and an administrator.  Cur-
rently, she serves as the Director of  Bilingual/Migrant Programs in the Las Cruces Public School District.  In this position, Dr. Armendáriz 
is responsible for overseeing the implementation of  multiple models of  bilingual education in a district serving 24,000 students.  As well, 
she oversees all migrant educational services for students and families and all professional development for teachers, administrators, and 
educational assistants throughout the school district.  Prior to serving in this capacity, Dr. Aremendariz has coordinated other bilingual mi-
grant programs in this district as well as serves as a principal for 11 years in Albuquerque, New Mexico.  She has also been an ESL teacher, 
English and Spanish teacher, assistant director for the Title VII Bilingual Education Center, a program specialist for the Lau Center at the 
University of  New Mexico and an assistant director and language lab demonstration teacher.  She has also served as a Leadership Devel-
opment Fellow through the Ford Foundation, which afforded her the change to serve internships through the US in educationally related 
government agencies, community organizations, and institutions of  higher education.

Phyllis  Harrington- Dr. Harrington is currently Superintendent of  Schools in the Oyster Bay-East Norwich CSD. She has contributed to 
the improvement of  administrator preparation in a variety of  ways including serving as a model of  transformational leadership. In addition, 
she works closely with Hofstra University’s administrative certification program and supervises interns. Since completing her doctoral pro-
gram at Hofstra, she has served on the Hofstra Leadership Advisory Council and actively recruits and supports prospective administrative 
candidates. Dr. Harrington also lectures in Hofstra’s Aspiring Administrators Conversation Series. 

Carl E. Harris- Dr. Harris has served as Deputy Superintendent of  Durham Public Schools and has served as Superintendent since 2006. 
He is immediate past president of  the North Carolina Association of  School Administrators. Dr. Harris chairs the North Carolina State 
Council of  the Commissions of  the Council on Accreditation and School Improvement (CASI) as well as Southern Association of  Col-
leges and Schools. In 2002, Dr. Harris was named a Broad Center Fellow, one of  23 professionals from across the nation who completed 
the inaugural class of  the Urban Superintendents Academy, sponsored by the Broad Foundation in Los Angeles. He was also named 2002 
Outstanding Administrator in Gifted Education for the state of  North Carolina. While Dr. Harris served as an administrator, he was named 
Franklin county Schools “Principal of  the Year” and was the recipient of  the Franklin County Black Legend Award. 

Catherine  Hickey- Dr. Catherine Hickey is Secretary for Education/Superintendent of  Schools in the archdiocese of  New York. Dr. 
Hickey provides ongoing leadership for the largest and most economically diverse Catholic School Program in the nation, with more than 
100,000 pupils in more than 300 schools. She instituted a committee system that includes principals and teachers throughout the archdio-
cese that advises, decides, and in some cases, creates policy. Dr. Hickey is an active community-builder and political advocate for Dioceses, 
Archdioceses, and religious communities on national and international levels. 

Glenys  Hill- Dr. Hill has served the education field for nearly thirty years and is currently Superintendent of  the Kelso School District 
in Washington. She has provided leadership for many community organizations, including Rotary and Chamber of  Commerce. She is an 
alumnus of  Washington State University and continues to serve her alma mater by serving as a member and chair of  the Professional 
Educator Advisory Board (PEAB). In her work with the PEAB she has played a key role in supporting school administrator preparation 
programs. This is the group that reviews/approves all certification program changes, as well as reviews all students making application to 
the programs. Dr. Hill has also taught as an adjunct professor and currently teaches School Law at the WSU Vancouver camps. She has 
mentored interns and participated on department committees. 
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Linda B. Hippert- Dr. Linda B. Hippert is currently the Superintendent of  Schools in the South Fayette Township School District and has 
served in that capacity since 1996. Her doctorate degree is from Duquesne University’s Interdisciplinary Doctoral Program for Educational 
Leaders (IDPEL) where her dissertation focused in the area of  strategic planning.  Dr. Hippert serves as an adjunct faculty member in the 
School of  Leadership and Professional Advancement where she teaches the Leadership Capstone, culminating course in the undergradu-
ate program and the Masters in Leadership Colloquium.  Additionally she has taught Program Design in the Doctoral Program in the 
School of  Education at Duquesne University and Principles of  Organizational Leadership. Dr. Hippert is also an adjunct professor in the 
School of  Education at California University of  Pennsylvania and teaches online to students enrolled in the Letter of  Eligibility program. 
Dr. Hippert’s accomplishments include receipt of  AASA’s Finis Engleman Award, the Pennsylvania School Public Relations Communica-
tions Award, the faculty Excellence in Leadership Award by the Adult Student Association in the School of  Leadership and Professional 
Advancement at Duquesne University, the Jean Winsand Outstanding Educator Award from the University of  Pittsburgh, Tri-State Study 
Council, and the “Mind, Heart and Spirit Award for Academic Excellence” from Duquesne University. 

Sam  Houston- Dr. Sam Houston has been employed by Decatur City Schools for over 30 years. He actively engages in a number of  com-
munity and civic organizations including Kiwanis club, American Red Cross, United Way, Boy Scouts of  America, and First United Meth-
odist Church. His commitment to the community includes active membership in The University of  Alabama’s Instructional Leadership 
Redesign Team since 2006. He has also served as an advisor to the university in the redesign of  the educational administration certification 
program. 

Dan C. Jamison- Dan Jamison is currently superintendent of  schools in Sherwood, a suburb of  Portland and the fastest growing district 
in Oregon. Throughout his administrative career at elementary, middle, high school and district levels, Jamison has been a mentor for 
countless aspiring and novice administrators. Over the years, he has served as an instructor and cohort leader in the University of  Oregon’s 
Continuing Administrator Licensure Program and as both coach and sponsor for its Executive Leadership Institute. 

Larry R. Johnson- Dr. Larry Johnson is a highly experienced school leader and has served the community as a teacher, assistant principal 
and principal. Dr. Johnson currently serves as the president of  the Georgia association of  Educational Leaders (GAEL) and has served on 
the Executive Board of  this organization. Dr. Johnson has also served as the president and executive board member of  the Georgia As-
sociation of  Elementary School Principals. Dr. Johnson served three years as a National Distinguished Principal Evaluator. 

Suzanne  Klein- Now in her 14th year as Superintendent of  the Grosse Pointe Public Schools, Dr. Klein is widely regarded as one of  the 
leading superintendents in the State of  Michigan.  In 2005, Dr. Klein was chosen to be a member of  an Advisory Board for the University 
of  Michigan’s Education Leadership Center.  As part of  this board, Dr. Klein has helped the Education Leadership Center identify the most 
critical needs of  school leaders across the state and plan and implement professional development experiences that respond to these needs. 
These opportunities have included customized training sessions for superintendents on Positive Organizational Scholarship, Balanced 
Leadership, and School Finance Policy in Michigan. Through these offerings, Dr. Klein has helped the University of  Michigan establish 
stronger relations with local school leaders by providing them with the types of  leadership development services they need. 

Laurence W. MacQueen- Dr. MacQueen had a rich career in education that focused on helping children and teachers be the best that they 
could be. Larry began his career teaching high school. Later, he served as a middle school principal, worked as superintendent in two dif-
ferent districts and served as the Associate Superintendent of  Human Resources for the Lansing School District, in the state capital. Larry 
then shifted his career, working as a Zone Director for the Michigan Education Association, the state teachers union. As a talented nego-
tiator, Larry aimed for fair and even resolutions to difficult dilemmas.  He was widely respected for his broad knowledge and professional 
integrity. Dr. MacQueen earned his Ph.D. from Michigan State University and went on to serve as a core member of  the adjunct faculty in 
the Educational Administration Department where he taught graduate level classes in personnel management, school law, and finance.

Robert A. Mengerink- Dr. Robert Mengerink has been a long-time superintendent in the Dayton area. He has led both the Northmont 
City Schools and the Kettering City Schools to excellence during his time as district leader; leading both to excellence, fiscal stability, labor 
harmony, and facility improvement. Moreover, Dr. Mengerink is a thoughtful and caring leader who has done much to develop future 
school leaders. He is often recruited by the state superintendent’s association to serve as a mentor for entry-level superintendents new to 
the profession. In addition to serving as an adjunct professor in Educational Leadership at both the University of  Dayton and Wright State 
University, Dr. Mengerink has initiated a leadership academy within the Kettering City School district. 

Rick  Miller- Dr. Rick Miller has served as a Superintendent of  Schools in four districts over the last 20 years and currently serves as Su-
perintendent of  the Oxnard School District in Ventura County, California. Dr. Miller is an active teacher in leadership preparation programs 
and presents at conferences on a regular basis. Dr. Miller serves as member of  both the Professional Planning and Evaluation Committee 
and Curriculum Committee for the Joint Doctoral Program in Educational Leadership of  UC Santa Barbara and California Polytechnic 
State University, San Luis Obispo. 

Pamela  Moran- Dr. Pamela Moran is the superintendent of  the Albemarle County Schools in Virginia. She understands curriculum and 
instruction deeply and teachers have the highest regard for her expertise. She has personally recruited and mentored most of  the adminis-
trators in leadership positions and they credit her with helping them develop as professionals. She has spearheaded many new initiatives in 
the county including the Framework for Quality Learning and the Teacher Performance Appraisal system. 
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Joyce C. Morgan- Dr. Morgan is Associate Superintendent of  Curriculum and Instruction for Auburn City Schools, Alabama. Dr. Morgan 
has provided exemplary support to the educational leadership program at Auburn University by serving in the redesign of  the principal 
preparation program. In addition, she has co-taught classes with Auburn faculty and coordinated the administrative internship program. 
Dr. Morgan actively supports Auburn’s program, faculty, and staff; even rewriting the administrative internship handbook. Her earlier years 
were spent serving as a science teacher, curriculum director, among other positions in public schools since 1966.

Lynne  Rosen- Lynne Rosen is Director of  the Language and Cultural Equity Department in the Albuquerque Public School District 
(APS). She is a strong supporter of  the University of  New Mexico (UNM) Educational Leadership Program and has served as a mentor 
for more than ten UNM administrative interns. She has been an active participant in the UNM-APS Partnership committee; sharing her 
expertise and exceptional leadership.

Kent  P. Scribner- As Superintendent of  the Isaac School District, Dr. Kent P. Scribner serves over 8,000 students from pre-K through 
8th grade, as well as their families. Dr. Scribner’s “Isaac Initiatives” focus on urban school improvement with an emphasis on building 
leadership capacity at all levels within the school community. Dr. Scribner lectures on urban community issues and the dynamics that ad-
dress the imperative role that schools play in the local community. Dr. Scribner has served as the President of  the Arizona State University 
College of  Education Alumni Association, City of  Phoenix Citizens’ Bond Committee, and the Maricopa County Community Colleges 
Latino Community Advisory Committee. Dr. Scribner was appointed Governor Napolitano to serve as a member of  the School District 
Redistricting Commission and serves on the Board of  Directors for the Valley of  Sun YMCA, United Way, and the Arizona Business and 
Education Coalition. 

Diane D. Ullman- Dr. Diane Ullman is the Superintendent of  Schools in Simsbury, CT. The Simsbury school district has 5,000 students 
in five elementary schools, one middle school and one high school and is nationally recognized as a top performing school district. Prior 
to Dr. Ullman’s appointment as Superintendent in 2004, she served as the Assistant Executive Director of  the Capitol Region Education 
Council (CREC). Dr. Ullman also served for seven years as the Assistant Superintendent of  the Farmington, CT school district. Dr. Ullman 
earned a Ph. D. in Educational Administration from the University of  Colorado in Boulder, a Master’s degree from Northeastern University 
in Boston, and an undergraduate degree from Regis College in Weston, MA. She is currently an Adjunct Professor in the Department of  
Educational Leadership at the University of  Connecticut. Dr. Ullman and her family reside in Simsbury.

Spencer H. Welch- Spencer Welch is currently the Executive Director of  Human Resources for the Bellevue School District in Bellevue, 
Washington. A former principal, Mr. Welch is a graduate of  the UW Danforth Educational Leadership Program. In addition, he has served 
on the program’s adjunct faculty for the last 8 years. Mr. Welch has provided exceptional support for emerging school leaders as a mentor, 
guide, and supervisor and teacher. In addition, he is known as a thoughtful, ethical leader who is deeply committed to the students and 
educators in our community. Mr. Welch is currently completing his doctoral degree in the UW Leadership for Learning Program. 

McKell  Withers- Dr. McKell Withers, who earned his Ed.D. at the University of  Utah in the Department of  Educational Leadership and 
Policy, is the Superintendent for Salt Lake School District in Utah. During his distinguished career in education, Dr. Withers has served as 
a teacher, counselor, principal, as well as in multiple district-level leadership positions including as an assistant superintendent, and adjunct 
faculty member.  In addition to these formal leadership roles, he serves as a including mentor, doctoral committee member, policy-maker, 
advocate for education in policy making circles. Dr. Withers embodies leadership as shared and distributed. He also seeks and promotes 
individuals as leaders who reflect leadership qualities that can improve access to and opportunities in education for all children through 
high quality programs and services that are responsive to children, parents, and communities.  He maintains the unwavering expectation 
that schools will be places where children and their families are welcome and safe, where all children are challenged and learn, where high 
quality teachers can teach well beyond what is on a standardized test, and where students and adults alike are empowered. Finally, Dr. With-
ers continuously supports the ELP program at the University of  Utah and research and initiatives of  faculty to improve leadership and the 
conditions of  schooling.

Sr. Cecilia  Wong Yeuk-han- Sr. Cecilia Wong has been an elementary school principal for more than 26 years.  She earned a MEd in Edu-
cational Administration with distinction from the Chinese University of  Hong Kong.  At present she is principal of  Sacred Heart Canossian 
School. As well as being an outstanding principal focused firmly on improving student learning and lives Sr. Wong has dedicated incredible 
energy to building leadership capacity throughout Hong Kong. Although Sr. Wong’s formal achievements have made a significant mark 
on the principalship in Hong Kong, perhaps her major contribution has been the formal and informal mentoring of  beginning principals 
and the leadership she has displayed within the broader elementary principal community.  Through modeling the true meaning of  caring, 
student-centered leadership across years, levels and organizations she continues to be regarded as a beacon for the ongoing professionaliza-
tion of  principal learning and practice.

Michael  Yocum- Dr. Michael Yokum has been nationally recognized as a recipient of  the Excellence in Educational Leadership Award 
for 2008, designed to honor practicing school administrators who have made significant contributions to the improvement of  administra-
tor preparation.  Dr. Yocum is the Director of  Learning Services at Oakland Schools, an intermediate service agency serving 28 school 
districts in Oakland County, Michigan.  He is also well known in Michigan as a thoughtful and knowledgeable social studies/history teacher-
educator and consultant.  For the last eight years, Dr. Yocum has steadily and enthusiastically supported the Oakland (MI) Writing Project, 
affiliated with the National Writing Project--a university-school partnership dedicated to the development of  literacy-related professional 
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New International Research Program in progress: 

Leadership Improvement For Student Achievement
By

Dr. Stefan Brauckmann, German Institute for International Educational Research (Germany)
Dr. Petros Pashiardis, Open University (Cyprus)

     Co-operation among European countries and a growing complexity of  decision making processes in the Education Sector of  most 
European countries have led to an increased interest in the examination of  leadership styles of  educational school leaders and their 
impact in producing better results than others. In this context the great interest for school leadership is due to the growing empirical 
evidence indicating that leadership is a variable critical to school improvement. 
     The core question of  LISA (Leadership improvement for student achievement) therefore is concerned with the role that principals 
leadership styles, attitudes and practices can play in contributing to the improvement and effectiveness of  the school, especially educa-
tional outcomes for the basic skills of  students such as the ones examined under the PISA- program. 
     In the project seven school leader organizations from seven contrasting countries are participating, namely:

• Association of  School and College Leaders (United Kingdom (England)
• Association of  Norwegian School leaders (Norway), 
• VO-Raad (Netherlands), 
• National School leader Association of  Slovenia (Slovenia), 
• European Secondary School heads Association of  Hungary (Hungary), 
• National Association of  Principals (Italy), 
• School leader Association of  Nordrhein-Westfalen (Germany)
European School Heads Association 

They participate, along with researchers from the University Twente (Netherlands), the Open University (Cyprus), and the German In-
stitute for International Educational Research (Germany). This diversity gives the project a specific European context and the potential 
for Union – wide application of  the results.
     The LISA-project is funded by the Education, Audiovisual and Culture Agency Executive Agency (EACEA) which is responsible 
for the management of  certain parts of  the EU’s programmes in the fields of  education, culture and audiovisual.

growth and leadership among teachers across disciplines and grade levels.  This partnership involves Oakland Schools, University of  Michi-
gan School of  Education, and Adrian College, as well as the National Writing Project, which is based at University of  California-Berkeley.  
During 2007-2008, Dr. Yocum has made it possible for Oakland Schools leaders to partner with University of  Michigan School of  Educa-
tion faculty on multiple fronts, including mathematics education, plans for a nascent center on the study of  African American youth in 
context, and possible internships for Ph. D. students.

Martin  Young- Currently principal of   a one of  the largest multicultural, UK elementary schools in London. Martin is also actively in-
volved in developing leaders in other schools in his local authority area (school district): around 100 senior and middle leaders have attended 
the leadership program he designed. Outside his immediate locality, Martin has been involved in two aspects of  the national agenda. Firstly, 
he has worked for the National College for School Leadership (NCSL) in a number of  consultancy roles. From 2004 - 2007 he was sec-
onded as a Regional Leader for the Leadership Network in London. This involved organizing leadership development for school leaders in 
the capital, including internships in other schools. In addition to organizing the internship program, he wrote a research evaluation of  the 
London project, and has now been commissioned to write an evaluation of  the internships that took place across five English regions. In 
2006 he became a member of  the national redesign and development group for the new National Professional Qualification for Headship 
(NPQH). He was an advocate for school-based internships to become a core element of  the new qualification; this proposal is now part of  
the national pilot. His national work has been recognized in his National Leader of  Education status since September 2007.

REMINDER!!!!
Don’t forget to check out UCEA 
website for the most current 
convention information at: 
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SPECIAL INTEREST GROUP 
MEETINGS AT UCEA

If  you provide leadership for a special interest group that has met 
or would like to meet at UCEA’s Convention 2008, please contact 

Christopher Ruggeri at cruggeri@austin.utexas.edu 
before August 1st.  

UCEA will be providing a limited number of  slots 
to SIGs on a first-come basis.  

July 2008 

Paperback 
978-0-8058-6387-1

£50.00/$89.95

Hardback 
978-0-415-98847-6
£105.00/$195.00

7x10; 576 pp 

www.routledge.com/9780805863871  

Sponsored by the University Council of Educational Administration (UCEA), 
the British Educational Leadership, Management, and Administration 
Society (BELMAS), and the Commonwealth Council for Educational 
Administration and Management (CCEAM), this is the first book to provide a 
comprehensive and comparative review of what is known about the 
preparation and development of primary and secondary schools leaders 
across the globe. It describes current issues and debates and an assessment 
of where the field of leadership development is headed.  

Key features include the following:
Global Focus — This book provides the first comprehensive look at 
leadership preparation and development across the globe. The chapter 
authors are distinguished scholars, drawn from the following countries: USA 
7, UK 5, Europe 6, Asia 3, Canada 3, Australia/New Zealand 6, and Africa 6.  
Topical & Geographical Focus — Provides researchers and policymakers 
with critical descriptions and assessments of both topical and geographical 
areas.
International Expertise — Chapter contributors are drawn from a variety 
of theoretical perspectives and represent all major continents. 

Contents:
Introduction, Gary Crow, Jacky Lumby and Petros Pashiardis; Concepts of Leadership and 
its Development: 1 The Nature and Specialized Purposes of Educational Leadership, Paul 
Begley; 2 Leadership and Culture, Jacky Lumby and Nick Foskett; 3 A Life and Career Based 
Framework for the Study of Leaders in Education: Problems, Possibilities and Prescriptions, 
Peter Ribbins; 4 Effects of Leadership on Student Academic Affective Achievement, Stephen
Jacobson and Christopher Bezzina; 5 Race and Racism in Leadership Development, Tony 
Bush and Kholeka Moloi; 6 Gender and Leadership Development, Marianne Coleman and 
Tanya Fitzgerald; 7 Theories of Learning, Brenda Beatty; The Practice of Leadership 
Development: 8 School Development and School Leader Development - New Learning 
Opportunities for School Leaders and their Schools, Stephan Huber; 9 The Recruitment and 
Selection of School Leaders, Stephan Huber and Petros Pashiardis; 10 Curriculum and 
Pedagogy, Edith A Rusch; 11 Mentoring and Coaching Programs for the Professional 
Development of School Leaders, Bruce G. Barnett and Gary R. O’Mahony; 12 Evaluation of 
School Principals, Petros Pashiardis and Stefan Brauckmann; 13 Understanding and Assessing 
the Impact of Leadership Development, Kenneth Leithwood and Ben Levin; International 
Reflections: 14 Leadership Preparation and Development in North America, Margaret
Grogan and Michelle D. Young; 15 Leadership Development in Latin America, Alexandre 
Ventura, Jorge Adelino Costa and Terezinha Monteiro dos Santos; 16 Leadership 
Development in Europe, Jorunn Møller and Michael Schratz; 17 School Leadership 
Development in Africa, Ruth Otunga, David Serem and Jonah Nyaga Kindiki; 18 Preparing 
and Developing School Leaders in the Middle East, Reynold Macpherson and Omid Tofighian;
19 Leader Development across Three Chinese Societies, Allan Walker, Chen Shuanye and 
Qian Haiyan; 20 Professional Learning of School Leaders in Australia, Michelle Anderson, 
Elizabeth Kleinhenz, Bill Mulford and David Gurr; 21 Leadership Development in Small 
Island States, Tony Bush, Marie-Therese Purvis and Linda Barallon; 22 Epilogue, Jacky 
Lumby, Petros Pashiardis and Gary Crow; Biographies 

International Handbook on the Preparation 
and Development of School Leaders 

Jacky Lumby, Gary Crow, & Petros Pashiardis 
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THE DISCUSSANT’S ROLE 
     If  you have ever attended a professional meeting, you are probably familiar with the term “discussant;” however, exactly what a dis-
cussant is and what they are supposed to do has many interpretations.  The UCEA Convention planning committee is in the process of  
developing a set of  guidelines for those who volunteer to serve as discussants at the UCEA Annual Convention.  Here follows a prequel 
of  those guidelines.  

• Put most plainly, the discussant is supposed to discuss the papers included in his or her assigned paper session.  This, of  course, 
implies an important author responsibility.  Authors should send their papers to the session discussant two weeks in advance of  the 
session. The two-week period should allow the discussant to prepare for her or his role. If  you do not receive the papers in advance, 
you can always take notes during the session and limit your discussion to what was presented.  You can also use the audience to do 
some of  the work. Weick (1990) suggests asking the audience to consider taking “on the role of  discussant for the moment. What do 
you think are the big ideas we heard, what did you hear that surprised you, what’s controversial here, what will you takeaway from this 
discussion, what symposium does this suggest we should propose next year?”  

• Once papers are received, the discussant should read the papers carefully and prepare comment on each. Discussant typically: 
1) offer constructive criticism about the research questions addressed, the theoretical foundations established, the methodologies 
employed, the analyses and results presented, and the implications derived; 2) highlight where she or he believes the papers make 
contributions to the broader literature or how the papers open up new perspectives; and 3) highlight the interrelationships among the 
papers presented (author unknown, 2008). Additionally, as Weick (1999) points out “because listening may be very uneven, it is a huge 
help if  discussant says what the core idea is in each paper.”

• In developing remarks for the session, Weick (1999) suggests the following lead lines:
-- Do you realize who’s in trouble if  these researchers are right?
-- You can do even more with this argument than what we’ve heard here. For instance,…
-- Notice what these panelists didn’t say. They could have asserted that X. They didn’t. Why not?
-- The predominant citation in these papers is X. What if  it had been Y?
-- We all came in to this symposium with some assumptions. Those assumptions are the filters that determine some of  our reac-
tions to what we hear. Remember, there are at least four reactions people can have: That’s absurd (deny assumption), that’s inter-
esting (disconfirm weak assumption), that’s obvious (affirms assumptions), that’s irrelevant (do not speak to assumptions). What 
is the pattern of  reactions to what we have heard?
-- Given this topic, I expected these people to say X. Much to my surprise they said Y. What do you make of  that?

• On the day of  your session, the discussant and all session participants should plan to arrive at least 5 minutes before the session 
begins. All participants should introduce themselves to the session Chairperson in advance.

• During a typical UCEA session, four papers will be presented and discussed.  Given that each session lasts approximately one hour 
and 20 minutes, each author and the discussant should plan to share their remarks in 12 minutes or less.  This will provide 5 minutes 
for introductions at the beginning of  the session and 15 minutes for questions and further discussion at the end of  the session. 

• The bulk of  the discussant’s 12 minutes should be spent stimulating audience interest in the subject and the papers. Please try to 
keep your remarks limited to 12 minutes so that ample time is left for audience participation.

• Worthy of  note, paper authors typically appreciate receiving written comments on their papers.  The discussant is not obligated to 
do this, but he or she is certainly encouraged to do so. 
 

     The discussant is an important role in a researcher paper presentation. They help make linkages among the papers in the session and 
between those papers and the broader literature. As a result, it is essential that paper authors submit their papers on time and that discus-
sants be well prepared. 

References
     Author unknown. The Discussant’s Role. Retrieved on July 14 from http://www.ibam.com/conferences/roles/discussant_role_full_pre-
sentations.pdf
     Weick, K.E. (1999). The Discussant Role in Professional Meetings. Retreived on July 14, 2008 from http://www.fgvsp.br/iberoamerican/how1.
htm
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Institute of  Education Sciences (IES) Hosts 
Webinars on Federal Funding

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

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

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

     Application Process Session: During an Application Process Session, presenters will provide information regarding the grant submission 
process. Topics will focus on information in the application instructions package, including: content and formatting requirements, human 
subjects clearance, and application forms.

2009 Funding Opportunities at the Institute of  Education Sciences
 
     The Institute of  Education Sciences has begun its research grant competitions for FY 2009. Within IES, the National Center for 
Education Research is conducting one research competition (84.305A Education Research) that encompasses two topic areas that may be 
of  interest to UCEA members: Education Leadership (http://ies.ed.gov/ncer/projects/program.asp?ProgID=8) and Education Policy, 
Finance, and Systems (http://ies.ed.gov/ncer/projects/program.asp?ProgID=9). 
For additional information on the Education Leadership or Education Policy, Finance, and Systems topic areas contact: Katina R. Staple-
ton, Research Scientist, Institute of  Education Sciences, 555 New Jersey Avenue, NW, Washington, DC 20208, 202-219-2154, Katina.
Stapleton@ed.gov
     Other topic areas within the Education Research Grants Request for Applications include: Reading and Writing; Mathematics and 
Science Education; Teacher Quality; Interventions for Struggling Adolescent and Adult Readers; Cognition and Student Learning; High 
School Reform; Postsecondary Education; Early Childhood Programs and Policies; Education Technology; and Social and Behavioral 
Context for Academic Learning. 

The Fall application deadline is October 2, 2008. 

IES also invites applications for research projects that will contribute to its new research program on the Evaluation of  State and Local 
Education Programs and Policies (84.305E).  

For more information on the Evaluation of  State and Local Education Programs and Policies research program, contact Dr. Allen Ruby 
at (202) 219-1591 or Allen.Ruby@ed.gov.

For application requirements and instructions as well as other funding opportunities, see the Request for Applications located online at 
http://ies.ed.gov/ncer/funding/.

Check out the UCEA website at 
www.ucea.org
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Call for Proposals: UCEA Leadership Seeking Innovative Ideas for 
Future UCEA Program Centers. 

Dr. Julian Vasquez Heilig, UCEA Associate Director for Program Centers
     As the summer approaches, UCEA is pleased to announce a request for proposals to establish a new UCEA Program Center. 
The Program Centers were established by UCEA over twenty years ago to advance knowledge, through inquiry and collaborate 
development projects, in targeted areas of  national interest. Center Directors are strongly encouraged to engage in high quality 
research, to seek external funding to support such research, and to form collaborative research groups across UCEA institutions 
to exchange ideas relating to lines of  inquiry that promise to provide significant insights for both preparation and practice. 
     UCEA Program Center proposals may be organized around a variety of  educational leadership issues Currently, existing 
UCEA Program Centers focus on inquiry related to leadership issues. Leadership topics range from urban schools and school 
sites to ethics, technology, and academic leadership. Past program centers have involved the study of  the superintendency, pat-
terns of  professional preparation in administration, and educational finance. To initiate the application process, UCEA member 
universities should submit a copy of  the complete set of  Program Center Hosting proposal materials available online at the 
UCEA website to the UCEA Executive Director in August 15, 2008.  
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Preparing Democratic Leaders 
To Foster Quality Teaching 
And Student Success: 
A Time For Action
UCEA Convention 2008
Buena Vista Palace Hotel. Orlando, Florida  
October 30-November 2, 2008

 • EVENTS INCLUDE • 
• Keynote Speakers Jill Blackmore, Lisa Delpit, Stephen Jacobson, Kevin Jennings, and Susan Moore Johnson

• Annual Plenum Session, Thursday, October 30, 7:30 a.m. - 4:30 p.m.
• Opening Convention Reception in Honor of  UCEA Past Presidents, Thursday, October 30, 7:30-9:30 p.m.

• UCEA Annual Banquet, Poolside at the Buena Vista Palace Hotel & Spa, Saturday, November 17, 6:00-10:30 p.m.

For More Information, Visit Our Website at www.ucea.org

     The 2008 Convention theme acknowledges the urgency for university professors and educational leaders to 
engage actively in the discourse around the preparation and  development of  educational leaders and the role 
of  university-based leadership preparation programs.  As policy makers, business people, and the general public 
participate more in the discourse about the role  of  public education in a democratic society, we urge university 
professors and educational leaders to seek new ways to bring their knowledge and skills to the decision-making 
process rather than simply letting  decisions about leadership and public education to be made without their 
input.  
    In this spirit, we invite all members of  the UCEA community (1) to share their research and scholarly  
perspectives on these themes, (2) to offer new suggestions about how research and theory can inform the  actual 
decision-making process at national, state, and local levels, and 3) to discuss insightful ways in which  educational 
leadership can enhance academic excellence, equity and social justice in P-20 educational contexts. 

                    Early   Regular  Late 
               (through Aug. 1)  (through Oct. 10)  (through Nov. 2)

UCEA University Faculty  $115   $140   $150
Non-UCEA Faculty   $145   $160   $175
Practicing Administrator  $145   $160   $175
Graduate Student   $50   $65   $75
Other     $145   $160   $175

REGISTER TODAY AT:
http://www.regonline.org/ucea2008
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Featured Speakers
Dr. Jill Blackmore is a Professor of  Education in the Faculty of  Education, Deakin University and  

Director of  the Educational Futures and Innovation Research Cluster. She is on several editorial boards of  in-
ternational journals such as the British Educational Research Journal, International Journal of  Leadership in 
Education, and American Educational Research Journal.Jill’s research interests include feminist approaches 
to globalisation and education policy, administrative and organisational theory, educational leadership and re-
form, organisational change and innovation, teachers’ and academics’ work, and all their policy implica-
tions.  Publications include Troubling Women: Feminism, Leadership and Educational Change (1999, Open  
University Press), Blackmore, J., Wright, J. Harwood, V.(eds) (2006) Counterpoints on the Quality and Impact of  Educa-
tional Research, Review of  Australian Research in Education No 6, Special issue, Australian Educational Researcher and 
Performing and Re-forming Leaders: gender, educational restructuring and organisational change (2007, SUNY Press) 
with Judyth Sachs.

Dr. Lisa Delpit, Executive Director for the Center for Urban Education & Innovation, received the award 
for Outstanding Contribution to Education in 1993 from Harvard Graduate School of  Education, which hailed 
her as a “visionary scholar and woman of  courage.” Her work on school-community relations and cross-cultural 
communication was cited when she received her MacArthur “Genius” Fellowship. Most recently, Delpit has been 
selected as the Antioch College Horace Mann Humanity Award recipient for 2003, which recognizes a contribu-
tion by alumni of  Antioch College who have “won some victory for humanity.” She describes her strongest focus 
as “finding ways and means to best educate urban students, particularly African-American, and other students of  
color.” Among her publications are Other People’s Children: Cultural Conflict in the Classroom (1995); The Real 
Ebonics Debate: Power, Language, and the Education of  African-American Children (co-edited with Theresa 
Perry, 1998); and The Skin That We Speak: Thoughts on Language and Culture in the Classroom (co-edited with 
Joanne Kilgour Dowdy, 2002).

Dr. Stephen L. Jacobson is Professor of  Educational Administration and the Associate Dean of  the Graduate 
School of  Education at the State University at Buffalo (UB).  His research interests include teacher compensation, 
school finance, human resource administration, and the reform of  school leadership preparation and practice. 
He has published extensively and his books include School Administration: Persistent Dilemmas in Preparation 
and Practice (Praeger, 1996), and, Transforming Schools and Schools of  Education: A New Vision for Preparing 
Educators (Corwin, 1998).  In 1994, Steve received the Jack Culbertson Award for outstanding contributions to 
educational administration by a junior professor. In 1999 he was elected President of  the American Education 
Finance Association. He is currently co-director (with Kenneth Leithwood) of  the UCEA Center for the Study of  
School-Site Leadership, and is co-editor (with Leithwood and David Monk) of  the journal, Leadership and Policy 
in Schools.  Prior to receiving his Ph.D. from Cornell University, Steve was a special education teacher with the 
New York City Public Schools for seven years.

Kevin Jennings taught high school in New England after graduating from Harvard and is best known for his 
work creating safe schools for LGBT students. In 1988, Jennings helped establish the nation’s first Gay-Straight 
Alliance for students, and in 1990 he founded GLSEN, the Gay, Lesbian, Straight Education Network, to bring 
together teachers, parents, students, and community members to end anti-LGBT bias in schools. Mr. Jennings led 
GLSEN to success in making Massachusetts the first state in the nation to outlaw discrimination against public 
school students on the basis of  sexual orientation, and he helped establish the Safe Schools Program for Gay & Les-
bian Students. Under Jennings’s guidance, GLSEN has become a national education and civil rights organization 
with a presence in all fifty states. Newsweek named him one of  a hundred people to watch in the new century. Jen-
nings tours extensively and makes frequent media appearances as an advocate and spokesperson for LGBT youth. 
The author of  One Teacher in Ten and Always My Child: A Parent’s Guide to Understanding Your Gay, Lesbian, 
Bisexual, Transgender or Questioning Son or Daughter, Jennings also wrote and produced the historical documen-
tary Out of  the Past, which won the 1998 Sundance Film Festival Audience Award for Best Documentary.

Dr. Susan Moore Johnson studies and teaches about teacher policy, organizational change, and administra-
tive practice. A former high-school teacher and administrator, she has a continuing research interest in the work 
of  teachers and the reform of  schools. She has studied the leadership of  superintendents, the effects of  collective 
bargaining on schools, the use of  incentive pay plans for teachers, and the school as a context for adult work. Cur-
rently, Johnson and a group of  advanced doctoral students are engaged in a multiyear research study, The Project 
on the Next Generation of  Teachers, that examines how best to recruit, support, and retain a strong teaching 
force in the next decade. The project, which is funded by several foundations, includes studies of  hiring practices, 
alternative certification programs, new teachers’ attitudes toward careers, and new teachers’ experiences with col-
leagues. Johnson served as academic dean of  the Ed School from 1993 to 1999. She has taught in the School’s sum-
mer institute programs for administrators and teachers since 1989. For more information, please read the article 
on her research, the article on the research of  the Project on the Next Generation of  Teachers in HGSE News, 
an interview with Dr. Johnson on the needs of  educators in the current climate of  high-stakes testing, or visit the 
Project on the Next Generation of  Teachers web site.
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UCEA WOULD LIKE TO EXPRESS  
ITS SINCERE APPRECIATION TO  

THE FOLLOWING SPONSORS OF THE 2008 CONVENTION:

THANK YOU!

Convention Sponsors

Auburn University
Florida Atlantic University

Florida State University
Information Age Publishing

Pennsylvania State University
Texas A&M University 
University of Florida

University of South Florida
University at Buffalo/SUNY

University of Cincinnati
University of Illinois-Urbana Champaign

University of North Carolina at Chapel Hill
University of Utah

SPECIAL INTEREST GROUP 
MEETINGS AT UCEA

If  you provide leadership 
for a special interest group that has met 

or would like to meet at UCEA’s Convention 2008, 
please contact Christopher Ruggeri at 

cruggeri@austin.utexas.edu 
before August 1st.  

UCEA will be providing a limited number of  slots 
to SIGs on a first-come basis.  



35 • UCEA Review • Summer 2008 • www.ucea.org

Situated on 27 scenic acres, The Buena Vista Palace Ho-
tel & Spa is an extraordinary environment of  magic and 
memories and a showplace of  uncompromising quality and 
triumphant achievement.  For two decades, this long-revered 
meeting site has built a reputation for comprehensive ser-
vice and warmth.  But in many ways, it’s one of  the newest 
in Central Florida, with a recent multi-million renovation 
that put the resort on the cutting edge of  event technology.  
Meeting groups, such as ours, can appreciate everything 
from the 90,000 square feet of  flexible conference facilities 
to the pampering pleasures of  a European-style spa to the 
extraordinary cuisine to the magnificent sunset views.   You 
can also enjoy the allure of  the Walt Disney World® Resort, 

the excitement of  championship golf, and the luxury of  a cold spritz from the pool concierge.  The Buena 
Vista Palace is the place to be in Orlando!

You’ll find every comfort inside the ho-
tel.  Their guest rooms are beautifully de-
tailed—with thoughtful touches like pillow-
top mattresses, Golden Door® toiletries, 
and private balconies.  Business is a pleasure 
in a room that performs.  We’ve thought of  
everything—wired and wireless high-speed 
Internet access, ergonomic work chairs, 
large well-lighted work areas, in-room safes, 
and cordless two-line phones with voicemail 
and extra long cord  Most rooms offer a pri-
vate patio or balcony for enjoying the fabulous Florida sunshine.  The Buena Vista Palace also accommo-
dates non-smoking, special needs, and environmentally sensitive guests who appreciate individual filtering 
systems, non-dyed linens, and non-allergenic bedding.

Dining options at the Buena Vista Palace are wonderfully diverse.  Guests 
can enjoy Outback Restaurant featuring a “Down Under” setting with Flor-
ida’s finest seafood and hearty steaks prepared on an open-hearth grill.  The 
Mediterranean-style Watercress Café offers not only casual dining by the lake, 
but also the fun of  meeting favorite Disney friends at the Disney Character 
Breakfast Buffet every Sunday.  For a simple meal or quick snack, the Water-
cress Pastry Shop & Mini Market provides fresh baked goods and gourmet 
coffees.  And for refreshing tropical drinks or convenient poolside snack, the 
Shipwrecked Pool Bar and Castaway Grill are favorite choices.  The Lobby 
Lounge is an ideal place to gather for cocktails with live piano music.  The Top 
of  the Palace Lounge lights up each night to sensational sunsets and birds-eye 
view of  the area’s dazzling fireworks displays.

With an exclusive address inside the Walt Disney World Resort®, the Buena Vista Palace offers an en-
ticing variety of  opportunities and attractions.  Soaring 27 stories above the world’s greatest destination, 
the Buena Vista Palace is located in the heart of  the shops and restaurants, exhilarating nighttime fun and 
dazzling entertainment options of  the Downtown Disney® Marketplace, Pleasure Island, and West Side.  
Four Disney Theme Parks and two water parks are a quick, complimentary shuttle away

The Buena Vista Palace makes every event as magical as the kingdom where wishes come true.  For 
more hotel information, please visit http://www.buenavistapalace.com

The Buena Vista Palace Hotel
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Contributing to the UCEA Review
If you have ideas concerning substantive feature 
articles, interviews, point-counterpoints, or innova-
tive programs, UCEA Review section editors would 
be happy to hear from you.

General Editor:
  Michelle D. Young (UCEA)
  michelleyoung@austin.utexas.edu

Feature Editor:
  Samanta Bartholomew (IUPUI)
  ssbartho@iupui.edu
  Andrea Rorrer (University of Utah)
  andrea.rorrer@ed.utah.edu

Interview Editors:
  Gerardo Lopez (Indiana University)
  lopezg@indiana.edu  
  Laura McNeal (Georgia State University)  
  lmcneal@gsu.edu

Point-Counterpoint Editor:
  Jeffrey S. Brooks (Auburn University) 
  jeffreysbrooks@auburn.edu 

Innovative Program Editor:
  Liz Hollingworth (University of Iowa) 
  liz-Hollingworth@uiowa.edu

Managing Editor:
 Chad Sayre (Park Hill School District)
 sayrec@parkhill.k12.mo.us    

The University of Texas at Austin
The University Council for
Educational Administration  
1 University Station-D5400 
Austin, Texas 78712-0374  
Ph: 512-475-8592 
Fax: 512-471-5975
www.ucea.org
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 October, 2008......Values & Ethics in Ed. Leadership Conference-British Columbia
  Carnegie Project on the Educational Doctorate-USC
  UCEA Executive Committee Meeting (28th-29th)
  UCEA Plenum Meeting (30th)

 November, 2008..UCEA Convention Oct 30-Nov 2 - Buena Vista Palace, Orlando
  2009 David L Clark Nominations Due Nov 10, UCEA HQ

 September, 2008..Commonwealth Council for Educational Administration and  
          Management (CCEAM)
  Urban Principalship Curriculum Meeting (UPC)

 December, 2008...National Policy Board in Educational Administration Meeting   
       Washington, DC

 August, 2008.......National Policy Board in Educational Administration Meeting-  
        Washington, DC
  2008 UCEA Convention Program Available Online 

 July, 2008............ UCEA Leadership Meeting
  SREB District Partnership Training for UCEA members

 April, 2009..........AERA Divisions A & L and UCEA joint reception, San Diego
  Jackson Scholars Workshop, San Diego
  David L. Clark Seminar, San Diego

 February, 2009.....UCEA Convention 2009 Planning Meeting
  UCEA Executive Committee Meeting

 May, 2009............UCEA Proposals Due, May 2, UCEA HQ


