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THIS ISSUE'S THEME:

21st Century Schools 
and Technology

AAIE returns to the Hyatt Regency 
San Francisco for its 45th Annual Confer-
ence, February 10-13, 2011.   What can you 
expect to find at AAIE’s 2011 annual con-
ference?  This year’s conference will have a 

special focus on technology. A variety of 
presentations will address the many ways 
in which schools can build a robust 21st 
century digital infrastructure that supports 
learning, as well as ways that administrators 
can use technology tools to increase pro-
ductivity and efficiency.  In addition to this 
special technology strand, there also will be 
sessions that address leadership, board and 
teacher effectiveness, curriculum and in-
struction, and general school improvement.  

Do not miss this learning opportunity! 
Come to San Francisco and add to your 
repertoire of educational skills 
and strategies. Learn the best 
ways to tackle your toughest 
challenges.  Discover school 
improvement models that 
work, and take advantage of 
the opportunities to connect, 
share, and discuss with your 
colleagues from around the world.  Register 
early at www.aaie.org to take advantage of 
lower registration rates.  Here is a sampling 
of what the 2011 AAIE Annual Confer-
ence will offer:

AAIE Welcome Reception Cruise 
Kick off your conference experience with 
a Welcome Reception Cruise aboard a 
Hornblower Yacht where you will enjoy 
food, drinks, and a chance to reconnect 
with colleagues from around the world and 
also make new connections.  

2011 Keynote Speakers
With these distinguished speakers, explore 
new technology trends and issues that affect 

the teaching and learning in your school.

Donald G. Knezek, CAE, PhD, Chief Ex-
ecutive Officer of the International Society 
for Technology in Education (www.iste.org 
) is a leader of innovation for transforming 
education with technology and recognized 
globally for his leadership in collabora-
tion, planning, and standards development. 
Having consulted with schools and/or 
ministries of education in the Czech Re-
public, Costa Rica, France, Germany, India, 
Malaysia, Mexico, the Netherlands, Qatar, 
Singapore, Switzerland, and the United 

Arab Emirates, Dr. Knezek will share his 
expertise on how educational leaders and 
teachers can best thrive in an increasingly 
digital world.

Marc Prensky (www.marcprensky.com) 
is an internationally acclaimed speaker, 
writer, consultant and designer in critical 
areas of education and learning.  Mr. Pren-
sky has created over 50 software learning 
games, and has taught at all levels.  His 
books include Digital Game-Base Learning 
(2001), Don’t Bother Me Mom—I’m Learn-
ing (2006), and the recently published, 
Teaching Digital Natives:  Partnering for 
Real Learning (Corwin, 2010).  Mr. Pren-
sky will speak to how 21st century teachers 
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executive director’s message

Dear Colleagues,

As difficult as it is to imagine, when I first 
became a school head there was no com-
puter in my office. Consequently, e-mail, 
Google, Skype, and similar tools were not 
a part of my work day. I remember when 
I got my first computer—suddenly I was 
empowered (as well as intimidated!). What 
a miracle!  With a click of a few keys it 
was possible to tap in to the expertise of 
more experienced 
colleagues, locate a 
wealth of resources, 
and communicate 
in real time with a 
worldwide commu-
nity.

Little did I realize 
that to continue to 
use technology effec-
tively would require a 
commitment to life-
long technology learning.  I can attest to 
the fact that this is easier said than done!  
Since launching AAIE’s new interactive 
website I have been experiencing a steep 
learning curve—and I know that some 
AAIE members have also done so.

It is important to keep in mind that AAIE’s 
new website was the first step in meeting 
the association’s goal to “use technology 
strategically to enhance communication, 
professional development, networking, re-
cruitment, and marketing.” To accomplish 
this goal, AAIE set specific technology ob-
jectives.  These included:

• Establishing a social networking plat-
form to allow for real-time communi-
cation via the creation of on-line com-
munities;

• Creating a website library with a com-
prehensive searchable knowledge base;

• Ensuring on-line space and resources 
are available for a variety of groups;

• Offering recruiting information and 
resources for educators interested in 
learning about international school 
careers;

• Conducting  sur-
veys on relevant 
i n t e r n a t i o n a l 
school topics to create a database of 
international school information and 
statistics;

• Designing and providing access to online 
professional development opportuni-
ties.                                                                                                                                                                                                                                                                                 

All of these objectives have been, or are 
being addressed.  However, in spite of the 

fact that new pro-
fessional on-line 
communities have 
been created, get-
ting all AAIE 
members to reg-
ister on the site 
so that each can 
access all of these 
things has been 
somewhat chal-
lenging. Why?  
Because learning 

something new requires time, a willingness 
to add one more task to your to-do list, and 
a lot of perseverance. If you have not yet 
registered on the site, I encourage you to do 
so.  If you need assistance with registering, 
please contact AAIE’s site administrator, 
Matt Nicoll, at g.nicoll@nova.edu. 

I also invite you to explore www.aaie.org.    
The resources you will find there will not 
only benefit you as head, they will also ben-
efit your Board and your staff.    What’s 
next?  During this academic school year, 
while continuing to add resources to its site, 
AAIE will focus on bringing professional 
development to you via webinar offerings. 
Our goal is to offer, over time, a series of 
webinars on specific school leadership skills 
and issues.  

Your feedback on how well AAIE is do-
ing in meeting its strategic technology goal 
will be most appreciated.  Please e-mail me 
your comments and suggestions. 

All the best,

Elsa 
Elsa Lamb, AAIE Executive Director
g.elamb@nova.edu

 ~ for, by and about 
leadership in international education ~

Little did I realize that to 

continue to use technology 

effectively would require a 

commitment to life-long 

technology learning.
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the president’s message

A colleague recently told me a story 
about giving his daughter an expensive 
watch for her birthday.  He noticed shortly 
afterwards that she wasn’t wearing it, so he 
asked her if something had happened to 
it. “Dad,” she replied, “I appreciate the gift 
but, really, why would anyone want to wear 
a single-function device? All it does is tell 
the time.”  Funny, yes.  A sign of our chang-
ing world? Absolutely. 

Admit it. If you are old enough to be run-
ning a school, you are a digital immigrant.  
The digital divide is no longer simply be-
tween North and South or rich and poor.  
Today, the divide is also between our stu-
dents, digital natives all, and us (those born 
before PCs, Macs, email, the internet, Nin-
tendo and Playstations)-
-and the divide increases 
yearly.  

Whether you blog, glog, 
wiki, wicket, Skype, 
Tweet, Link-in, Nook, 
Ning, or not, as a busy 
head of school, surely you 
must feel those occasion-
al pangs of uncertainty 
when wading into tech-
nology’s rising ocean.  As 
a digital immigrant, you 
will never feel completely 
at home or at ease amid 
the transmogrifying 
changes and accelerating 
promises of technology.  
What head of school can 
possibly keep up with the 
new technologies that appear every year?  
And yet amid such ambiguity, we are the 
ones who make the penultimate call about 
investing in technology for our schools.  
And, what an investment it is!

Have you considered all of the technology 
costs in your budget lately?  There is, of 
course, hardware—not just computers and 
laptops and those exorbitantly expensive 
carts on which we wheel them--but gold-
tipped network cables that cost as much as a 
computer and loads of digital devices:  flash 
drives, cameras, flip videos, digital record-

ers and projection systems, SmartBoards, 
LCD screens, iPod touches and iPads.  To 
that, add software licenses, website costs, 
spam filters, e-books, subscriptions to web-
based services, webinar fees and the cost 
of technology conferences  and organiza-
tional memberships.  And let’s not forget 
the costs of technology personnel—from 
IT teachers and technicians to data base 
specialists, webmasters, and outsourced ser-
vices.  Crunch the numbers and you may be 
as nonplussed as I was to see just how much 
we actually spend on technology each year.  
And there is always more just beyond the 
horizon of our next IT strategic plan.  Sure-
ly there is a good reason why we allow tech-
nology to consume such a sizable portion of 
our budgets:  We believe in technology and 

have accepted 
its potential 
to improve 
teaching and 
learning—and 
nearly every 
other dimen-
sion of our 
schools. 

But how can 
we be sure that 
its promises are 
being fulfilled? 

If you don’t 
have doubts 
about just what 
your school, 
especially your 
students, may 
be gaining 

from your massive investment in technol-
ogy, do you ever wonder if you should?  
Reluctantly, I have come to the conclusion 
that we have invested so heavily, not only 
in terms of finance and personnel, but in 
our belief in technology’s powers to ef-
fect teaching and learning, that we are no 
longer comfortable asking the really hard 
questions.  Technology has become very 
much like the character Bretton James in 
the film Wall Street—The Money Never 
Sleeps.   When asked if he had a specific 
number in mind, an amount of money he 

needed to have that would convince him 
that he had succeeded, he answered, “My 
number?  My number is—More!”

In his interesting and very readable The 
Technology Fix (ASCD, 2004), William 
Phlaum observed that since computers 
were brought into schools in the 1980s, 
there has been little evidence of their having 
had a measurable impact on student learn-
ing.   Despite technology’s great promise, 
“the reality, so far, has fallen short” (p. 3). 
Granted, Mr. Pflaum’s book was published 
six years ago—a virtual lifetime ago in the 
world of technology.  However, the ques-
tions he posed then linger on, largely un-
answered.  But we continue to add on and 
add on.   More is now technology’s mantra 
and it has become ours as well, largely by 
default. 

AAIE’s decision to center this issue of In-
terED and this February’s annual confer-
ence on technology was a timely and strate-
gically important one.  It is time for all of us 
to start asking hard questions about tech-
nology.  No one would suggest that there 
is no place for technology in our schools.  
Of course there is. But shouldn’t we be able 
to help one another find an answer to the 
question: Does technology make a justifiable, 
quantifiable difference on teaching and learn-
ing when its tremendous costs are balanced 
against the many other things we cannot do as 
a result of the resources we devote to it?

I want to thank our many colleagues who 
have contributed to this special issue of 
InterED and look forward to seeing all 
of you for important conversations about 
the promise and role of technology in our 
schools when we gather in San Francisco 
in February. 

With best wishes,

Ed

Edward E. Greene, PhD
AAIE President, 2009-2011 
President Edward E. Greene is Director, The 
International School of Amsterdam, The Neth-
erlands. egreene@isa.nl

Technology—Broken Promises?

Reluctantly, I have come to the 

conclusion that we have

invested so heavily, 

not only in terms of finance

and personnel, but in 

our belief in technology’s 

powers to effect teaching and

learning, that we are 

no longer comfortable asking the 

really hard questions.
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An overview of the 2011 AAIE conference topics! 
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EDITOR’S DESK

Dear Colleagues, 
Mentors, and Friends...

We are pleased in this issue to 
present two articles touching 
on the growing GIN network.  

Jean-Francois Rischard has been kind 
enough to trace a bit of the history of his 
original idea and the unanticipated impact 
it had on cadres of young people around the 
world who have responded with hope, opti-
mism and the realistic conviction that they 
can change the world.  Cynics and prophets 
of despair, beware.  Linda Sills’ update in 
this issue on GIN activities (and a review 
of the website) may well effect a change in 
your teleology.

Follow-ups and other Business.  
We are beginning to see more responses to 
themes and issues brought up in previous 
InterED’s.  These are being placed in what 
is effectively the third section of the pub-
lication—Special Features, AAIE Business 
& News.  Special features will include ar-
ticles that respond, supportively or conten-
tiously, to issues raised in AAIE publica-
tions or conferences that are pertinent for 
our readership.

Gil Brown’s article, “Accreditation of In-
ternational Schools:  Assessing the quid 
pro quo” opens the Special Features section, 
and I am pleased to draw attention to both 
the scholarship and sensibility which has 
led him to illuminate a significant devel-
opment in the evolution of international 
schools that is also impacting on account-
ability and quality measures in the conti-
nental United States as well.  

I wonder if the reader is aware of the reso-
nance of the title of his article.  Almost 30 
years ago, Dean Paul Orr of the University 
of Alabama published a pamphlet entitled 
Overseas education: Quo vadis and the quid 
pro quo in which he suggested that Ameri-
can Overseas Schools were changing so fast 
(demographically and in terms of instruc-
tional objectives and design) that interna-
tional educators were faced with a choice 
to either strategically plan for the future or 
allow change to occur in what he referred 
to as “the default planning mode” [Orr, P. 

G.  (1981). Overseas 
education: Quo vadis 
and the quid pro quo.  
Fast Reference Series 
No. 018.  Tuscaloosa, 
AL: University of Ala-

bama, International Education Associates, 
Inc.].   As Gil Brown implies, it may be 
time to review Dr. Orr’s recommendation.  
With apologies to Shakespeare, “Default, 
dear directors, is not in our stars, but in 
ourselves” (Cf., Julius Caesar, I, ii).

Recently I had a brief e-mail exchange with 
Dr. Jim Ambrose (Cf., GovNet at AAIE.
com) in which we agreed that a possible 
reason that school directors are so quiet on 
the key issues that affect their professional 
lives and well-being is because they are….
well, employed, and they want to stay that 
way.  We agreed that only a few people (he 
and Gil are among them) have the unique 
positions to record concerns with relative 
impunity.  Certainly Dr. Gil Brown’s cre-
dentials speak for themselves, but I will 
briefly review them for the increasingly 
younger set of Board Members and Direc-
tors among our membership.  Gil was an 
AAIE Board Member from 1975-79.  He 
was the AAIE Treasurer from 1979-80, and 
AAIE President from 1981 to 1982.  He is 
in the AAIE Hall of Fame and is also a 
Lifetime Member of the Association.  He 
was also the author of, among many other 
valuable publications, The History of AAIE, 
Part II: 1978-1990.  Please add to the fore-
going nearly 30 years as a practicing inter-
national school administrator (ok, he got a 
lot of practice) and over a decade as Editor 
and now Editor Emeritus of this publica-
tion.  I’ll stop there, but you can see that 
Gil has the range and tenor to give voice to 
the issues he addresses with authority and 
good will.  

And to those who dare not, wish not, or 
will not add to the transparency of schol-
arly discourse: Verba volant, scripta manent.

Interview with Marc Prensky.  
We are fortunate to have Marc Prensky as a 
featured conference speaker for the Spring 
2011 conference in San Francisco.  An ex-
tremely busy man, Mr. Prensky graciously 
agreed to an electronic interview via email.  
The results of that exchange lead off the 

section of this publication dedicated to the 
theme of technology.  Prensky has man-
aged to integrate theory and practice in a 
unique career that includes practical ap-
plications and a forward-looking pedagogy 
that builds on games and game theory ap-
plied to learning.  You can learn about him 
at his website at http://www.marcprensky.
com/, and also find articles he has written 
with a simple web search.  

Future Themes of InterED.  
We would like to inform you of fu-
ture themes for InterED so that you can 
(choose your metaphor):  a) Get your ducks 
in a row; b) Put your thinking caps on (rec-
ommended for elementary teachers); and 
c) Keep your powder dry.  Our projected 
themes are:    

Spring 2011—Leadership, Gender, and 
Diversity

Fall 2011—Brain Research:                          
Implications for Pedagogy 

With respect to the spring issue, I hope 
contributors will address a broad range of 
leadership issues as they pertain to gender 
and diversity in student and professional 
groups.  I welcome inquiries about the ap-
propriateness of any topic prior to submis-
sion.  For discussion please call or contact 
me. You may expect a prompt reply if you 
leave a voice message.  [jkettere@jsu.edu; 
(256) 782-5303]

The Usual Disclaimer.  
The Editor Emeritus of our journal contin-
ues to assist and advise me.  He is unduly 
gratified by the consternation I now expe-
rience with situations he himself handled 
so well.  It is not recommended, in most 
cases, for the Editor to publish an article 
and then rebut it.  So I encourage our read-
ers to engage in rebuttals of a positive and 
constructive tone as we continue our efforts 
to advance best practice and our profession.  

Ideas expressed by the contributors to InterED 
do not necessarily represent the position of 
AAIE or its Editorial Staff. 

The Editor may be reached at jkettere@jsu.
edu
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In a previous column, I wrote on Hip-
pocrates (the eponymous oath) and 
John McEnroe (and his refrain, “You 
can’t be serious!”) lamenting the lack 

of an oath of office for the trustees of our 
international schools.

Conflict of interest pledges are frequently 
signed annually by school trustees. I refer 
here to an oath, similar to that required of 
most physicians at the time of the granting 
of their MD degrees, intended to govern 
their behavior in professional practice.  It is 
also intended to establish ethical principles 
for professional behavior, but also to protect 
their patients, clients and the community.

For fools rush in where angels fear to tread 
(Pope, Essay on Criticism).  With that 

in mind, I suggest the following draft of 
an oath that may be given to all new and 
incumbent trustees to sign and, one hopes, 
conform to its guidelines.  The desired out-
come is for schools to have the ethical and 
effective service of the vital leaders and par-
ticipants in school governance to provide 
an ever-improving learning environment 
for their communities.

AN OATH OF OFFICE FOR 
TRUSTEES OF INTERNATIONAL 
SCHOOLS
I understand:

1. I, and the board on which I serve, have 
been entrusted with the well being of 
an institution that is among the most 
important of my community.  The 
service to which I have been called 
is to protect and enhance the future 
functioning of the school so that all 
forthcoming generations may receive 
enhanced services and education be-
yond that which is offered as I take 
office.  My task is about the future of 
our school.  The success of my perfor-
mance and contribution will be judged 
by those who follow my term of of-
fice, even those future students of our 
school, perhaps as yet unborn.

2. On assuming office, I will familiar-
ize myself with the school’s published 
mission and philosophy.  These state-

ments may only be modified by board 
decision by a process that the board as 
a whole determines.

3. I will understand and be able to ana-
lyze all financial statements the board 
requires of school management to ful-
fill my fiscal responsibility to protect 
the continuing viability of the school, 
in the short and long term, as a going 
concern.

4. The head of school is not my employee, 
but an employee of the board. The en-
tire board, acting as a whole, perhaps 
through its chair, is responsible for 
the nurturing and supportive supervi-
sion of the school head. My concerns 
to assist the performance of the head 
should be directed to the chair of the 
board or to the entire board at a proper 
time.

5. I cannot solve the problems of clients 
or stakeholders of the school by myself.  
Outside the official meetings of the 
board, I have no power other than that 
which may be exercised by any stake-
holder, parent, or associate as indicated 
in the school’s bylaws. I will listen to 
the needs of our clients. My responsi-
bility is to direct any concerns to those 
who can best attend them: the head of 
school, the chair of the board, or the 

entire board at an 
appropriate time 
on the agenda of 
a meeting. I will never make unilateral 
promises to resolve the concerns of cli-
ents, stakeholders or associates by my 
individual action.

6. The sole employee of the board is the 
school head.  All other employees are 
the responsibility of the head.  I will 
not attempt to supervise or give advice 
to any employee unless specifically au-
thorized to do so by the school head. I 
will report my concerns about person-
nel to the head, preferably via the chair 
of the board who acts for the board 
and all trustees as the supervisory liai-
son to the head.

7. As long as I am a trustee, I will sup-
port all decisions of the board whether 
I voted for them or not, whether I was 
in favor of the decision or not.  I know 
that the board speaks with one voice.  
There is no room for dissention in a 
coherent organization charged with 
protecting the present and future func-
tioning of our school.  I will feel free to 
express my ideas and concerns within 
the agenda of all meetings of the 
board.  I will have this feeling because 
I and my fellow trustees will guaran-
tee, without exception, that matters 
discussed in closed meetings of the 
board, or in executive session, are all 
privileged communications, completely 
confidential, not to be reported outside 
of the meeting room unless specifically 
released for publication by board ac-
tion.  In the event I fear I cannot ad-
equately support a board decision as I 
am required under this oath, I will ask 
the chair to appoint a spokesperson for 
the board to whom I and all trustees 
will direct those seeking information 
so that possible conflicting misunder-
standings may be avoided.

8. I will attend all meetings of the board 
adequately prepared.  If I am unable to 
understand the reason for the inclu-
sion of specific agenda items or the 
information contained in attachments 
to it, I will call the chair, the school 
head, or another trustee to assure clari-

MEMO TO THE BOARD

An Oath of Office for Trustees
By Gilbert C. Brown

The desired outcome [of the 

suggested oath] is for schools 

to have the ethical and

effective service of the vital 

leaders and participants

in school governance to 

provide an ever-improving

 learning environment

for their communities.
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fication so that I may attend all board 
meetings ready to contribute to the 
thinking of my colleagues and to help 
all make decisions expeditiously about 
the future of the school.

9. In the event I sense a conflict of inter-
est between what is best for the school 
and the needs of my child, I will re-
quest of the chair the right of recusal 
from both discussion and action on the 
decision in question to be taken by the 
board.

10. In the event I feel that I cannot rec-
oncile my vital role as parent-advocate 
for my child’s welfare and the needs 
of the board as an objective decision-
making body, I will resign my position 
as trustee.

11. I will volunteer willingly and openly 
for service on any committee of the 
board created by it or by the chair un-
der its bylaws. I will serve on as many 
committees of the board as my time 
will allow and as head of any commit-
tee for which I have interest, special 
talents and skills.  I will assure that any 
committee on which I serve makes co-
herent and useful recommendations to 

the board for its adoption, and that my 
committees’ reports will be delivered in 
a timely and coherent manner. Board 
committees are created to investigate, 
deliberate, and make recommenda-
tions to the board.  No recommenda-
tion made by any committee on which 
I serve may be considered as adopted 
until approved by board action. The 
board has the right to reject any and 
all committee recommendations to it.

12. I will learn the rules of order by which 
the board functions, how its agenda 
is made, how I may add items to that 
agenda, how its minutes are recorded 
and reported, and how the board 
reaches decisions.  I will not introduce 
extraneous items into board meetings 
that are not on its approved agenda. 
I will assure that the board remains 
focused on the matters at hand on its 
agenda and is not diverted from the 
decisions it is required to make.

13. I will assure myself of my own de-
velopment and growth in my role as 
a trustee, and, if practicable, that of 
my colleagues.  I will do this in con-
cert with other trustees but principally 

with the chair and the head of school. 
I will become familiar with materials 
published by professional organiza-
tions designed to achieve this end for 
all trustees of schools and other similar 
organizations.

14. All future boards of our school are de-
pendent upon the soundness of deci-
sions I and my colleagues will make. 
If faced with a difficult or unpleasant 
matter to decide, I will not delay, post-
pone or transfer the responsibility I as-
sume under this oath to a future board 
to make that decision, thus betraying 
the community’s trust and this oath.

I sign this oath of my free will, promis-
ing to follow its understanding and cov-

enants to the best of my ability during the 
term of my office.  I will do all in my power 
to assure that my fellow trustees also adhere 
to these covenants, to which we all agree. 

Dr. Brown is the former head of the Ameri-
can School of Rio de Janeiro and the Lincoln 
School of Costa Rica. He is a consultant 
to international school boards and Editor 
Emeritus of this journal. 2417gilbrown@
msn.com
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Typically this column is com-
prised of an academic synopsis 
with references. The content is 
usually an executive summary 

of some topic, appropriate for the School 
Head, with references included in case the 
leadership team or board might need to dig 
more deeply into a topic. In a departure 
from the typical, the purpose here is to ask 
school leaders to think about “steampunk” 
and technology convergence as well as the 
resistance of teachers and administrators. 

Electronic textbooks are often described 
as being just like regular textbooks, and elec-
tronic publishers even make graphic images 
that appear to be pages turning. Even the 
term itself, “textbooks”, might be viewed as 
“old view”, and not particularly relevant to 
the practices and theories of global literacy. 
If there are laptops in the school, students 
or teachers may go to the library to check 
them out, just as has been done with books. 
Students are allowed to bring laptops to 
schools, but they are not allowed access to 
the Internet or even to the school’s net-
work; thus, schools do not acknowledge 
that these are electronic conduits to in-
formation beyond the classroom walls. 
Laptops are treated in much the same way 
books historically have been checked out 
or passed out to the class. Power Point™ 
or other presentation programs are ubiq-
uitous, but teachers (and administrators) 
print off handouts from them for students 
to use to take notes; this powerful tool be-
comes a variation of ‘copy what is on the 
board’. SmartBoards are purchased but not 
connected to the wireless networks, and 
teachers are not given enough network 
storage to use them as intended. There are 
media presentation tools to allow teach-
ers to electronically capture their “lecture” 
or demonstrations along with their voice, 
so instructional products could be made 
available 24/7 to students for access from 
anywhere the students reach the Internet. 
Yet schools still have policies in place that 
make this difficult, either in terms of de-
velopment or in terms of access outside of 
school and school hours. There are even 
schools in which the network is inacces-

sible at the end of the students’ school day.

Teachers are not allowed to download 
and install software at school. This 

separation of teachers from the tools might 
have made sense at another time in the 
technology age but not in the age of Web 
2.0, cloud computing, mobile devices, and 
other innovations. A comparison might be 
that of a chauffeur. The upper classes had 

chauffeurs at the turn of the century for 
two reasons: 1) it gave them status, but 2) 
more realistically, these drivers were impor-
tant and necessary because they were able 
to start those archaic machines and keep 
them running. There was usually a box of 
tools included with the livery for the chauf-
feur! Some schools’ treatment of teachers 
and students in terms of handling tech-
nology equates to drivers having to have a 
chauffeur (though any driver can now turn 
the key and make the car go consistently). 
Managing new machines with old policies 
that limit control and access is the equiva-
lent of dressing these new machines for the 
Victorian Age. Today’s machines are easier 
to manage; users are more sophisticated 
than when computers entered schools, 
though some schools’ policies are almost 
unchanged in terms of control. Teachers 
download and install software at home as 

do their students. But 
frequently the poli-
cies that regulate teachers and students and 
their use of technology reflect an effort 
to recast the new technologies within the 
context of a previous time. This is STE-
AMPUNK!  And lest the readers think 
this is an original epithet invented for this 
column, an examination of the currency of 
the word “STEAMPUNK” is useful. 

Understanding the term’s application 
as intended here requires at least a 

cursory review of its general meaning and 
some examples of its application, both lit-
erary and otherwise. The term ‘steampunk’ 
means taking something current and try-
ing to make it look old in a way that users 
might recognize. Alternatively it might be 
characterized as a future as yet unseen but 
existing in minds and experiences. 

Steampunk is a sub-genre of science 
fiction, alternate history, and specula-
tive fiction that came into prominence 
during the 1980s and early 1990s. Spe-
cifically, steampunk involves an era or 
world where steam power is still widely 
used—usually the 19th century and 
often Victorian era Britain—that in-
corporates prominent elements of ei-
ther science fiction or fantasy. Works 
of steampunk often feature anach-
ronistic technology or futuristic in-
novations as Victorians may have en-
visioned them; in other words, based 
on a Victorian perspective on fashion, 
culture, architectural style, art, etc. This 
technology may include such fictional 
machines as those found in the works 
of H. G. Wells and Jules Verne or real 
technologies like the computer but 
developed earlier in an alternate his-
tory. (http://en.m.wikipedia.org/wiki/
Steampunk?wasRedirected=true, n.d.)

Steampunk can be seen in popular enter-
tainment (e.g. Monty Python’s Flying Cir-
cus) and the cinema (“Brazil”, “Wild, Wild 
West”, “The League of Extraordinary Gen-
tlemen, the recent “Sherlock Holmes”). For 
the purpose here, steampunk means look-
ing at new things through a lens modified 
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by personal history and experiences. Or 
put another way, steampunk means taking 
something current and trying to make it 
look old in a way that users might recog-
nize. 

The question becomes, with respect to 
the implementation of technology in 

schools, is the “steampunk effect” the result 
of 1) an accidental occurrence, 2) an inevi-
table artifact, for good or bad, of current 
events, 3) a neutral part of the process of 
abandoning the old and adopting the new, 
or 4) an obstacle to thinking of the future, 
the result of teacher/administrative resis-
tance? Or is it, in its broadest application, 
a springboard to newer forms growing out 
of older, more familiar structures? These are 
the critical questions all leaders should be 
addressing when considering technology 
integration and the education of today’s 
youth. 

Steampunk came up in a conversation be-
tween a very savvy, young, creative technol-
ogy user and a group of educators. There 
were discussions about the challenges faced 
by schools trying to integrate technology 
(i.e., how to get students to pay attention 
to the teacher if there are laptops, why 
students should be allowed to use Smart-
Phones and why teachers are not allowed to 
connect netbooks to the Internet at school, 
etc). The young user laughed and said that 
schools are trying to integrate technology 
as ‘steampunk.’ The conversation came to 
a dead halt with all academics standing 
in silence, processing this statement and, 
no doubt, trying to define the word in this 
context. The student continued, explaining 
the concept, showing on a SmartPhone 
some photos of various examples of “ste-
ampunk” including a computer made to 
look old and as if run by steam. This was re-
ally a “teachable” moment for the educators 
as the student quickly searched and shared, 
all on a phone, a tool none of them allowed 
in the schools they managed. 

 The connection between the integration 
of technology into the curriculum and the 
idea of “steampunk” as seen by the young 
user mentioned above seems too compel-
ling to ignore. For some writers, steampunk 
is viewed in dystopian terms. A dystopia 
in literature is usually some kind of futur-
istic society that started out utopian but, 
over time, became repressive and control-
ling, even authoritarian and totalitarian in 
governance. It usually includes repressive 
control of social systems and a lack of or 

gradual loss of individual freedoms. Dys-
topian descriptions sometimes pivot on 
statements about how technology is “going 
too far” so the resulting behaviors are mili-
taristic in terms of the control exerted over 
the individuals and organizations in the 
dystopias. Do students – or for that mat-
ter, teachers, too – see technology in school 
in this way or with this potential outcome? 
Was the young user more astute in his 
observation of how schools are handling 
technology integration than those charged 
with leading that effort? Are some schools 
which espouse the integration of technol-
ogy really guilty of ‘steampunk’?  

Schools need to examine all policies 
and procedures to see where there are 

examples of “steampunk.” Which innova-
tions and technologies are being made to 

look old and to operate under old controls, 
contradicting the individual empowerment 
capability of these new tools?  Are students 
and teachers forced to wait for permission 
or access to perform tasks because of an or-
ganizational need to increase control over 
those tools and the users? Are things still 
done as they were when the technology 
first arrived? Are the structures and com-
mittees still structured as they were when 
computers resided only in a lab, and not in 
the classroom or in the hands of students 
and teachers 24/7? Is information being 
handled several times in many different 
formats in school because that is how it has 
always been done? Are people completing 
paper forms that another enters as data 
into an electronic document when, in fact, 
if given access, the user could directly input 
information into the electronic format lo-

cation? Are committees spending time try-
ing to determine how best to stop students 
from going to YouTube, Wikipedia, or Web 
2.0 sites during school hours instead of ex-
amining how students should be educated 
about using such sites? Is more time spent 
on control of technology than on use of tech-
nology? STEAMPUNK!

And what of the futuristic aspect of “ste-
ampunk” in which innovations are en-

visioned but impeded by the mental frame-
work of how things were done or used in 
the past?  The future will be built around 
computer-mediated communications and 
collaboration: Instant Messaging (IM), so-
cial bookmarking, blogs, wikis, VoIP (SKY-
PE, Google Wave), and synchronous meet-
ing tools (GotoMeeting, Webinars). These 
tools will evolve and eventually generate 
new communication paradigms. Users no 
longer talk of “color TV”; instead they say 
“TV.”  “Color” television is now the stan-
dard, and today’s college freshmen have 
only known color TV.  The term computer-
mediated communications will, in the not 
too distant future, simply become “commu-
nications”. 

School leaders should examine their 
technology integration planning with 

respect to the concept of “steampunk.” 
When examining schools’ technology 
plans, examine the expectations reflected 
and all decisions made about what tech-
nology is available to students and teach-
ers. Consider how technology is managed 
and how it is used. It is in the resulting 
insights that truly innovative technological 
integration begins for students and teach-
ers. Will educators in schools try to control 
the technologies and limit them and their 
use? Will focus be on the control and how 
to keep students and teachers from using 
these tools? Will the policies be couched 
in terms of behaviors and standards from 
a previous time? Will schools “steampunk” 
new applications—trying to make them 
look old and enforce a version of a dysto-
pian culture in a misguided effort to protect 
teachers and students? Is technology being 
“steampunked” in schools or is the future 
really being embraced? 

Dr. Price is Professor, Human Environ-
mental Science, The University of Alabama, 
Institute for Interactive Technology, and 
a Partner in emTech Consulting.  www.
emTech.net  bjprince@emTech.net 
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The Journal of Technology, Learning, and 
Assessment (Vol. 9; January, 2010) recently 
dedicated a special edition to the theme:  
Educational Outcomes and Research from 
1:1 Computer Settings.  Generally, the re-
sults of these programs have been mixed 
and empirical studies cannot be said to be 
definitive because a)not all 1:1 programs 
are implemented equally; and b)not all 1:1 
programs share the same goals or evaluative 
criteria.  Nevertheless, the JTLA has done a 
fine job of summarizing 4 major empirical 
studies and contextualizing a discussion of 
the themes that seem to emerge as we look 
at 1:1 initiatives in schools.

Let’s begin with a definition:  “… ‘1:1 com-
puting’ refers to the level at which access 
to technology is available to students 
and teachers; by definition, it says noth-
ing about actual educational practices” 
(Bebell and O’Dwyer, p. 6, 2010).  Bebell 
and O’Dwyer observe that the research on 
1:1 computing has focused primarily on 
achievement test scores.  Given the testing 
and accountability pressure in U.S. public 
schools this is not surprising.   They note, 
however, that some other studies have 
targeted other “student outcomes that 
are associated with success in school.... In 
particular, the degree of student engage-
ment in these 1:1 programs was exam-
ined in several of the studies” (Bebell and 
O’Dwyer, p. 10-11, 2010).  

Research
The Maine Learning and Technology Ini-
tiative [MLTI] is one of the highest pro-
file 1:1 efforts in the country. Launched 
in 2001 with a price tag totaling nearly 
$120 million, it has been closely traced by 
numerous researchers.  Weston and Bain 
summarize the empirical findings of a 
number of studies (p. 13, 2010):

• …for students, “overall performance 
on the 8th grade Maine Education 
Assessments (MEA) has not changed 
appreciably since the inception of the 
[MLTI]” 

• …less than 65% of MLTI teachers 
used their laptop for “creating and 
providing instruction” in which they 
“conduct research for lessons plans”, 
“develop instructional materials”, use 
“presentation software”, and provide 
“classroom instruction” 

• …less than 20% of the teachers 
strongly agreed that “having a laptop 
computer has helped me access more 
up-to-date info” 

• …less than 40% of the same teachers 
strongly agreed that they “can individ-
ualize curriculum to fit student needs 
with a laptop” (p. 11). 

Weston and Bain also review another high 
profile initiative, the Texas Technology Im-
mersion Pilot (TIP), a state-sponsored 1:1 
computing program in 22 schools, costing 
nearly $14.5 million (TEA, 2002). Schools 
in the pilot were part of a four-year evalu-
ation comparing immersion classrooms 
with control classrooms. Implementing 
a specially developed assessment instru-
ment—the Theoretical Framework for Tech-
nology Immersion—Shapley et al. (2006, 
2007, 2009) reported, 

• “Although the overall quality of 
schools’ implementation improved 
slightly in the fourth year, we esti-
mated that just a quarter of middle 
schools (6) achieved substantial im-
mersion levels, whereas the remaining 
schools (15) had minimal to partial im-
mersion levels” 

• “Students’ access to and use of lap-
tops for learning within and outside 
of school continued to fall well short 
of expectations in the fourth year” 

• “Evidence from classroom observa-
tions suggested that laptop comput-
ers and digital resources allowed 
students in Technology Immersion 
schools to experience somewhat more 
intellectually demanding work”

• “Across four evaluation years, there 

was no evidence 
linking Technology Immersion with 
student self-directed learning or their 
general satisfaction with schoolwork” 
(Shipley, 2009, as quoted in Weston 
and Bain, pp. 6-7, 2010). 

This edition of JTLA reviews other sig-
nificant 1:1 programs (recommended for 
reading is the quantitative study of the 
Berkshire, MASS Wireless Learning Ini-
tiative—BWLI—by Bebell and Kay), the 
tenor of results can be judged by the 2 mac-
ro-studies mentioned above.  Lukewarm 
results are not likely to justify the effort and 
cost of 1:1 computing and other high-tech 
initiatives.  What variables are impacting 
on success?

Weston and Bain (2010) surmise that “A 
more likely cause [of mixed results] is the 
autonomous, idiosyncratic, non-collabora-
tive, and non-differentiated teaching prac-
tices that largely remain uninformed by 
research about what it takes to significantly 
improve student learning and achievement” 
(p. 8).  Interestingly enough, even teach-
ers who wish to level the hierarchy of the 
traditional classroom find themselves me-
diating, perhaps impeding, the technology 
experiences of students.  Weston and Bain 
surmise that 1:1 laptop initiatives have gone 
further that most other efforts at school re-
form because they have penetrated every 
academic discipline and process of school 
operation, but that they ultimately do not 
have the impact on achievement scores 
because of—round up the usual suspects—
low levels of commitment across the com-
munity, inadequate training and ineffective 
leadership.  Their answer to the “techno-
critics” is that no reform works without a 
proper alignment of those factors.

Leadership
The leadership challenge is clear.  Adminis-
trators must staff, train, and create consen-
sus in the community—and not just in the 
community of professional educators—for 
the 1:1 initiative to be successful.  
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“Respondents at higher implementing 
schools reported that committed lead-
ers, thorough planning, teacher buy-in, 
preliminary professional development 
for teachers, and a commitment to the 
transformation of student learning were 
keys to their successful implementation 
of Technology Immersion” (Shapley et 
al., p. 46, 2010).

The research is nearly definitive on this 
point.  Whether higher achievement test 
scores or greater community engagement is 
the school priority (and most likely, both 
are critical objectives), the Chief Adminis-
trative Officer (CAO) of the school must 
seek a Board consensus and then take the 
message to the community.  

• “[I]nformed and consistent admin-
istrative policy … helped create the 
conditions necessary for the matura-
tion of these experiments with ubiq-
uitous computing” (Drayton et al, p. 
44, after studying 14 upper elementary 
classrooms/schools equipped with 1:1 
technologies).

• Bebell and Kay found that the lack 
of leadership support for the pilot 1:1 
program led to weakened implementa-
tion… They noted that in the school 
“without any clear leadership concern-
ing the management and oversight of 
the pilot program… teacher and stu-
dent technology use was regularly low-
est in the student and teacher surveys” 
(Bebell & Kay, p. 50, 2010).

The CAO must ensure that teachers and 
staff diffuse a coherent, unified vision of 
the role of technology in the school.  Be-
bell and Kay (2010) concluded that it is 
“impossible to overstate the power of in-
dividual teachers in the success or failure 
of 1:1 computing” (p. 47).   Teachers are 
mediators, and the mediator may become 
a gatekeeper: “teachers nearly always con-
trol how and when students access and use 
technology during the school day” (Ibid.).  

Professional Development
The evidence indicates overwhelmingly 
that teacher preparation—professional 
development—is the key to the successful 
implementation of the 1:1 computing pro-
gram (Bebell and O’Dwyer, 2010).  For a 
school in the international school setting, it 
appears obvious that staff recruitment and 
selection may also be critical factors in the 
development of a “mindset” for adequate 

implementation (of almost any reform or 
innovation imaginable).  

As mentioned above, improved student 
learning is the usual measure of success; 
however, community engagement in all 
levels and sectors of school shareholders is 
also a significant criterion, particularly in 
an environment that may be characterized 
as transitional.  CAO’s might well seek to 
establish levels of community expectation 
and satisfaction with the technology pro-
gram through surveys, benchmarking and 
other strategies available.

Bebell and O’Dwyer note that in spite of 
the variety of program designs and imple-
mentations of 1:1 computing programs, 
“… participation in the 1:1 programs de-
scribed was associated with increased 
student and teacher technology use, in-
creased student engagement and interest 
level, and modest increases in student 
achievement” (2010, pp. 11-12).

Vision
Weston and Bain (2010) observe that 
“cognitive tools help members to teach, 
learn, create, communicate, and deliver 
feedback. In schools with cognitive tools, 
teaching, learning, and technology are 
more than blurred. They are integrated, 
and they are inseparable” (p. 13).  They cite 
examples of the successful integration of 
technology in other disciplines:

When technology enables, empow-
ers, and accelerates a profession’s core 
transactions, the distinctions between 
computers and professional practice 
evaporate. For instance, when a surgeon 
uses an arthroscope to trim a cartilage… 
[when] a structural engineer uses com-
puter-assisted design software to simu-
late the stresses on a bridge… [and when] 
a sales manager uses customer-relations-
management software to predict future 
inventory needs… they do not think 
about technology. Each one thinks about 
her or his professional transaction (p. 10).

Teachers and administrators have not yet 
reconceptualized their core transactions 
with respect to the instructional paradigm.  
They are embedded in traditional thinking 
and have applied a veneer of electronic gad-
gets to the old dog-and-pony show.  

One wonders if more savvy students don’t 
find this risible.

No equivalents of these technologically 
enabled transactions—surgery, designing, 
or forecasting—exist within the prevailing 
educational paradigm or 1:1 computing 
models. What does exist are replacements: 
books replaced by web pages, paper report 
cards with student information systems, 
chalkboards with interactive whiteboards, 
and filing cabinets with electronic data-
bases. None of these equivalents addresses 
the core activity of teaching and learning. 
Each merely automates the practices of 
the prevailing paradigm (a) non-differen-
tiated large-group instruction, (b) access 
to information in classrooms, (c) non-en-
gagement of parents, and (d) summative 
assessment of performance” (Weston and 
Bain, p. 10).

Laptop technology is one of the least radi-
cal of an entire new range of cognitive tools.  
More tools of this sort developed every day 
and if we mire our schools in frozen objec-
tives, we will not advance nor will we con-
tinue to successfully engage learners.  The 
1:1 computing initiative can be a spring-
board to a school model sensitive to the de-
mands of society and its constantly evolv-
ing needs.  But it should never be seen as 
an end-state that suggests final triumph or 
encourages a pause for self-congratulation.  
Weston and Bain suggest rules for the suc-
cessful implementation of cognitive tools 
in the school environment.  They are of-
fered here in abbreviated form.  Readers are 
encouraged to consult the original article.

1. All elements of the community agree 
on a simple set of rules defining what 
they believe about teaching and learn-
ing.

2. The school community “deliberately 
and systematically” embeds its core 
values in the daily actions and process-
es of the school.

3. Each member of the community be-
comes an active agent in the creation 
and evolution of school design.

4. The embedded design of the school 
generates feedback from all school 
sectors.

5. “The interplay of rules, design, col-
laboration, and feedback” (p. 13) yield 
a conceptual framework for practice 
known to all members of the commu-
nity.

6. Guided by this schema, the 

Continued, page 12 
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can reach the digital natives in their class-
rooms by implementing a different and 
better kind of pedagogy: partnering. His 
books will be available for purchase, and he 
will conduct a book signing.

Special Four-Part Leadership 
Strand
Take full advantage 
of sessions designed 
and presented by 
John Littleford. 
These will give you 
opportunities to ex-
tend and improve 
your leadership 
skills.

John Littleford, a 
senior partner of 
Littleford & As-
sociates in Baton 
Rouge, Louisiana, 
is a full-time consultant to independent 
and international schools, public school 
districts, and non-profits, including cultural 
and community organizations and founda-
tions, corporations and privately owned 
companies. He served as a school head for 
18 years, a teacher for 25 years, and has 
also  served as board member and chair in 
schools and non-profit agencies. John has 
written and spoken extensively worldwide 
on school leadership, governance, strategic 
planning, faculty evaluation and compensa-

tion, financial management practices, fund-
raising, and on managing change and deal-
ing with school climate issues. 

Concurrent Conference         
Sessions & Exhibits
Over the course of the confer-
ence you will have opportuni-
ties to choose from more than 
50 unique sessions.  Each ses-
sion has been designed to help 
and inspire international school 
leaders who are seeking new 
ideas, and strategies for leading 
their institutions to higher levels 
of effectiveness. 

An important part of the AAIE 
conference is the exhibitor of-
ferings of valuable resources and 
services specific to meeting the 

diverse needs of our in-
ternational schools.  Be 
sure to schedule time to 
visit our exhibitors and to attend 
Exhibitors’ Reception which they 

sponsor.  More information about the an-
nual conference schedule and featured 
speakers can be found at www.aaie.org. 

AAIE Awards & Recognition 
Session
Celebration renews our spirits and nurtures 
our sense of community.  For this reason, 
our annual conference dedicates a general 
session to recognizing the achievements of 
AAIE global family. The Ernest Mannino 
Superintendent of the Year Distinguished Lec-

ture, offered at this session, is a highlight 
of the annual conference that is not to be 
missed!  

Sunday Solutions
AAIE’s Sunday Solutions provides a time 

for exploring a specific topic 
in depth.  On Sunday morn-
ing of the conference Dr. Bar-
rie Jo Price will facilitate a 
panel discussion on innovative 
school technology programs. 
The panel will share the pluses 
and minuses of their respec-
tive experiences.  Come and 
participate in this discus-

sion—and be eligible to participate in a 
drawing for an Apple iPad!

Mark your Calendars for AAIE’s 
45th Annual Conference!
Come to San Francisco, February 10-13, 
2011. Renew your spirit and enjoy the 
support and camaraderie of a global pro-
fessional community while taking advan-
tage of opportunities to extend your own 
learning and share knowledge, skills, and 
insights with colleagues.  We look forward 
to seeing you there! 

community insists on the “systematic 
and ubiquitous use of technology, as 
opposed to idiosyncratic and sporadic 
use” (p. 13) as described in so much of 
the research.  (Weston and Bain, pp. 
12-13, 2010).

The leadership task is to promote receptiv-
ity in a community of learners so that ex-
isting and newly developed cognitive tools 
may be employed in meaningful ways.

Dr. Ketterer is Associate Professor of Educa-
tional Resources and Executive Director of 
the International Endowment Foundation, 
Jacksonville State University, Alabama. 
jkettere@jsu.edu

References
Bebell, D. & O’Dwyer, L.M. (2010). Educational 
Outcomes and Research from 1:1 Computing Set-
tings. Journal of Technology, Learning, and Assessment, 
9(1).

Bebell, D. & Kay, R. (2010). One to One Comput-
ing: A Summary of the Quantitative Results from 
the Berkshire Wireless Learning Initiative. Journal of 
Technology, Learning, and Assessment, 9(2).

Drayton, B., Falk, J.K., Stroud, R., Hobbs, K., & 
Hammerman, J. (2010). After Installation: Ubiquitous 
Computing and High School Science in Three Expe-
rienced, High-Technology Schools. Journal of Technol-
ogy, Learning, and Assessment, 9(3).

Shapley, K.S., Sheehan, D., Maloney, C., & Carani-
kas-Walker, F. (2010). Evaluating the Implementation 
Fidelity of Technology Immersion and its Relation-
ship with Student Achievement. Journal of Technology, 
Learning, and Assessment, 9(4).

Shapley, K., Sheehan, D., Sturges, K., Caranikas-
Walker, F., Huntsberger, B., & Maloney, C. (2009). 
Evaluation of the Texas Technology Immersion Pi-
lot: Final outcomes for a four-year study (2004–05 to 
2007–08). Austin, TX: Texas Center for Educational 
Research.

Suhr, K.A., Hernandez, D.A., Grimes, D., & 
Warschauer, M. (2010). Laptops and Fourth-Grade 
Literacy: Assisting the Jump over the Fourth-Grade 
Slump. Journal of Technology, Learning, and Assessment, 
9(5).

Texas Education Agency. (2002). Update to the long-
range plan for technology, 1996–2010: A report to the 
78th Texas legislature. Austin, TX: TEA.

Weston, M.E. & Bain, A. (2010). The End of Techno-
Critique: The Naked Truth about 1:1 Laptop Initia-
tives and Educational Change. Journal of Technology, 
Learning, and Assessment, 9(6).

RESEARCH IS THE KEY, 
continued from page 11 

SAN FRANCISCO, 
continued from page 1 

Featured conference 
speaker John Littleford.

Donald G. Knezek, CAE, PH.D, Chief Executive Of-
ficer of the International Society for Technology in 
Education (www.iste.org), is a keynote speaker.



 intered  www.aaie.org 13

.

21st Century Schools and Technology
EDITOR'S INTRODUCTION:Fall 2010 Theme

My dad and I purchased my 
first car when I was 14 years 
old.  It was a 1963 Dodge 
Dart with a slant-6 engine 

and a torque flight, push-button transmis-
sion.  It had been badly damaged in a front 
end collision, and we had to replace and 
repair the grille, bumper, and right front 
end, as well as do extensive engine repair.  
It wasn’t the souped-up car that I wanted, 
but it was a set of wheels.  Dad managed 
to stretch the finished repair of that vehicle 
to my 16th birthday because we frequently 
broke off the project to paint cars and com-
plete other projects.  My apprenticeship was 
the price of my greatly anticipated freedom; 
yet, I learned a great deal during those years 
about mechanical things—motors, genera-
tors, wheels, and welders—that have been 
useful to me over the course of my career.

Nothing I learned as a youth prepared me 
for the Information Age, the “revolution” of 
technology, or the massive shift in commu-
nications paradigms that we are experienc-
ing today.  Although I teach online, I cannot 
“lift the hood” of my computer and fix it.  
For that we have a department that we call 
“IT” (an appropriate title for a horror mov-
ie, like “The Thing” or “The Blob”) staffed 
by some very savvy, young technicians. 
Thankfully, only a few of them approximate 
the Saturday Night Live “Computer Guy” 
(Nick Burns, as played by Jimmy Fallon). 
IT is coming for you.

There are fireside stories told by Boy 
Scouts that exploit the unnerving 

quality of the innocuous when framed as 
a physical and threatening immanence.  
IT is in your basement.  IT is coming up 
the stairs.  I can hear IT right outside your 
door!  I remember the relieved laughter 

when the approaching thing turns out to be 
Elmer Fudd, or someone like that. 

But I’m not laughing about Informa-
tion Technology.  I am truly concerned 

about technology and it is not the expense 
that concerns me.  Financing technology 
is a second stage practical matter.  Quite 
frankly, money should never be a concern 
when we discuss strategic objectives in in-
ternational schools because if parents want 
something they will get it with or without 
your support.  Only observe that most stu-
dents in international schools have better 
technology in their pockets and in their 
homes than you have at school!  

My first concern is that we have imple-
mented a viral tool in the curriculum with-
out knowing (or attempting to project) its 
end-state.  Information Technology is viral 
in the sense that, not only has it become an 
object of instruction, but it has penetrated 
and reshaped other disciplines.  It contin-
ues to morph, and as it does, it will redirect 
and restructure human discourse and hu-
man relationships.  I am forced to conclude 
that the stakes are much higher.  Informa-
tion Technology will most likely redefine 
many abstract concepts (freedom, privacy, 
and literacy, to name a few) and also re-
structure power relationships.  The track 
record of human history does not lead one 
to be very optimistic about the outcomes of 
that process.

My second concern is that this “tool” will 
complete the process begun by television:  a 
“rewiring” of neural pathways and a restruc-
turing of the brain.  Of course, we all agree 
that some people need rewiring!  I surmise 
that 21st century technology is actually just 
the logical extension of television, its ear-
lier etiological stage [N.B., Brain Research 

will be the Fall, 2010 theme in InterED].  
My grandmother once warned me against 
watching too much television.  “How will 
it hurt me?” I replied innocently.  “I don’t 
know,” she said, “but then, it’s never the 
devil you know.”

I am certain that the eventual incorpora-
tion of technology in every aspect of school 
operation is as inevitable as my 16th birth-
day and the freedom that I experienced as 
I sped away from servitude and down the 
road with a full tank of gas (less the $5) and 
a heart full of hope.  As educators, we must 
confront the future with youthful hope and 
intellectual energy.  We must exploit pow-
erful technologies for identified and con-
sensual objectives in order to create a future 
that might grow organically from tradition, 
preserving the best while abandoning atro-
phied and meaningless practices.  We will 
create new meanings with new tools.

We need to share information.  We need 
data.  Best practice and safe practice are ad-
junct and inseparable concepts.

In this issue, we review cutting edge ideas 
and practices from an outstanding group 

of contributors.  It has not been possible 
to cover the full range of topics of interest, 
and we will no doubt return to this theme 
many times in coming years.  Readers are 
encouraged to share ideas through AAIE 
and become collaborative problem solvers.  
The wave of technology is not a surge; it 
is the new status quo.  IT is not coming for 
you; it is here.

Dr. Ketterer is InterED's new editor. He is 
Associate Professor of Educational Resources 
and Executive Director of the International 
Endowment Foundation, Jacksonville State 
University, Alabama. jkettere@jsu.edu

Technology—The Devil You Didn’t Know

The upcoming theme for the Spring 2011 InterED  is

Leadership,  Gender,  and Diversity
Submit your writings,  musings,  and experiences to Jay Ketterer, jkettere@jsu.edu
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An Interview with Marc Prensky

Q1. I think just about everyone is famil-
iar with your ubiquitous analogy “digi-

tal natives/digital immigrants.” What are 
the practical implications of this concept with 
respect to the corps of teachers and the popula-
tions of students they serve?

MP:  For me, the biggest implication of the 
“digital natives/digital immigrants” meta-
phor for teaching and learning is that we 
can often facilitate learning by dividing up 
the work so that each of those groups does 
what it is (or should be) best at, with each 
group learning from the other in the pro-
cess.  It generally helps, for example, if digi-
tal native students focus on using whatever 
technology is available (if they don’t know 
how they can learn easily from their peers), 
finding content, and creating output in 
multiple media. Digital immigrant teachers 
then can focus on what they can do unique-
ly well in the educational process, i.e., ask-
ing the right questions, assuring quality and 
rigor in the students’ work, and providing 
context.  

An important corollary is that teachers 
should never use any technology—whether 
computers, electronic whiteboards, the In-
ternet, blogs, or anything else—FOR the 
students.  The reason is that the students are 
anxious to use the technology themselves, 
and that is what they should be learning 
to do. In fact, teachers don’t have to learn to 
create with any technology at all (unless they 
want to.)  Teachers need know only what 
the different technologies are capable of in 
order to make suggestions and recommen-
dations to the students. They then do their 
job best by staying out of the students’ way 
as the students use the technology to learn, 
while providing feedback and guidance to 

the students as to the quality and context 
of their work.

Q2. In an article for Edutopia you re-
marked, “It is a measure of the malaise 

of our educational system that these old folk—
smart and experienced as they may be—think 
they can, by themselves and without the input 
of the people they’re trying to teach, design the 
future of education” (“The 21st century learner,” 
online at http://www.edutopia.org/ikid-digi-
tal-learner-technology-2008).  Could you tell 
us / clarify how students can be active partici-
pants in the design of their educational experi-
ences?

MP:  The fact that you even have to ask the 
question “how can students can be active 
participants in the design of their educa-
tional experiences?”—i.e. that the answer 
isn’t immediately obvious to (and practiced 
by) everyone—is painful to me.

This is, sadly, similar to our having excluded 
women for so long from our decision pro-
cesses. Only 100 years ago one might well 
have heard the following question, un-
thinkable today: “Could you tell us / clar-
ify how women can be active participants 
in the design of educational experiences?”  
For a very long time we thought it OK to 
exclude half the world along gender lines.  
Today, while we no longer tolerate that in 
our society, we are still willing to exclude 
half the world on age grounds (50 percent 
of the world’s population is under the age of 
25).  Both are forms of discrimination and 
both are equally unacceptable. This is par-
ticularly true when the group being exclud-
ed from the decision making process—i.e. 
the young people—is the one our designs 
are ostensibly meant to help.  As a result 

most of our educational experiences—and 
our educational system in general—are de-
signed for the needs not of young people, 
but of adults.

That said (and very much meant), I will 
answer your question.  The way to make 
students active participants in the educa-
tion process is to treat them as equals—
both as human beings and as participants 
in the process—and to therefore solicit 
their opinion on everything related to how 
they learn.  As a society, we are terrible at 
listening to and respecting young people.  
Prisoners in jail are often listened to more 
carefully about their grievances, and often 
have more rights, than do the students in 
our schools. (For examples, see the eye-
opening documentary The War On Kids, by 
Cevin Solig.). We should include young 
people—students—on all our committees, 
boards of education and governance insti-
tutions giving them an equal vote. I have 
met many 10-year-olds who are quite ca-
pable of contributing usefully in such situa-
tions—surely our older kids are. 

I understand there are many who find it 
difficult to get their minds around this way 
of looking at students as equal participants 
in all educational planning, but it is incred-
ibly important if we want to improve the 
system for those it is designed to help. So 
let me be even more precise in my recom-
mendations.  When any major policy re-
garding students and their education (such 
as a behavioral policy, an academic policy, 
a technology policy, or even policies relat-
ing to employment of teachers), is to be de-
cided in a school or a school district, to do 
things right (or even acceptably) the person 
in charge of making the decision should 
call a large meeting for all concerned, put-
ting representatives of all groups (teachers, 
administrators, technologists, parents, and 
students) on the stage to represent points of 
view. This group should hash out, as a com-
munity, through discussion by all parties, 
the best answer for all involved.  Making 
educational policy any other way is both 
disrespectful to the parties concerned and 

From the Editor: "Mr. Prensky, thank you for agreeing to answer some questions 
about your work, your ideas on the socio-cultural impact of emerging technolo-
gies, and the implications these have for educational practice. I apologize in 
advance for the length of some of these questions, but we decided not to reduce 
complex questions to sound bites. Please respond as you deem appropriate.  We 
look forward to your keynote speech in San Francisco in February 2011."



.

 intered  www.aaie.org 15

.

TECHNOLOGYand

is unlikely to produce the best results.

Q3. You have pioneered digital games in 
many curricular areas and placed them 

at the center of your own vision of “engage-
ment.’  You have even used the phrase “student-
designed engagement.”  What are the salient 
features of engagement in schools of the future?  
What will be the role of teachers?

MP:  To me, “full engagement” means each 
student doing, at all times, something he or 
she is truly and fully interested in.  Other 
than through students’ desire to reach spe-
cific goals (which is fine if those goals are 
theirs and not, say, their parents’), the only 
way to achieve this is to have students fol-
low their own personal, individual passions, 
and to have teachers guide students to use 
those passions as a gateway to every subject, 
and to increasing mastery of their field of 
interest.

The student whose passion is sports, or mu-
sic, or people, or the environment, or dance, 
or anything else needs to be shown not just 
that each subject “relates” to their passion 
(the current buzzword, “relevant,” is, in my 
view, useless) but rather that the subject can 
do something real for each student, increas-
ing and strengthening their knowledge and 
skills related to the passion they already 
have.

It is one of the teacher’s important roles to 

act as a connector between their students’ 
separate, individual passions and the sub-
ject being taught.  Before they can do this, 
of course, teachers must ask the students 
what their passions are, which surpris-
ingly enough, rarely happens.  Once they 
do know, the job of the teacher is then 
to be a partner, guide and coach for each 
student on the student’s way not just to 
subject mastery, but to mastery in service of 
their own passion. A teacher can do this by 
knowing the individual passions of the stu-
dents, asking the right questions, assuring 
and maintaining quality and rigor in stu-
dent work, and ensuring that everything a 
student does is in the proper context.

This does not preclude teachers from ex-
posing students to new ideas that poten-
tially arouse new interests (and eventually 
passions) in the students—that is an im-
portant part of education as well.  But if 
teachers don’t know, and don’t start with 
who their students already are, that will 
happen much less frequently than if they 
do.

Q4. What digital games exist today (and 
we don’t mind you citing your own work 

as well as that of your competitors) that should 
be implemented into existing curricula?

MP:  Although there do exist some reason-
ably good educational games, asked the way 
you do (i.e. “should be implemented into 
existing curricula”) it is a difficult question 
for me to answer. There are numerous rea-
sons for this.

First, hardly any truly worthwhile games 
have been conceived with the curriculum 
in mind.  Second, most of the curricular 
games that do exist have been designed 
to “review and reinforce” rather than be 
primary teachers. Third, the vast major-
ity of today’s educational games were not 
designed by commercial game developers 
but by some combination of educators and 
others, (hence the name “serious games”), 
and their quality, in terms of gameplay 
and engagement is not as high as it could 

be.  Fourth, because a game ceases being a 
game the moment one is required to play it, 
I would not want any game “implemented 
into the curriculum” except as one suggest-
ed methodology for learning that material 
for those so inclined.  And finally, for any 
game that was suggested, schools, classes 
and teachers would vary widely regarding 
the game’s implementation, almost certain-
ly affecting its power to teach. 

For those reasons I have decided against 
naming and recommending any specific 
games.  Will Wright, perhaps our most 
creative game designer,  has suggested that 
building a “great game” is hard enough in 
general, and that building one around a 
specific subject is so hard it may not be even 
be worth it to try. I agree that it’s a very 
hard challenge, one that—given my crite-
ria—has not so far been unequivocally met. 
But I still think we should keep working on 
it.  Many more recent “educational” games, 
it is interesting to note, treat subjects such 
as financial literacy, self-worth, bullying, 
depression, and others—subjects that fall 
outside the curriculum, but are considered 
educationally important.

Q5. At the EDUCAUSE Learning Ini-
tiative in San Diego, CA ( January 30, 

2006; online at http://net.educause.edu/ir/
library/pdf/ELI0606.pdf ) you stated that by 
the year 2040 technology will be one billion 
times more powerful than it is today.  You even 
presented a time line chart showing that we 
have already passed the singularity!  What do 
you mean by “the singularity” and do you agree 
with Ray Kurzweil ’s projections with regard 
to this topic?  Do you share his optimism?....
his utopianism?  In what ways do you differ?  

MP:  The estimate of technology becoming 
a billion times more powerful in our stu-
dents’ lifetimes (i.e. within 30 years) is still 
a good one.  It is arrived at by assuming 
the combined power of technology roughly 
doubles every year (because of Moore’s 
law and what will replace it, larger storage, 
wider “pipes,” etc.). Most see no reason to 

Prensky Interview, cont'd page 16 

Marc Prensky, author and creator of over 
50 software learning games, is a keynote 
speaker for the upcoming AAIE Confer-
ence in San Francisco, February 2011.
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assume this rate of growth will slow down 
in that period.  If that assumption is true, 
we can take two to the 30th power, which is 
over a billion.  In fact, if we assume that our 
students will still be working in 2050, the 
figure becomes 240, i.e. over a trillion times 
more powerful.

I used the word “singularity” in my chart in 
a way that is different from the way Kurz-
weil and his followers now use the term.  I 
meant that the arrival of digital technology 
was a very important, once-in-a-lifetime 
very broad change in how we do things—
with profound implications for life, teach-
ing, and other activities—from which there 
was no going back.  The Kurzweil people 
now use the term “singularity” to mean, 
specifically, the moment when we will have 
created non-human brains that work think 
communicate and create like ours.  I do 
share their view that this will eventually 
happen, but precisely when it will happen 
is not at all clear, even to them. It may be 
100 years off, and it may come a lot sooner 
than that.

I share much of Kurzweil’s enthusiasm and 
optimism about “his” singularity, although 
I do not share, perhaps, all of his utopia-
nism.  I do not see humans, or “wetware,” 
(as some call the brain) as the only source 
of intelligence—I think the humans of to-
day are a stage in an evolutionary process. 
(I don’t see the same “magic” in people, for 
example, that Jaron Lanier does.).  And I 
do believe and accept that with progress 
and evolution there may be potential nega-
tive consequences for some people—and 
even for many people—which has always 
been the case.  But I see no way to stop the 
progress, so I believe we should work hard 
to make the future as good and positive a 
one as possible.

Q6. Alfred North Whitehead said, ““We 
are the first generation in human his-

tory where the wisdom of our fathers will be 
of less practical value to our livelihoods than 
the knowledge produced during our lifetimes” 
(Science and the Modern World; Free Press, 
1967.)  Do you agree with this?  Is cultural 
heritage at bottom simply the passing on of cul-

turally determined myths, comfortable truths 
and folkways?

MP:  I don’t agree entirely with Whitehead. 
The key word in his statement is “practi-
cal,” but I would think and hope that the 
wisdom of Socrates, or Shakespeare, or Pi-
casso will be of some practical use to us in 
coming generations. I hope what continues 
to be important to people who care about 
culture is the combination of things that 
have mattered in the past and new things.  

One useful way of combining old and new 
(at least in education) is to think in terms 
of verbs and nouns.  The verbs—or skills—
that have traditionally been important to 
learn and preserve (such as communicating, 
inventing, thinking critically, presenting 
logically, decision making, problem solving, 
persuading, etc.,—there are scores of oth-
ers) will likely always remain the important 
ones to society.  But the nouns—or tools—
that we use to learn, practice, and perform 
these skills change, and, in the future, will 
be changing more and more rapidly and 
often.  So, for example, “communicating” 
remains key, but over time handwriting 
changes to typing, which changes to email, 
which changes to texting, and twitter, and 
whatever comes next. “Observing” and 
“commenting” remain important, but books 
and articles change to TV shows and blogs 
and so on. “Storing and retrieving informa-
tion” remains important, but reading and 
writing text may be replaced (for many) by 
recording and watching video.  

While the preferred “nouns” or tools will 
change rapidly with new technologies, the 
“verbs,” or skills, which embody much of 
the wisdom of our fathers, will likely be 
of service for a quite awhile, even as our 
knowledge grows exponentially.  There will 
also be some new verbs or skills, such as 
programming and information filtering.

Q7. Must all teachers abandon traditional 
approaches? Are there transitional stages 

(between the years 2010 and 2040, for in-
stance) during which we should attempt to 
preserve custom as well as introduce change?

MP:  “We should,” as Deborah Needleman 
says “show reverence for the past, but not 

live in it.”  Unfortunately, much of what you 
quaintly refer to as “custom” in education 
consists of things that no longer work (ex-
cept, possibly, for a small percentage of stu-
dents in very specific situations) and, even 
when they do work, lead to less than op-
timal learning.  Those outdated “customs” 
should therefore be curtsied to as useful ar-
tifacts of the past, and abandoned with all 
possible speed.  

Foremost among these is the “custom” of 
lecturing, or “telling.”  The less teachers 
talk “at” the students in their classrooms, 
and the more they substitute more effective 
methodologies, such as posing good guid-
ing questions, partnering, discussions, etc., 
the more learning that will take place.  

In my latest book, Teaching Digital Na-
tives—Partnering for Real Learning I pro-
vide a rubric so teachers can see where they 
currently are on the path from all telling to 
all partnering, and find a way, encouraged 
by their supervisors, to move to being part-
ners with their students.  While there will 
certainly be a transitional stage while this 
movement takes place, it is not because we 
are trying to “preserve custom,” in any way 
shape or form; it is rather because we are 
unable, as people, to change fast enough. 

There are, of course, some teachers, and 
even some students, who report “liking” or 
even “preferring” the “traditional” methods 
of the past, such as lecturing and taking 
notes.  These are typically people who have 
learned this system well, are comfortable 
with it, know that it will lead to some goals 
they have (high grades, college admissions, 
for example) and therefore see no need to 
change it.  

But even with its “success” in those cases, I 
do see a need—and an important need—
to change it, because it teaches the wrong 
things.  Students like it not because it helps 
them think and solve problems in new 
ways, but because it is easy. No student 
should find learning “easy.” Those that do 
are not sufficiently challenged. We should 
always be challenging all our students—
particularly our top ones—with problems 
and methods that make them struggle to 
achieve satisfying ends—just as they are 

PRENSKY INTERVIEW, 
continued from page 15 
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challenged by their best videogames.

Q8.  What changes must be made in teacher 
training in the next 10 years if schools are 

not to become, as Seymour Papert has actually 
predicted, “incapable of reform” and “obsolete?”

MP:  The solution, I am increasingly con-
vinced, lies with individual teachers, and 
less with the administrative system, or even 
charter schools. The reason, despite the ob-
vious problems many of our teachers have 
with change, is scale.  

There is no other option than the class-
room—at least for now— that comes even 
close to being able to reach all our 55 mil-
lion students.  

So teacher training is crucial, but it is not 
the training that is typically offered or asked 
for. Teachers need to be trained in a new 
pedagogy. They need to learn to do their job 
through partnering, and not through lec-
turing and telling.  They need to be trained 
not to give their students answers, but to 
teach students to find good answers and 
solutions by themselves. They need to be 
trained to be the coach and guide, rather 
than the “ruler” of the students.

Currently, a big lesson that many teachers 
learn (whether in training or on the job) is 
that if they “control their class” and “cover” 
the curriculum—typically by having every 
word of the curriculum come out of their 
mouth at some point—they have success-
fully done their job.  That lesson is what 
has to change. Given the burden of having 
to continually increase test scores, teachers 
have to learn to prepare their students for 
those tests more effectively.  Teacher prepa-
ration has to help teachers learn to reach 
and help all students individually. 

The need for advanced “subject area cre-
dentials” has been greatly over-exaggerated 
at a time when so many programs exist 
online to explain and teach anything that 
a student is having trouble with, or that a 
teacher doesn’t know.  The training teach-
ers really need is summed up in a comment 
from an excellent and experienced teacher. 
She said “I used to teach my subject.  Now 
I teach my students.”

Q9. Are schools obsolete in terms of their 
curriculum design (or in other aspects)?  

What steps would you recommend that schools 
take immediately to prepare for the “new stu-
dent” that is now arriving at our doorsteps?

MP:  Many things about our schools 
are obsolete—I was recently in several 
100-year-old school buildings in New York 
City—but we need to focus on what mat-
ters, and in order of priority.  

Certainly our curriculum is obsolete, in 
almost every respect.  This is probably less 
true for the top 10-15 percent, who still 
have a curriculum that more or less pre-
pares them for the life—i.e. the colleges, 
graduate schools, professions—that they 
will enter.  For the remaining 70-90 percent 
of our students, however, we currently have 
very little idea of what is important to teach 
them.  Reforming our curricula should have 
the highest priority after changing our 
pedagogy. I think we need to rethink our 
curricula based on a subject-independent 
problem-solving methodology, and am 
writing a book about that.

As for our physical schools, some things we 
already have, such as playing fields, rehears-
al and performance spaces, large meeting 
halls, and laboratories are still very useful. 
What is obsolete in our schools, I think, 
is the classrooms. The idea of herding 20-
40 kids into a room, and having that room 
be the primary space for almost all their 
learning no longer makes sense at a time 
where students learn both individually and 
in groups of all sizes, in a variety of venues.  
Flexible and easy reconfiguration of inter-
nal spaces should be the major goal of all 
new school design and school renovation. 

Technology should be introduced and used 
in our schools as quickly as possible, but 
most useful steps to prepare for our new 
students do not, curiously enough, involve 
technology—they involve, instead, pedago-
gy.  Here are three steps, for example, that 
I recommend all schools and teachers take 
immediately (others are listed in my recent 
book): 

1. Find out (by asking) what all their stu-
dents individual passions are, so they 

can know the students as individu-
als and individualize learning around 
those passions,

2. Move from a “lecturing and telling” 
pedagogy to a “partnering and doing” 
pedagogy, and within that pedagogy,

3. Strive to make all learning and lessons 
REAL (i.e. about things the students 
experience and can affect in their ac-
tual lives) rather than just “relevant” or 
“authentic.”

Technology in schools is only effective if it 
supports a partnering pedagogy.  Thus the 
switch to partnering by teachers is more 
important for the “new” students’ educa-
tion, and should come first.

Q10. What brain research can you cite that 
might demonstrate that technology and 

electronic media are having an evolutionary 
impact on the brains of students?

MP:  This is an important point. Today, all 
we can say for sure is that brains change 
during a person’s lifetime, due to the ex-
periences they have.   There is as yet NO 
evidence of evolutionary impact, but only 
surmise and suspicion.  

Unfortunately, in the race to get attention, 
scientists’ (and journalists’) speculation and 
discussion often exceeds the conclusions 
that the actual experiments and data sup-
port.

While “neuroplasticity,” all through an in-
dividual’s lifetime, is generally accepted sci-
ence,  the tools available today to study the 
brain (such as fMRI and EEG)  are still 
quite primitive and unsophisticated, and  it 
is difficult to draw definitive conclusions 
from the data they produce. There are, for 
example, conflicting opinions among scien-
tists of how brains change, how they store 
information, and how they learn. 

For media to have had an “evolutionary im-
pact,” would mean that changes in the brain 
due to media were passed down from gen-
eration to generation, i.e. encoded into our 
genes.  This we cannot conclude, at least not 
yet.  For one thing, we are still mostly on 
digital generation one, so there has been no 

Prensky Interview, cont'd page 18
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opportunity to inherit and measure inheri-
tance (except perhaps relative to TV.)  The 
so-called “Lamarckian” idea that changes 
can be inherited in one generation is still 
a matter of great scientific debate, although 
perhaps less discredited today than in the 
past.  Even as a second digital generation 
arises, it may be difficult to draw conclu-
sions, first because young brains are still de-
veloping, and secondly because there may 
be of a lack of baseline comparative data.  

Q11. In 1954 (!), Malcolm Cowley wrote, 
“A final possibility must be considered, 

that printed literature, in the future, will be 
written for and read only by scholars.  For the 
public at large, it might give way to picture 
books, or to spoken and tape-recorded stories, 
or else to dramas and serials composed for tele-
vision or the new medium that will come af-
ter that.  Whatever the new forms will be…I 
know they are needed if the new age is to be-
come fully conscious of its own spirit” (The Lit-
erary Situation; Quoted by Richard Keller Si-
mon in Trash Culture,  UC Press, 1999).  My 
question:  is print literacy going to be obsolete 
in the near future?  Should we anticipate 
new standards for students whom we would 
characterize as literate, well-educated, and 
prepared for fruitful careers?

MP:  Although it is not generally acknowl-
edged, I believe print literacy has already 
become obsolete for large groups within 
American (and other developed nations’) 
societies. 

Outside of the people who use print litera-
cy in their work and daily lives (I would use 
the term “intellectual classes” rather than 
“scholars”), reading and writing have large-
ly disappeared.  Today, much of the Ameri-
can population neither reads not writes in 
their daily lives (even though many can) 
except in the most trivial of ways, such as 
writing shopping lists. Almost all informa-
tion, entertainment and communication for 
these people come from other media, such 
as television, cable, the non-text Internet 
such as You Tube, telephone, etc.  

What I find hopeful regarding such people 
is that we now have the technological means 

to make the lack of ability (or predilection) 
to read or write not matter relative to be-
ing an educated person and citizen.  Soon 
anyone who needs to know what a piece of 
text says will be able to run a handheld pen 
scanner (on the market and soon built into 
their cell phone) over the text and have it 
read to them. Shortly we will be pointing 
our cell phones at signs (in any language) 
and having them read to us in English.

Conversely, if a person has to put some-
thing into print, such as to fill in a form, 
there are speech-to-text programs available 
to do this already running on our phones. 
I recently asked a delivery man (who had 
a handheld computer with pictures on 
the keys and a built-in printer) whether 
he needed to read or write to do his job.  
“That’s not important,” he said.  “So what is 
important?” I asked. “Speaking,” he replied. 
“That has always been what counts.” 

Given all that, one has to seriously question, 
I think, the wisdom of focusing so much 
of our schooling on reading and writing 
for the large group (70-90 percent of the 
population) that doesn’t use it or need it.  
Wouldn’t it be much more beneficial to fo-
cus those students’ learning—via teaching 
in other media—on speaking, problem-
solving, citizenship, environmental stew-
ardship, programming and other skills that 
will almost certainly be of great use to them 
in their (largely unknown) future lives?

For the “top” group you describe, however, 
i.e. for people who are “literate, well-edu-
cated, and prepared for fruitful [read ‘high-
end intellectual’] careers” reading and writ-
ing at a sophisticated level will clearly be 
important for some time to come. But even 
for this group, additional skills, such as re-
cording and retrieving video, and machine 
programming are becoming important and 
even necessary.  

More and more intellectuals are turning to 
video as a way to express important ideas 
that never make it to text, so the ability 
to record and retrieve in video is already a 
crucial skill.  Programming, i.e. getting our 
increasingly sophisticated machines to do 
what we want them to, is also becoming 
an increasingly important skill for our top 

students. Where the literate, well-educated 
person of today might write a letter, a blog 
post, an op-ed piece or even a book, the 
literate well-educated person of tomorrow 
might accomplish the same communica-
tion by making a video, creating a multime-
dia presentation, making a game or writing 
a program.

Q12. What developments do you expect to 
see in the near future that might pro-

foundly alter the educational landscape?

MP:  I discussed some of those develop-
ments in the last answer. Others include 
Web 3.0 (“the semantic web”), where every 
text, image and video ever made is search-
able and linkable; and better filters for our 
ever growing store of information and 
knowledge so we can easily find what we 
need, while still preserving the benefits of 
editorial judgment and serendipity.   

In general, as our technology tools become 
more and more powerful, we are delegating 
more and more tasks to those technological 
tools, and relying on them more and more 
to perform those tasks for us. This is in no 
way a bad thing, as a great many of those 
tasks (e.g. memorizing phone numbers, di-
viding large numbers, storing reference in-
formation) are far better off outsourced to 
machines, and there are some things (such 
as dealing with large amounts of data, and 
going beyond the range of our senses) that 
machines clearly do better than brains.

But at some point we will need to confront 
the question of what not to outsource. We 
will need to ask: “What is necessary for a 
person to know, and be able to do, in order 
to achieve [what I call] ‘Digital Wisdom’—
combining our minds and machines well 
to get wiser, and more creative, outcomes?” 
“What are the essential things we must 
have, and keep, in our heads?”  

I believe that when we finally get around 
to trying to tackle those questions honestly, 
the answers will alter the educational land-
scape profoundly.

Q13. In light of the fact that the InterED 
audience is primarily comprised of in-

ternational school administrators and board 
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members who work with high-achieving stu-
dents around the world, do you have any final 
words of advice or recommendations for us?

MP:  I would remind you that—given the 
tools they have access to—today’s students 
have the potential to become the most 
creative and productive generation in his-
tory. Students today, particularly high-end 
students, thrive on attention-grabbing ex-
periences and positive change, which our 
schools ought to go out of their way to pro-
vide for them.  

As the educators of high-end students, we 
should strive to always continuously im-
prove what we currently offer our students, 
designing our offerings not for them but 
with them, and for their attention (which is 
their most precious commodity), not ours.  
We should be vigilant as well in looking for 
discontinuous improvements, such as new 
technologies, that will help our students 
better and more quickly learn and achieve. 

Certainly we should keep part of our stu-
dents’ (and our own) focus on the unchang-
ing verbs, rather than on the rapidly chang-
ing nouns of technology, but we should also 
be constantly scanning for new ideas and 
approaches.

We should never assume that what we see 
happening in other places (e.g. the decline 
and eventual disappearance of reading and 
writing as the primary storage and retrieval 
system for information) will never happen 
to us.  It will, and unless we prepare our-
selves, it will take us by surprise. 

As Needleman says, we should “show rev-
erence for the past, but not live in it.”  This 
means we should constantly be questioning 
whether some or all of the so-called “cus-
toms” of education (as you call them) are 
holding us and our students back.

I believe today’s students have the potential 
to become—by far—the greatest genera-

tion in history. Our job as their educators 
is to help make that a reality. 

Marc Prensky is an internationally ac-
claimed thought leader, speaker, writer, 
consultant, and game designer in the critical 
areas of education and learning.  He is the 
author of Teaching Digital Natives: Part-
nering for Real Learning (Corwin Press 
2010), Digital Game-Based Learning 
(McGraw Hill, 2001) and Don’t Bother 
Me, Mom—I’m Learning (Paragon House, 
2006).  Marc is the founder and CEO 
of Games2train, a game-based learning 
company, whose clients include IBM, Bank 
of America, Pfizer, the U.S. Department of 
Defense and the L.A. and Florida Virtual 
Schools.  He is also the creator of the site 
www.SocialImpactGames.com.  Marc holds 
an MBA from Harvard and a Masters in 
Teaching from Yale.  More of his writings 
can be found at www.marcprensky.com/
writing/.  Marc can be contacted at marc@
games2train.com .
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Introduction 
Invention, it seems, not only emerges 
because of the push of necessity, but also 
because of the pull of inspired vision. And 
fruitful invention, it seems, is not necessar-
ily the work of a genius, but often rather 
the work of collective genius. The evolution 
of the NESA Virtual School and World 
Virtual School Projects should be review 
with these decisive factors in mind.

Genesis of the NESA Virtual School                                                  
During the 2001-2002 school year, the In-
ternational School of Islamabad faced three 
major evacuations. In the fall, the school 
attempted to maintain academic continu-
ity by using a combination of teachers’ web 
pages and email, which proved very difficult. 
During the second and third evacuations 
later that year, they made use of the learning 
management system (LMS), Blackboard, 
hosted by students at the Thomas Jefferson 
High School for Science and Technology 
in Alexandria, VA. During these events, the 
school was able to provide better academic 
continuity as Blackboard enabled teachers 
to assign and collect homework, and to co-
ordinate various community activities, and 
so the Islamabad school was ultimately able 
to finish out the school year successfully. 
 
Following on this success, Dr. Bea Cam-
eron of the Office of Overseas Schools, and 
David Chojnacki, NESA Executive Di-
rector, proposed a pilot project of schools 
sharing a learning management system for 
educational emergency purposes (NESA 
Teachers Conference; Spring, 2002). Six 
schools were selected to participate (ACS 
Abu Dhabi, AES New Delhi, AS Dubai, 
AIS Dhaka, ACS Amman, and WBAIS 
Tel Aviv). At JOSTI ( Jefferson Overseas 
Schools Technology Institute in Alexan-
dria, VA) in June, 2002, several application 
service providers (ASPs) were interviewed 

by representatives from the six schools, and 
ultimately Blackboard was selected as the 
“best fit” LMS platform. The NESA Vir-
tual School (NVS) Project was underway.

NVS Formative Years 
The first three years of the NVS Project 
were fully subsidized through a grant from 
the Office of Overseas Schools, and Dr. 
Cameron emphasized an “organic” ap-
proach in which schools were encouraged 
to try things out and see what worked 
best. Support included not only the cost 
of the Blackboard ASP, but also included 
meetings held twice a year at the NESA 
Administrative and Teachers conferences 
for two computer system administrators 
from each participating school. In the 
first year, the system administrators were 
additionally funded for a special meeting 
in August in Abu Dhabi for training to 
explore and establish user and course nam-
ing conventions necessary for sharing the 
system successfully. 
 
In the spring of 2003, the Second Gulf 
War erupted, and the schools in Am-
man and Tel Aviv used the NVS system 
extensively and very successfully during a 
two-month embassy evacuation. In June of 
2003, again at JOSTI, system administra-
tors from six additional schools met for 
training with the experienced system ad-
ministrators from the original six schools. 
The project expanded to involve twelve 
participating schools. Bi-annual meet-
ings began to focus on setting and sharing 
goals of each school to use NVS and on 
the strategies to attain them.  
 
What was apparent from the outset was 
that the effectiveness of the system as an 
emergency tool was directly related to in-
corporation by teachers on a regular basis. 
Consequently, many schools focused on 
setting baseline standards for use (such as 

posting course descriptions, regular home-
work, and related internet links), and some 
schools also devised incentives for teachers 
to use NVS, such as pay bonuses. 
Another practice developed to ensure 
readiness was an online “fire drill”—first 
by having students stay home and teach-
ers conduct online classes from school 
with support from tech staff—and later by 
holding a “virtual school day” (and a pro-
fessional day) where both students and 
teachers stayed at home. As an additional 
incentive, the NVS group was able to ar-
range for post-graduate credit for teachers 
and system administrators to learn about 
using the system.

NVS Matures
At the end of the third year of the proj-
ect, as planned, the NVS schools were to 
decide if they were ready to assume all 
Blackboard application service provider 
(ASP) costs. After some deliberation, all 12 
schools agreed to pay (up to) $6k/yr for the 
next three-year cycle. NVS participation 
rose to 15 schools the following year and 
to 18 schools soon thereafter. Clearly, the 
value of the project had been established. 
 
The NVS Project group was beginning to 
realize the important value of meeting reg-
ularly—not only to work out the logistics 
of the project, but to collaborate as peers, 
to trade notes, and to share professional ex-
periences. The group often found itself en-
gaged in dynamic and informative discus-
sions about school computer/networking 
and teacher training policies and practices 
related to, but also beyond, the scope of 
the NVS project. A “landmark” combined 
meeting held in Muscat in 2005, of NVS 
System Administrators and School Direc-
tors, led to the collective realization that 
NVS schools could each adopt a robust “no 
closure” policy, thanks to the guaranteed 
continuity the NVS system could provide.

Evolution of the NESA 
and World Virtual School Projects

By Ken Paynter
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NVS Serves as Emergency   
Continuity Tool
Since 2003, the NVS Project has served 
schools on an emergency basis through 
delays and closures because of politi-
cal turmoil in Riyadh, Dhahran, Beirut, 
and Kathmandu. In Damascus, where the 
school was shut down on very short no-
tice in early November, 2008, the NVS 
Project helped students who needed to 
finish the semester to make the transition 
to new schools more successfully. (NVS 
is happy to welcome Damascus back this 
year into the project.). At the beginning 
of the 2009-2010 school year, an H1N1 
emergency enveloped most of the Saudi 
peninsula and some surrounding regions, 
and many schools were closed or faced vol-
untary/recommended absenteeism for up 
to five weeks. NVS proved very useful once 
again in sustaining curricular momentum.  

NVS Fosters the NESA Virtual 
Science Fair

Emerging from an impromptu lunchtime 
brainstorming session in 2003 about the 
possibilities of using online resources to en-
rich a traditional science fair, and then pi-
loted as a proof of concept at the school in 
Tel Aviv in 2004-2005, the NESA Virtual 
Science Fair (NVSF) was officially rolled 
out through the NVS Project to regional 
participants during the 2005-2006 school 
year. E-mentors from over 50 universities 
in the US, Europe, and Israel worked with 
over 600 NVS Middle School students. 
Now in its sixth year, and expanded to in-
clude a 5th grade science fair component 

as well, the NVSF project continues to 
clearly demonstrate the power of collabo-
ration within a well-organized network of 
schools. NVSF has been such a successful 
and informative project model that it has 
helped to spawn several other compelling 
collaborative ideas within NVS, includ-
ing a speech contest and a video festival. 

The World Virtual School—
From Concept to Reality                                
As soon as the NVS Project demonstrated 
its utility and sustainability, the next ques-
tion was whether it could be scaled to a 
global level. In ex-
ploring and present-
ing this possibility at 
regional conferences 
over the years, there 
had been an ongo-
ing effort to iden-
tify and simplify the 
key motivational and 
functional aspects of 
the NVS Project. The 
description below, 
found on the current 
World Virtual School 
(WVS) site, represents 
a statement of mis-
sion, which evolved relatively early on to de-
scribe these basic elements of this concept... 
 
“The World Virtual School Project (WVS) is 
sponsored by the U.S. Department of State 
Office of Overseas Schools to assist participat-
ing schools and regions in terms of curriculum 
quality and continuity, opportunities for col-
laboration, progressive professional develop-
ment, and resiliency in the face of natural or 
man-made emergencies. This unique project is 
premised on the assumptions…

schools value the integration of relevant and 
effective online resources for their varied 
learning communities;

schools value working regionally to collaborate 
and to share perspectives and methodologies, 
and to consider and nurture best practices;

schools value their integrity in the face of ad-
versity, and seek cost-effective and reliable 
means of assuring continuity of operation” 

(http://global.wvsgeo.org).

The first attempt at combining regional 
services occurred in 2006, when the AISA 
region (which had been using Blackboard 
on its own since 2004 in a project closely 
modeled after the NVS project) combined 
its services with the NVS Project on the 
same Blackboard server. The two regions 
were reasonably successful in managing 
their users and courses for the following 
two years, but this experience brought some 
technical limitations of the Blackboard sys-
tem to light that cast serious doubt on its 
feasibility for building a global network. 

 
Inspired by the 
proven success of 
the NVS project, 
r e p re s e n t a t i v e s 
from all eight of 
the international 
schools regions 
were convened 
in June, 2007 at 
JOSTI for the first 
WVS Network 
Project meetings. 
The meetings were 
based on a three-
year agreement to 

explore those key elements mentioned in 
the WVS definition above – once again 
“organic” in nature, allowing the agenda to 
follow the combined wishes and wisdom of 
the group. These first sessions focused on 
comparing the Blackboard LMS platform 
and its potential for scalability to a global 
level, to the Moodle LMS platform or per-
haps even some other online systems. The 
conclusions were essentially that Black-
board was awkward in many respects, had 
known and serious limitations, and was 
very expensive.  It was also recognized that 
the less costly Moodle was not yet ready 
for enterprise level use by a global consor-
tium. The WVS group agreed to generate, 
deploy, and analyze a survey of regional 
constituencies to see what they thought 
about the utility of learning management 
systems. This WVS survey of schools in-
dicated that three factors were particularly 
significant in the successful adoption by a 

NESA & WVS, cont'd page 22
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NESA & WVS,
continued from page 21 

school of an online learning management 
system—reasonable cost, effective train-
ing, and sufficient and reliable bandwidth. 
 
In the 2008 second year meetings, the 
Blackboard vs. Moodle question was put 
aside and the WVS Project group instead 
focused on generating and sharing ex-
amples of successful collaboration within 
each of the regions. A website was cre-
ated expressly for the purpose of gather-
ing and sharing this information, with 
the idea that the emerging cross-fertil-
ization of ideas and usage patterns would 
guide the WVS group towards develop-
ing effective global collaborative tools. 
 
In the 2009 third year meetings, the WVS 
Project group reviewed and evaluated ex-
amples of regional collaboration that had 
been collected over the previous year. The 
WVS group also considered the dramatic 
developments of the Moodle LMS plat-
form, especially its administrative tools and 
networking capabilities—providing very 
powerful, cost-effective, and elegant solu-
tions for connecting schools online. It be-
came clear that the potential for a global 
network was coming into place. 

Plans for a fully functional WVS Network 
based on Moodle were conceived within 
weeks after these WVS meetings. In the 
fall of 2009, The NESA Virtual School 
group decided to migrate from Blackboard 
to the Moodle LMS platform, starting in 
2010-2011. Their reasons were for over-
all improvement of the system, and to be 
able to join the WVS project. In February 
2010, at the AAIE conference in Boston, 
four of the eight international regions 
(NESA, MAIS, CEESA, and TRI-A) 
participated in a presentation of the WVS 
Project and then agreed to a three-year col-
laboration to launch the WVS Network. 
 
In the 2010 fourth year meetings of 
WVS, the group reviewed the rapid 
evolution of the WVS Network plan, 
and focused on the very real possibil-
ity of all eight regions joining the proj-
ect in some capacity within the next year. 

 
What Is the WVS Network?

Stated as simply as possible, the WVS 
Network is comprised of interconnected 
regional clusters of schools which are cost-
sharing offsite ASP Moodle service. The 
schools are connected to a regional services 
site for purposes of regional coordination, 

and the regional services sites are con-
nected to a global services site for purposes 
of global coordination (Cf., Network Dia-
gram). 

Each school has a fairly high level of ad-
ministrative autonomy, but also complies 
with regional requirements, and each re-
gion has a fairly high level of autonomy, 
but also complies with global requirements. 
The most prominent of the global require-
ments are that the ASP services selected by 
the regions demonstrate a high degree of 
reliability, and that all schools in the WVS 
Network participate in a periodic survey of 
readiness in terms of academic continuity 
of operations.

From the viewpoint of an individual school, 
what is provided is the opportunity for 
shared resources with any other school or 
group of schools in the WVS Network.  
From a regional perspective, the network 
allows for both regional coordination 
and cross-regional collaboration.  From 
a global perspective, there is standard-
ized information and protocol across the 
entire network and the ability to monitor 
school readiness. Collaborative projects 
can be readily facilitated between schools, 
or as regional or even global endeavors. 
 

The Office of Overseas Schools is now 
helping to fund this WVS Network in 
much the way that the NVS Project was 
developed, by focusing on regional and in-
ter-regional meetings and coordination, but 
leaving most of the actual cost burden for 
the Moodle services to the schools them-
selves. Since high quality Moodle ASP 

service is considerably less ex-
pensive than Blackboard, the 
entire project is much more 
accessible and attractive to 
many schools. The tremendous 
added value of having regular 
face-to-face meetings, as prac-
ticed in the NVS project, is 
nurtured as a central compo-
nent of the project.

Conclusion
The World Virtual School Network is 
in a fledgling stage (with 38 participat-
ing schools), and interestingly the NESA 
Virtual School Project (with 18 of these 
schools) is also redefining itself while com-
pleting its metamorphosis from Black-
board to Moodle. The success of the NVS 
and WVS Projects reaffirms for educators 
the necessity of invention, the power of in-
spired vision, and the transformative po-
tential of collective genius—all focused on 
providing educational communities with 
exciting and valuable opportunities—and 
resilient means—to communicate and to 
learn within their schools, within their re-
gions, and now within a global network of 
schools.

Ken Paynter has been NVS Project Manager 
since June 2003, and WVS Project Facilita-
tor since June 2007.  He may be contacted at 
nvsproject@gmail.com
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In my book High Noon (2003), I fo-
cused on the method we use for 
global problem-solving, given that 
the current international system does 

not seem able to solve burning global is-
sues in time, if at all. I gave examples of 
how we could accelerate and deepen global 
problem-solving. One such example would 
consist in setting up some 20 Global Issues 
Networks (GINs) of world-class experts, 
whose task would be to describe in detail 
what solutions the world would apply to 
the 20 or so urgent global problems if the 
world were under single management. 

Based on these solutions, the 20 GINs 
would then issue detailed norms; and, 

having expanded their membership, they 
would become global observatories that 
would rate all the world’s nation-states 
every year against these norms. The idea 
would be that the resulting 20 league tables 
would exert naming and shaming effects, 
and perhaps even elicit spontaneous sanc-
tions against low-rated or deteriorating 
states, while celebrating the high-rated 
states and the best improvers among them. 
At the same time, the league tables would 
equip tomorrow’s voters to be able to push 
their politicians more towards the global 
and the long-term, and away from their 
natural territorial and short-term electoral 
perspectives. 

As a result, nation-state governments 
would be under far greater pressure 

than they are today to become serious 
about global problem-solving, especially if 
the coming out of the 20 league tables were 
to be turned into a solemn and widely pub-
licized annual event, as it should.

That was one of the High Noon ideas. But 
after the book was written, an important 
companion idea emerged, namely, that be-

sides getting heads of government to in-
novate on the methodological front, it is 
also urgent to get the world’s educational 
institutions to do far more in the same di-
rection, through K-12 curriculum changes 
and new learning and teaching initiatives. 

Their role in this would be to help de-
veloping generations or leaders and 

problem-solvers engage and diffuse much 
more detailed knowledge of the major 
global problems and their solutions than 
is currently the case, and to promote the 

emergence of a mindset of being a global 
citizen first, and secondly a national citi-
zen. This would give further wings to the 
High Noon ideas, and especially to that of 
the GINs, and thus improve our chances 
of navigating our world safely through the 
massive challenges ahead. 

Much thinking and action has started on 
that second, education-related front, and 
my accomplice Clayton Lewis and I have 
been able to take the message to many of 
the right places. But by far the most en-
couraging development has been the spon-
taneous mushrooming, often inspired by 
my little book, of inter-school global issues 
activities and student-led GIN Conferenc-
es (Cf., http://www.global-issues-network.
org). 

Even though the students diverted the 
GIN label and now apply it in a different 
meaning than that described above, I can 
think of no more worthwhile high-jack-
ing. In fact, the thousands of young global 
citizens that I have seen in action in those 
bootlegged GINs have gone a long way in 
motivating me to keep on going, no matter 
what the obstacles may be. For this, I would 
like to thank them. 

Jean-Francois Rischard was for many years 
the Vice-President of the World Bank, and is 
the author of High Noon: 20 Global Prob-
lems, 20 Years to Solve Them, Basic Books, 
NY (2003).
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In the spring of 2010, as part of my doc-
toral work at the University of Bath, I 
undertook an empirical investigation 
of collaboration among international 

school heads. The rationale underlying this 
research is the assumption that heads of 
international schools who have successfully 
collaborated with their peers on a personal 
level may be more receptive to more for-
malized inter-school collaboration. AAIE 
generously supported this research project 
by distributing an online survey to Head-
Net users. The final response rate was 22 
HeadNet users. While its generalisability 
is limited, the data nonetheless provide an 
initial snapshot of HeadNet users’ percep-
tions of their collaboration with their pro-
fessional peers. Indeed, this empirical study 
appears to be the first of its kind.  

What follows is a brief summary of the 
findings. An analysis of the data using 
Henri & Pudelko’s (2003) typology of vir-
tual communities is also provided. It is here 
that an attempt is made to classify the type 
of virtual community to which HeadNet 
may be ascribed, given the data that has 
been suggested by this research. Wenger’s 
(1998) theory of social learning, especially 
communities of practice, is widespread in 
educational literature. For the sake of brev-
ity, however, it is not considered in this ar-
ticle beyond its online dimension. Wenger’s 
theory is given a more thorough analysis in 
the larger research document.

Summary of Findings

HeadNet Users
Data suggest that a large number of respon-
dents have a great deal of experience both 
in terms of overall years as heads, and as 
heads of larger international schools, where 
more experienced heads of schools are of-
ten found. These data also suggest that the 
need for collaboration does not decrease 
over time or with greater experience as a 
school head. Coupled with the long experi-
ence of more than half of the respondents 
is the suggestion that other HeadNet users 
are learning from it. 

Information
Respondents unanimously chose “seeking 
advice, ideas, sample documents” as a pri-
mary motivating factor for their participa-
tion in collaborative activities among their 
professional counterparts.  A related factor, 
“keeping abreast of current thinking/trends 
among international school heads,” was a 
motivating factor for nearly all respondents. 
Finally, twenty-one respondents answered 
“Yes” to the survey question, “Has technol-
ogy changed the nature of collaboration?” 

Intrinsic Benefits of                
Collaboration

The data suggest that while heads of in-
ternational schools appear to be most 

interested in learning from experience and 
the sharing of information, respondents 
are also seeking intrinsic benefits to col-
laboration with their peers via HeadNet. 
Moreover, by seeking a sense of belonging, 
HeadNet users may also be developing a 
stronger sense of professional identity. 

Virtual vs. Face-to-Face            
Interactions
The data suggest the following:

• For a majority of respondents, virtual 
interactions are more helpful than 
meeting face-to-face. 

• HeadNet members are able to col-
laborate more frequently since they 
are mostly operating in a virtual en-
vironment. Virtual interactions may 
therefore be an advantage rather than 
a barrier.

• The greater speed afforded by collabo-
rating in an online environment is per-
ceived as a positive benefit.

Virtual Communities
One of the largest changes in organiza-
tional structure in recent times has been the 

advent of Internet technology and the pos-
sibilities for online, or virtual, communities. 
One of the debates widely discussed in the 
literature is whether it is possible for a com-
munity to exist in an entirely virtual form 
(Rheingold, 1993; Henri & Pudelko 2003; 
Guldberg, 2008). Some researchers cite the 
necessity of sharing the same physical space 
while others point the difficulty of engag-
ing with others and building relationships 
in a non face-to-face environment (Henri 
& Pudelko, 2003; Dube, Bourhis, & Jacob, 
2006).

Henri & Pudelko (2003) have asserted that 
virtual communities are necessarily formal 
and people must make a conscious decision 
about whether to participate in them. John-
son (2001) has similarly noted that a virtual 
community is “designed” (p. 53). Dube et al. 
(2006) have highlighted the shift organiza-
tions have made from viewing communi-
ties of practice as emerging spontaneously 
to seeing them as communities that need 
to be nurtured.

A virtual community of practice and a 
community of practice are not mu-

tually exclusive. Wenger, McDermott, & 
Snyder (2002), in what they call “distrib-
uted” (p. 25) communities of practice, have 
recognized that many communities of 
practice are partially or exclusively virtual. 
In fact, these are quickly becoming the rule 
rather than the exception. Whether or not a 
community of practice can be virtual is im-
material: “What allows members to share 
knowledge is shared practice” (Wenger et 
al., 2002, p. 25). Wenger et al. (2002) have 
not resolved the issue of whether an entire-
ly virtual community of practice can exist 
or if it requires at least some face-to-face 
interactions; this is “an open question” (p. 
25). 

Henri & Pudelko (2003) have devised a ty-
pology of four virtual communities, which 
are based upon (a) the extent of social co-
hesion and strength of the learning goal 
or goals (p. 477); (b) a description of their 
activity; and c) the types of learning “with 
which they can be identified” (p. 478). Sim-

HeadNet Users: Operating in a Virtual Community?
by Georgia Williams
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ply stated, these four types of virtual com-
munities are

1. a community of interest – a group of 
people who assemble around a par-
ticular issue or question of common 
interest 

2. the goal-oriented community of inter-
est – a group of professionals that is 
created to solve a particular problem or 
carry out a specific project or goal 

3. a learners community – a community 
of students who are gathered together 
by a tutor for a specific learning task

4. the community of practice – a group 
of individuals who “practise the same 
trade” and are “already part of a given 
community of practice” (Henri & 
Pudelko, 2003, p. 483).

Classifying HeadNet within this typol-
ogy may give us a better understanding 

of the activity that seems to be occurring 
among HeadNet users. Survey data suggest 
that HeadNet comprises elements of both 
a community of interest and a community 
of practice. The other two communities, the 
goal-oriented community of interest and a 
learners community, are not applicable.

Let us first consider a community of in-
terest. Its defining characteristics are that 
a group of people have joined together 
“around a topic of interest” (Henri & 
Pudelko, 2003, p. 478). Specifically, each 
person in the group participates in order to 
“exchange information, to obtain answers 
to personal questions or problems, to im-
prove their understanding of a subject, to 
share common passions or to play” (Henri 
& Pudelko, 2003, p. 478). This type of com-
munity does not “correspond to a collective 
endeavour” (Henri & Pudelko, 2003, p. 
478),  so members do not feel compelled 
to share whatever they’ve learned, and this 
learning is more individual than collective.

HeadNet users appear to be participating 
in ways attributed to those in a community 
of interest but with one notable difference. 
Members of a community of interest are 
more interested in their own knowledge 
acquisition, and there is no element of 
sharing beyond that which is useful to the 

individual.  Although HeadNet users are 
interested in their own knowledge acqui-
sition, there is also a component of shar-
ing knowledge and making it available to 
other HeadNet users. Indeed, it is this idea 
of sharing information that arguably keeps 
HeadNet vibrant.

Turning to a community of practice, the 
goal is not the formation of the group itself, 
but rather it is the “involvement of indi-
viduals in the actions of professional prac-
tice” (Henri & Pudelko, 2003, p. 483). Each 
member engages in the community to fur-
ther one’s individual identity vis-à-vis their 
profession and to contribute to the com-
munity’s practice. Indeed, “the challenge 
for a community of practice is to develop 
and enrich professional practice by sharing 
and pooling complementary knowledge 
among its members” (Henri & Pudelko, 
2003, p. 483). It is through engagement 
in the community that members become 
more aware of what they have in common 
with others in the community, includ-
ing the “same knowledge system” and that 
“their exchanges are centred on the prob-
lems of their day-to-day work” (Henri & 
Pudelko, 2003, p. 483).  Henri & Pudelko 
have further explained one’s participation 
in a community of practice in terms of par-
ticipating and non-participating, and that 
it is possible to learn either way. 

HeadNet appears to fit Henri and 
Pudelko’s (2003) definition of a vir-

tual community of practice, which emerges 
from groups that “practise the same trade or 
share the same working conditions” (p.483). 
A further criteria, however, is that a virtual 
community of practice “does not constitute 
an aim in itself ” (Henri & Pudelko, 2003, 
p. 483), which the data suggest HeadNet 
does. Moreover, like all communities of 
practice, a virtual community of practice 
is connected to others. The data do not 
suggest that HeadNet is connected to any 
other communities.

We can conclude that HeadNet is either 
not a virtual community of practice or 
at least is not one yet. Henri & Pudelko 
(2003) have described the “evolution” (p. 
477) that may occur in a virtual commu-
nity, whereby the activity of the community 

changes over time from what was originally 
intended. HeadNet may have either un-
dergone or is in the process of undergoing 
such an evolution. Although it was origi-
nally intended as an information exchange, 
the data suggest that many HeadNet users 
see it as more than that. 

Conclusions and Suggestions 
for Further Research

As the data are preliminary and with 
limited generalisability, it is too early 

to empirically determine precisely what is 
occurring in HeadNet. What do we know, 
then? At a minimum, HeadNet is a profes-
sional network, and its users are also mem-
bers of a large professional association that 
has opportunities for both face-to-face and 
virtual interactions. HeadNet does not per-
fectly fit the description of community of 
practice as described by Wenger (1998), nor 
does it neatly fit within  Henri & Pudelko’s 
(2003) typology of virtual communities. 

HeadNet appears to be a hybrid. It may 
be a unique, as yet unidentified “commu-
nity.” What is unique is not the virtual 
component, as online groups are increas-
ingly common. Instead, the data suggest a 
desire for intrinsic benefits and a sense of 
being connected that appears to be as im-
portant as the exchange of information. The 
geographic isolation of many international 
schools and the lack of opportunities for in-
teraction with peers within the school walls 
may mean that HeadNet is more valuable 
to its users than it might otherwise be. This 
may be a special category of geographic 
proximity, which will take additional em-
pirical research to determine. Interestingly, 
many HeadNet users have indicated mul-
timembership in similar organizations, but 
we cannot yet determine why. A sense of 
belonging, of being in a community, does 
appear to be significant, though the data do 
not suggest exactly how this may work.

There is clearly a great deal of research 
to be undertaken that will either sup-

port or refute this preliminary analysis. It is 
exciting to consider the possibilities for fur-
ther research with this exploratory research 

HEADNET USERS, cont'd page 30
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Most school administrators 
can readily recite or retrieve 
the school mission state-
ment.  Do they consider this 

mission as they make decisions on a daily 
basis?  As you—the leader in question—
think about the teachnology (technology 
for educators) ask yourself if this mission 
is congruent with 21st century learners?  If 
so, great! If not, then it may be time to re-
evaluate your mission or your processes.  If 
you said yes, then you should not have is-
sues with making decisions about teachnol-
ogy such as web 2.0, social networking or 
cell phone use in schools.  But if you are 
still struggling with these and other 21st 
century questions you may need some ad-
ditional framework to help this mission 
match up with learners today.

As many of you are aware ISTE (In-
ternational Society for Technology 

in Education) refreshed their NETS (Na-
tional Educational Technology Standards) 
in 2009 for Administrators following a two 
year process of updating standards for stu-
dents as well as teachers.   In this newest 
version, they identified five areas of impor-
tance for educational leaders with respect 
to technology.  

They are:

1. Visionary Leadership
2. Digital-Age Learning Culture
3. Excellence in Professional Practice
4. Systemic Improvement
5. Digital Citizenship

These standards have a resemblance to 
what the CCSSO (Council of Chief 

State School Officers) set forth in the 
ISLLC (Interstate Leaders Licensure Con-
sortium) Standards in 1996 with a notable 
piece missing—technology.   It is difficult 
not to have a discussion about technology 
when speaking to educational leaders to-
day.  The range or related topics runs from 
discipline issues (e.g., cellphones in class, 
cyberbullying, sexting) to the use of tech-
nology in the classroom (e.g., one-to-one 

computing, online testing, and cell phones 
in schools).  Technology is changing so rap-
idly it is often difficult for educational ad-
ministrators to know what will be the right 
direction for their school and their students 
today and in the future.

Much of this change is being pushed by 
students who are coming to our schools 
with ready access to technology in their 
homes, from gaming systems to laptops to 
smartphones and video-on-demand. They 
are inundated with information to the 
point of sensory overload.  Many children 
have been provided all these technologies 
but have never been taught how and when 
to use them.   Even our young educators are 
coming out of programs where they have 
been trained to use the latest teachnology.  
Are these groups being provided the tools 
without guidance and a sufficiently strong 
knowledge base?  For some, the answer is a 
resounding yes.  So how do we work with 
these “digital natives,” as identified by Marc 
Prensky?

Is technology bad?  No, most cyber eth-
ics descriptions will identify technology as 
ethically neutral and it is only when and 
how the technology is utilized that leads to 
trouble.  Why is it then that we keep read-
ing, hearing and seeing people using tech-
nology inappropriately?  The short answer 
is that users often do not know any better.  
They were never taught that taking a phone 
call in the middle of a crowded room might 
be seen negatively by others or that talk-
ing about others on a social networking 
site could be seen by multitudes of people.  
Technology has grown up quickly around 
students and adults alike.  The nearly un-
limited access by children has led to their 
taking on these technologies alone.  In the 
past, when there have been technological 
shifts it has been adults that learned the 
technology then passed it on to their chil-
dren.  Typically the tools were too costly or 
had too many issues to let anyone except 
adults use them.  Today, we see extremely 

young children with cell phones, computers 
and gaming systems.  It is no wonder that 
we have a generation that seems to be tech-
nologically savvy, but does not appear to 
have any idea when it might be best to turn 
it off.  Today the mentality is “just because 
you can do something with technology, you 
should do it.”  Many people in the technol-
ogy field are in these positions because they 
love working with the newest systems, but 
most will caution that prudence is needed 
as well.  Not all technologies were designed 
with education in mind.  Many popular 
applications might be adapted to the edu-
cational field, but an understanding of the 
ramifications is needed as well.

So how are educational leaders to “come 
to grips” with these new (and often 

changing) technologies?  Many school ad-
ministrators have had little or no training 
in this area of technology.  If you have, you 
are definitely one of the lucky ones.  As 
leaders it has been instilled through our 
courses and work that change is inevitable 
and that we need to plan for these changes, 
but with movements such as  teachnology it 
is difficult to plan for and even harder to 
keep up.  This is why ISTE set the NETS 
for administrators, to begin providing a 
framework that indicates what tools are 
needed in a technological world.  To help 
themselves and their students begin to 
frame how to use technology appropriately, 
digital citizenship has been added to the 
terminology for administrators.  So what 
is digital citizenship?—and how can it help 
guide educational leaders in reviewing the 
technology in their schools?

Digital citizenship has been defined in 
many ways by various groups and organi-
zations.  The most encompassing definition 
is that digital citizenship depends on the 
adoption of the norms of appropriate, re-
sponsible behavior with regard to technol-
ogy use.  This definition is broad and covers 
many aspects of technology and the people 
that use it.  To help narrow the conversation 
this definition also has a framework of nine 
elements that help to define and organize 

Facing the Challenge of Digital Leadership
by Mike Ribble
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the issues that are occurring with regard to 
teachnology.  These elements are:

Digital Access—full electronic participa-
tion in society

Digital Commerce—electronic buying 
and selling of goods

Digital Communication—electronic ex-
change of information

Digital Literacy—process of teaching 
and learning about technology and the 
use of technology

Digital Etiquette—electronic standards 
of conduct or procedure

Digital Law—electronic responsibility 
for actions and deeds

Digital Rights and Responsibilities—
requirements and freedoms extended to 
everyone in a digital world

Digital Health and Wellness—physical 
and psychological well-being in a digital 
technology world

Digital Security (self-protection)—elec-
tronic precautions to guarantee safety

The coupling of the definition and the 
themes help administrators to begin to 
identify where the issues are within their 
schools and organizations and begin work-
ing toward solutions.  Many schools are us-
ing these elements as a way to create new 
Acceptable Use Policies for their organiza-
tions.  When discussing these issues some 
school administrators would like to add one 
more element to the existing nine—Digital 
Leadership.  

What does it mean to be a leader in 
a technological organization?  How 

do educational administrators need to act, 
look or interact differently in a social con-
text inundated with technology?  While 
keeping all these changes in mind, how are 
the mission of the organization reflected 
and the needs of the school refocused or re-
shaped in a changing society? Experienced 

educational leaders will recognize that 
these changing times cannot be addressed 
by simply purchasing more technology.  
Leaders need to think of these changes 
holistically and make sure that all facets of 
their complex organizations are included.  
When looking to implement technological 
change, administrators may be tempted to 
look only at the surface of the issue and fail 
to identify all those who might be affected.  
Technology is no longer 
just an issue that affects 
our schools; it reaches 
far beyond the cam-
pus.  Educational lead-
ers need to address the 
needs of all constituents.  
One group often gets 
overlooked with respect 
to technology—parents. 

Many administra-
tors do a very 

good job of informing 
their communities about 
policies and procedures in their schools, 
but many need to help in educating them 
as well.  With the explosion of technol-
ogy there are many parents that have 
been caught unaware of the changes that 
are happening around them.  Often many 
districts have such diverse populations of 
students that it can be easy to forget about 
those who do not have the same access to 
technology.  Educational leaders need to 
have policies in their schools, but also need 
to help and train parents on how these pol-
icies might affect them and their children’s 
use of technology.  With more and more 
technology being provided by the schools 
to the students and homes (e.g., one-to-one 
computing, iPad™, and iTouch™); parents 
need a primer clarifying specifically how to 
cooperate with the school in raising their 
children as good and productive digital citi-
zens.  

Many parents have been caught between 
two generations of digital technology users.  
Many parents were brought up in the days 
of the VCRs and the Walkman but do not 

have a frame of reference for all the tools 
available to their children today.  Schools 
and educational leaders need to provide 
resources to these families to help them 
better understand when and where to use 
the technology.  To do this schools and or-
ganizations need to create that foundation 
internally first.  The simple solution often 
appears to be the establishment of rules and 
the use of blocking and filtering software.  

The issue is that the 
mission of most edu-
cational institutions 
is to prepare chil-
dren to be productive 
members of a society.  
If we ban these tools 
within our schools 
are we adequately 
preparing them for a 
technological society?  
On the other hand, if 
we allow everything 
and anything are we 
helping them to be-

come ethical users of technology?

What is the best support that educational 
leaders can provide to our faculty and par-
ents about the use of technology both in 
the classroom and at home?  Help these 
groups to set limits for students on when 
and where they use the technology.  Cell-
phones, computers, and laptops are tools 
for use to help students do work, search for 
answers and be creative.  There are times 
and places when these tools are important 
and there are times when they should be 
put away. Do they know which is which?  
As educators we must provide guidance.

Education has become more complex 
with the advent of teachnology.  There 

are many new and varied ways in which 
these tools can and are being used in educa-
tion.  All these additions to the educational 
process remind one of the ambiguous bless-
ing, “may you live in interesting times.”  It 
cannot be disputed that we are truly living 
in interesting times.  The opportunities that 

DIGITAL LEADERS, cont'd page 30 
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For nearly 100 years1, elementary 
and secondary schools have been 
building or remodeling their li-
braries, creating spacious rooms 

that contain thousands of physical materials 
to support reading programs, aid research 
projects, and expand the content area cur-
ricula. Studies2 indicate that schools with 
good library programs are more successful 
than those without, validating the wisdom 
of the school leaders in promoting good li-
brary programs.

Today’s reality is that readers and informa-
tion seekers have diminishing motivation 
to visit a physical library to meet their ba-
sic information needs. Digital information 
sources, readily accessed from classroom, 
home or mobile computing devices are the 
choice of many students and teachers.  The 
“Net Generation” student increasingly pre-
fers the visual and the virtual rather than 
the printed text. Why, many school lead-
ers are asking, does a school need a physi-
cal library when seemingly all resources can 
be obtained using an inexpensive netbook 
and a wireless network connection? Might 
these large physical spaces in our schools 
be re-purposed for greater educational im-
pact?

I would argue that the best school libraries 
are not just surviving, but thriving, in this 
new digital information environment—but 
not without seriously re-thinking the use of 
their physical spaces. This article explores 
three ways today’s school library can and 
should adapt to the digital age, new learn-
ing environments and 21st century skill ex-
pectations of today’s students.

1.  Social learning spaces
Students still want to meet and learn in 
physical environments—check any shop-
ping mall, coffee shop or teen center. On-
line bookstores did not kill the physical 
bookstore. But like bookstores, libraries are 
becoming “high touch” environments in a 

high tech world. 

Comfort and aesthetics are increasingly 
important in today’s school library. High 
school libraries are following the example 
of bookstores and public and college librar-
ies by adding coffee shops. Upholstered 
seating, flexible furniture arrangements 
and attention to aesthetics in lighting and 
colors help make libraries places where 
students and staff want to be. Many small, 
intimate spaces are being carved out of one 
grand space.

There is an increased body of evidence 
that supports the value of student col-

laboration. Studies demonstrate that the 
ability to form “learning groups” in which 
participants collaboratively construct per-
sonal meaning for content studied is the 
most important factor influencing the suc-
cess of college students.3 As collaboration 
and social learning grow in importance, 
libraries are becoming places for teams to 
work together, both formally and infor-
mally. 

For many students, school libraries also fit 
the description of a “third place”—an area 
for informal social gathering outside of 
home (the first place) and work (the second 
place).4 Oldenberg suggests such environ-
ments are necessary for a healthy society 
and healthy individuals. He writes:

The character of a third place is determined 
most of all by its regular clientele and is 
marked by a playful mood, which contrasts 
with people’s more serious involvement in 
other spheres. Though a radically different 
kind of setting for a home, the third place 
is remarkably similar to a good home in the 
psychological comfort and support that it ex-
tends…

For schools that have no other spaces such 
as a student commons or playground, the 

library can provide spaces for recreation 
and play, especially before and after school. 
Allowing gaming, research on topics of 
personal interest, and a liberal definition 
of what constitutes “constructive activities,” 
the library space may be the only place 
some students feel “at home.”

The term “learning commons” is growing 
in popularity in some educational institu-
tions. Popularized by David Loertscher, the 
school library as “learning commons” can 
be defined as:

...the place, either physical or virtual, that 
is the hub of the school where exemplary 
teaching and learning are showcased; where 
all professional development, teaching and 
learning experimentation and action re-
search happens; and where various special-
ists of the school have offices, physical or vir-
tual.5

The use of the library as a “learning com-
mons” will mean different things to differ-
ent organizations, but flexibility, a wider 
scope of use by more school personnel, and 
a less narrow definition of “library” will be 
the hallmarks of the library/learning com-
mons. A space that has tutoring, vocational 
education, gifted and talented services, and 
a raft of educational support services in-
cluding library services provides high qual-
ity service to students. 

2. Multi-media production and 
presentation spaces
School librarian and writer Joyce Valenza 
reminds today’s educators that we need to 
stop thinking of the library as a grocery 
store—a place to “get stuff ”—and start 
thinking of it as a kitchen—a place to 
“make stuff.”6 The kitchen metaphor is a 
good one when looking at how technology 
should be a part of the physical library.

Student access to technology has evolved 
over the past 20 years. Access to in-

formation and digital productivity tools 

Changed but Still Critical: 
Brick and Mortar School Libraries in the Digital Age
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is requiring less and less school real estate 
as schools move from computers in labs 
housed in separate classrooms, to labs in 
or adjoining the library, to classroom mini-
labs, to carts of laptops, and increasingly to 
1:1 laptop projects. Students are increas-
ingly using personal mobile devices such as 
iPods, netbooks and even cell phones that 
decrease the need for school supplied com-
puters even more.

As digital access moves from worksta-
tion to mobile devices, the physical 

library needs to provide a robust wireless 
network infrastructure. Electrical outlets 
throughout the library to power and re-
charge mobile devices are necessary. In-
direct lighting that reduces screen glare 
is important throughout the area, not just 
in labs. Workspaces on which laptops can 
be placed at good ergonomic height are 
needed.

Some library terminals need to remain 
available for quick access to the library cat-
alog and quick reference queries. Worksta-
tions with good processing speed, adequate 
memory and software for video and still 
photo editing, music production, voice re-
cordings, computer programming and mul-
timedia composition are still important. 
While portable devices are growing more 
powerful, desktop computing is still needed 
for many applications and by placing these 
machines in the library, everyone through-
out the school has access to them.

Libraries have traditionally contained pre-
sentation areas for librarians to read stories, 
do storytelling and create puppet shows 
and skits. These spaces are still useful but 
need to be expanded for student and staff 
use as electronic presentation areas. Student 
demonstrations and presentations that take 
advantage of multimedia enhancements 
such as video, computerized slideshows and 
sound need good audio amplification, video 
projection systems, interactive whiteboards 
and student response systems. Such presen-
tation areas can be universally used by all 
classes in a school when they are a part of 
the library.

While not glamorous, the library is often 
the best choice to serve as the technology 

hub of the school. Often centrally located, 
the library’s controlled backroom spaces are 
well suited to be wiring closets containing 
servers, routers, patch panels and other net-
working equipment. Building technology 
integration specialists and technicians’ of-
fice and workspace should be a part of the 
library where students and staff have ready 
access to their expertise and collaboration 
between technology and library staff is in-
creased.

3. Teaching spaces
The library’s tools (print to electronic in-
formation sources) have certainly changed, 
but not its mission: teaching people to ef-
fectively find and use information to meet 
their needs. Skill emphasis has shifted 
from finding and organizing information 
to evaluating and using information. The 
teaching role as opposed to the “providing” 
role of librarians has grown. But students 
and teachers need guidance and instruction 
more than ever. Teaching spaces remain vi-
tal.

Large group instruction is still a useful 
means of imparting information, giv-

ing instructions, and holding discussions. 
This requires having a classroom-sized 
seating area or areas (depending on school 
size), in or attached to the library. An at-
tached room to the main area in the library 
provides noise containment going in both 
directions, but tables in a corner of the 
main library works as well. In either case, a 
whiteboard or interactive white board, pro-
jector, a means to show video, sound am-
plification, and other large group teaching 
tools are needed.

Seminar and small group spaces are popular 
in all libraries. Spaces serving four to twelve 
learners can be created by sectioning-off 
part of the main room with furniture or 
dividers. Separate conference rooms (with 
windows for visual control) are appreciated 
by many groups throughout the school.

And the librarian’s desk needs to be situ-
ated for prompt one-on-one assistance. A 
library without a progressive, professional 
librarian is just a big room, no matter how 
well designed it may be.

What about books?

Will all books be replaced by digital re-
sources? Should we start ripping out book-
cases now? Much of this may well depend 
not on technology, but on how well Google 
does in the courts with its “scan now, ask 
permission later” approach to copyright. 

If U.S. intellectual property laws don’t 
change and ownership of the 70% of 

books that are not in print but not in the 
public domain remains in question, a lot 
of information will remain accessible only 
in print form. Libraries will definitely be-
come digital information centers, but not 
as quickly as one might think since con-
version speed is not a technical issue, but 
a legal, moral and social one. Books will be 
available in multiple formats for a very long 
time. Print, audio and digital will continue 
to co-exist quite nicely much as radio, tele-
vision and the Internet does now. 

Design for the technologies that are avail-
able now, not those just over the horizon. 
The horizon might be further away than 
you anticipate. And make flexibility one of 
your key goals as you reimagine your library 
space.

Conclusion
Look at places where kids DO want to be 
and see what might be learned from those 
spaces. The popularity of coffee shops indi-
cates that kids want a social learning space. 
Online preferences suggest we need to give 
kids a lot of access to digital resources. 
Gyms and theaters indicate that libraries 
should be performance spaces where kids 
can share information, not just absorb it. 
And finally, the popularity of social net-
working sites and media sharing sites like 
YouTube demands that we convert libraries 
into knowledge production areas.

Be very broad-minded about the func-
tions of the school’s library and get 

planners thinking less about designing an 
effective library, and focusing more on an 
effective school with a library program that 
supports the school’s goals.

LIRBARIES, cont'd page 30 
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serving as its basis. Indeed, with no previ-
ous empirical research to draw upon, this 
research has every possibility of helping 
to pave the way for further exploration of 
collaboration among international school 
heads. 

Dr. Georgia Williams is a member of the 
faculty at the Rabat American School; gwil-
liams@ras.ma 
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A good library is a physical indicator that 
a school embraces certain values regarding 
education—that multiple points of view 
have value; that teaching kids how to think, 
not just memorize, is critical; and that self-
exploration should be encouraged. I would 
hope the school library will continue to be 
an almost sacred space dedicated to hon-
oring those who use its resources to meet 
whatever informational, educational, so-
cialization and personal needs they might 
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are being afforded to our students, teach-
ers and parents are difficult to measure at 
this time.  But how will education today be 
viewed in the future?  Are schools provid-
ing a basis for the future or looking back at 
the past?  Since the time of Socrates there 
has been concern with new technologies 
and methods changing the educational 
process.  During these “interesting times” 
we have the obligation to move forward 
while providing a strong foundation for our 
students.

Education is at a crossroads.  Is this a turn-
ing point for education and the dawn of a 
new era of learning?  Or will time-honored, 
entrenched practices be wrapped in digital 
shells?  As educational leaders an under-
standing of the potential—for good or for 
bad—of technology in our schools is a req-
uisite component of leadership success or 
failure.  Digital communities require adept 
digital leadership. 

Dr. Mike Ribble began his career as a science 
educator at the high school level, and has 
worked as a K-12 administrator, commu-
nity college network manager, and later in 
higher education as a network manager and 
also as an instructional services coordinator.  
He is currently Director of Technology for a 
school district in Kansas.  He is the author of 
Digital Citizenship in Schools and Raising 
a Digital Child (2009). Email:  MIKER@
manhattan.k12.ks.us 
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The accreditation of international 
schools by recognized agencies 
in the United States has been 
a common practice since the 

1930’s when the first school to be so recog-
nized, the American Schools Foundation in 
Mexico City, was accredited by the South-
ern Association of Colleges and Schools 
(SACS).   Since then, almost all American-
type and other international schools have 
sought validation of their programs in the 
form of accreditation, membership in an 
association, or some other independent 
standard of quality. What has occurred in 
the ensuing eight decades in the area of ac-
creditation is worthy of detailed review and 
further study.

A Short History
In the beginning there were only six re-
gional accrediting agencies that recognized 
both public and independent schools in the 
United States. The New England Associa-
tion of Schools and Colleges (NEASC), 
founded in 1885, is the oldest accredit-
ing agency.  The Middle States Associa-
tion of Colleges and Schools (MSACS) 
followed in 1887, and shortly thereafter, 
the Southern Association of Colleges and 
Schools (SACS; 1895) and the North Cen-
tral Association of Colleges and Schools 
(NCACS; 1896) were established. The 
other two associations, the Western Asso-
ciation of Schools and Colleges (WASC), 
and the Northwest Association of Schools 
and Colleges (NASC) were founded in the 
early 1900’s. (In 2006, SACS and NCACS 
united to form a cooperative association, 
AdvancED. Although no statement could 
be found on the websites of either entity, 
one may assume that accreditation by one is 
tantamount to accreditation by both.).

The nature of all six of these associations is 
perhaps best described in Dr. James Stilt-
ner’s unpublished doctoral thesis, The Com-
mission on Secondary Schools in Transition 
(1982):

Regional accreditation is voluntary, ex-
tra-legal, and institution based. The con-
cept of regional accreditation is based on 
the idea that schools are improved through 
self-evaluation (emphasis added) and co-

operative efforts to meet standards that 
have been developed by peers. Systematic 
involvement provides opportunities for 
schools to have a voice in their destiny rather 
than be subject to rules and regulations that 
are determined by an outside group or orga-
nization (emphasis added) . . . In this way 
(accreditation) has served: (1) the pupil 
by helping to develop a planned and sys-
tematic program of school improvement; 
(2) the community by giving reassurance 
to the public seeking to assess the quality 
of the schools; (3) the teachers by pro-
viding access to professional experiences 
in evaluation and improvement projects; 
and (4) the school board by providing 
periodic professional evaluations to assist 
them in making valid decisions (p. 6).

The statement is from a SACS publication 
(1977).  Its tenor is one of local control and 
self-determination, much in contrast to the 
current politicization of education by fed-
eral and state legislatures and executive of-
fices. All professional educators are aware 
of the proliferation of external forces seem-
ingly beyond their control, all demanding 
compliance, cyclical reports, and frequently 
the payment of fees for the privileges of 
membership and recognition. Some of 
these forces are beyond the control (and 
outside the scope) of the traditional com-
plex of regional accrediting agencies (here-
after, REA) and governmental authority.  
These autonomous forces also contribute to 
the confusion of standards, the plethora of 
accountability measures, and public distrust 
of claims of quality made by schools.  

Voluntary Membership             
Organizations
It would seem that voluntary membership 
organizations—i.e., associations which of-
fer services and other benefits of member-
ship to educational organizations—have 
unique criteria (related to the mission and 
the targeted niche of clients), have prolifer-
ated in the years since World War II, and 
are often viewed by a naïve public as tan-
tamount to accreditation or a stamp of ap-
proval by the organization. To mention just 

a few of these agencies, all voluntary: 

• Regional Accrediting Associations (REA):
–AdvancED (SACS and NCA)
–SACS—Southern Association of   Colleges 

and Schools
–NCA—North Central Association
–MSA—Middle States Association
–NEASC—Northeastern Association of 

Schools and Colleges
–WASC—Western Association of Schools and 

Colleges
–NASAC—Northwest Association of Schools 

and Colleges
• The National Association of Independent 

Schools (NAIS)
• The Coalition of Essential Schools (CES)
• The International Baccalaureate Office (IBO)
• The College Entrance Examination Board 

(CEEB)
• The European Council of International Schools 

(ECIS) and its subsidiary,
• The Council of International Schools (CIS)
• The Association for the Advancement of Inter-

national Education (AAIE)
• The Council for International and Transre-

gional Accreditation, CITA, (now absorbed by 
SACS.)

• Regional School Associations (with discrete 
membership criteria):
–The Tri-Association (The Association of 

American Schools of Central America, 
Colombia-Caribbean, and Mexico) 

–AASSA
–AISA
–CEESA
–EARCOS
–MAIS
–NESA
–ECIS

There are also many religious school-based 
organizations such as the Association of 
Christian Schools International, the Asso-
ciation of Advanced Rabbinical and Talmu-
dic Schools, the Association of Theological 
Schools in the United States and Canada, 
the Association for Biblical Higher Educa-
tion, and the Transnational Association of 
Christian Colleges and Schools.

Other external forces include legislated, 
non-voluntary accrediting agencies as 
well, all of which probably override the 
standards of the voluntary agencies above.  
For instance, all 50 United States accredit 
(or license) both public and independent 
K-12 schools within their jurisdictions.  
For international schools, many countries 
with Ministries of Education accredit (or 
license) K-12 schools within their jurisdic-
tions.

Accreditation of International Schools:  
Assessing the quid pro quo 

By Gilbert C. Brown
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Although all of the above named groups, 
and those omitted for lack of space, have 
their own criteria for membership that ex-
tend beyond the mere payment of annual 
dues and membership entry fees, not all 
have specific ‘protocols’ for membership.  
These protocols are often termed ‘evalua-
tive criteria’ and serve to verify adherence 
to published ‘standards.’ SACS and the 
NCA are owners of the National Study for 
School Evaluation (NSSE), publisher of 
various ‘protocols’ for schools to follow in 
performing their periodic self studies. 

One would think it strange that each of the 
five remaining U.S. associations, and the 
others that have protocols for admission to 
membership, would use documents unique 
to each one and vaguely different from the 
others. However, each of these associations 
was formed when travel was an obstacle 
and communication was less than instan-
taneous.  In the early 1900’s when WASC 
was founded, it was a continent—you 
might say, a world—away from NEASC. 
Little opportunity existed for the frequent 
exchanges that are possible now.  Thus, each 
had to ‘reinvent the wheel’ of accreditation, 
responding to the widely varying needs of 
their own geographic areas.

Another two associations have now ad-
opted single protocols similar to SACS 
and NCA.  ECIS and NEASC arranged 
to modify the protocol that was applied to 
schools in New England, adapting it for use 
in international schools. 

REA Standards Evolve
Many of the original standards for mem-
bership in the original six US accrediting 
agencies have required modification to 
keep up with advances in educational tech-
nology and evolving pedagogical practice.  
For instance, early standards had a quanti-
tative focus. Schools were required to meet 
certain physical requirements (e.g., one as-
sociation had a standard requiring five acres 
of land plus an additional acre for each 100 
students enrolled.). Other measurable, 
quantitative discreet variables included 
pupil/teacher ratios, science laboratories, 
qualifications of teachers by degrees earned, 
counseling service per pupil, per pupil ex-
penditure, annual library expenditure and 
the number of volumes and subscriptions 
therein, teachers’ salaries, etc. 

These discreet and statistically measur-
able variables, all indicative at the time of 

schools worthy of accreditation, had to be 
modified to accommodate new norms that 
advances in technology and communica-
tion brought to the field. With the advent 
of virtual schools, virtual classrooms, and 
on-line courses, such historic standards 
had to be reconsidered.  Indeed, one of 
largest accredited universities in the US 
today has no physical facilities and offers 
all of its courses on-line. The University of 
Phoenix, with more than 492,000 students, 
was accredited in 1978 by NCA (program 
certification information available online 
at http://en.wikipedia.org/wiki/Universi-
ty_of_Phoenix#Accreditation). The world-
famous Calvert School, an over 100-year-

old home-schooling program designed to 
help parents living in remote posts where 
no schools are available, proclaims on its 
website, 

“ . . .curricula accredited by the Commis-
sion on International and Transregional 
Accreditation (CITA). Courses are ap-
proved by the Maryland State Department 
of Education and accredited by the Middle 
States Association.” 

Many of the earlier criteria had to be modi-
fied or abandoned.  Indeed, at present most 
of the criteria published for accreditation in 
the self-study guides are qualitative, more 
difficult to measure, and thus dependent 
upon ‘expert opinion,’ rather than solely 
upon verifiable statistics.

The REA are membership-based, respond-
ing to the needs of their constituents.  They 
have an outreach component in their mis-
sion statements, identifying the goal to 
help all schools improve their programs 
and develop plans for continuous growth 
with constantly improving services to their 
students.  The accrediting agencies are alert 
to emerging trends in the field as demon-
strated by their members to include such 
advances among their standards.

As these standards evolved, schools outside 
the areas of the original six agencies sought 
opportunities to achieve accreditation.  In-

ternational schools, starting with those that 
identified themselves as offering Ameri-
can-based curricula, were encouraged to as-
pire to membership equal to sister schools 
in the US.

Accreditation grows among 
international schools
SACS accredited the first international 
school in 1930 in Mexico.  However, in 
1929, the Middle States Association had 
already accredited schools in the Canal 
Zone (Fox, p. 22). Stiltner (p. 133) points 
out that the two schools that MSA accred-
ited were on territory under the jurisdiction 
of the United States and thus might not be 
considered as international-type schools. 
He indicates that shortly after the review 
of accreditation for schools outside the US 
in 1928, three schools applied for accredita-
tion to SACS, one in Honduras and two in 
France.  There is no indication if any of the 
three applications received any type of ac-
tion from SACS.  However, the first Euro-
pean international school to be accredited 
was by Middle States in 1936, the Interna-
tional School of Geneva (Fox, p.22).

At the SACS annual meeting in 1938, W. 
L. Spencer, SACS Chairman of the Com-
mittee on Extra-Territorial Accreditation, 
reported several applications for accredita-
tion from overseas schools. The Committee 
approved a motion allowing the Secretary 
of the Secondary Commission of SACS 
to handle all such requests, and approved 
a budget for attending to them. In 1939, 
SACS then accredited The American High 
School (Lincoln School) in Buenos Aires 
and the Lago Community High School in 
Aruba.  The advent of World War II her-
alded the interruption of such accredita-
tions (Fox, pp. 23-24).

When the war ended, interest in accredi-
tation from overseas schools was renewed.  
MSA and SACS were the only two as-
sociations at the time that had a history 
in the field of working with international 
American-type schools.  The North Cen-
tral Association became the official ac-
crediting agency for the Department of 
Defense Education Agency Schools.  Ac-
cording to statistics from 1968-69, SACS 
had accredited 39 schools all in the area of 
the American Republics, and MSA had ac-
credited 11 in such disparate locations as 
Japan, Greece, France, Taiwan, Thailand, 

ACCREDITATION, continued, page 34 
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Switzerland, Pakistan, India, Kenya, and 
Iran (Fox, pp. 130-143). 

Clearly, the disparity of areas of interest 
of these two associations among the exist-
ing six had to be regularized, including the 
then existing ‘gentlemen’s agreement’ that 
allocated the DoD schools’ accreditation to 
the NCA. 

CORSAC 
With the many US accrediting agencies 
functioning outside the US, some order 
seemed necessary to determine which 
agency had jurisdiction in which areas.  An 
effort was made to “formalize the informal” 
agreement already in place.

Roderic D. Matthews, Chairman of the 
Commission on Secondary Schools of 
the Middle States Association, reported 
on a meeting in 1961 that was attended 
by representatives from five regional asso-
ciations. [It would appear that the North-
west Association was the missing association 
of the six.] . . Several of the associations 
were already involved in accrediting 
these schools [serving American children 
in foreign countries.] . . .[I]n effect, the 
result of this meeting was a gentlemen’s 
agreement [emphasis added] to respect the 
jurisdictional lines that had been estab-
lished. [N.B., SACS in Latin America and 
the Caribbean; MSA in Europe, Africa, 
the Near East and parts of Asia; WASC in 
East Asia and the Pacific islands; and NCA 
with DoD worldwide.] The informal ses-
sions developed into regular meetings 
and in 1967 an organization called the 
Council of Regional Secondary School 
Accreditation was formed. . . . The name 
was later changed to the Council of Re-
gional School Accrediting Commissions 
(CORSAC) when the Commission on 
Elementary Schools was admitted to 
membership [in 1971]. NEASC [never 
a party to the gentlemen’s agreement men-
tioned above] declared its intention of be-
coming involved in the accreditation of 
American schools overseas, and in 1979 
an agreement was reached whereby its 
request was honored.  It could accredit 
schools in any (emphasis added) jurisdic-
tion provided certain guidelines were fol-
lowed.  The guidelines were not hard and 
fast rules but an extension of the gentle-
men’s agreement that had established the 

jurisdictional boundaries earlier. (Stilt-
ner, pp. 158-160).

On the other hand, Fox’s research found 
the written minutes of CORSAC’s prede-
cessor.

In February, 1962, the Council met in St. 
Louis, Missouri.  During this meeting it 
was recommended: “. . . that the following 
paragraph appear in an appropriate place 
on the List of Accredited Schools of each 
Association: The accreditation of schools 
serving American children abroad is pro-
vided through a cooperative agreement 
of the regional associations.  [That might 

mean all the regional associations since the 
Council purported to speak for all.] Schools 
for American Dependents Abroad and 
supported by the Defense Department 
are accredited by the North Central As-
sociation. American type schools in Latin 
America are accredited by the Southern 
Association, and schools for American 
children in other countries are accredited 
by the Middle States Association.”  The 
aforementioned paragraph was approved 
by the association representatives present 
at the meeting.  These included persons 
from NCA, SACS, NACS, [Northwest 
Association] and NEASC. . .[CORSAC 
minutes from 1967 indicate a modification 
of the above arrangement]. It was reported 
that the Western Association, which now 
serves California, Hawaii and Guam, has 
received inquiries from some schools in 
the Far East asking about the accredita-
tion services of WASC. Far East schools 
are presently (sic) served by the Middle 
States Association. The suggestion was 
made that territorial assignments be re-
viewed. . . . that the Western Association 
of Schools and Colleges be authorized to 
accredit American Schools in the Pacific 
Area; that the portions of the Far East 
included be further delineated and the 
schools in that area currently accredited 
by the Middle States Association could 
continue their affiliation with that Asso-

ciation until, by mutual agreement, they 
choose to change (Fox, pp. 30-32).

From this, it is difficult to determine if the 
written agreements Stiltner found in the 
minutes of CORSAC meetings from 1969 
to 1979 were binding on anyone, since he 
mentions “gentlemen’s agreements” sev-
eral times and Fox cites them as written 
minutes.  Up to this time, NEASC had 
little to do with the overseas schools. But 
in 1969, CORSAC noted that New Eng-
land was accrediting a school in Rome, the 
area granted to MSA by mutual previous 
accord.  However, MSA chose to agree to 
the presence of NEASC in their delineated 
area as established by CORSAC because 
the school in question was chartered by a 
New England state (Fox, pp. 32-33).  Thus, 
we note the first, but not the final, intrusion 
of one regional accrediting association into 
the area of another that would lead to the 
eventual breakdown of both written and 
tacit understandings.

It would appear that NEASC did not feel 
itself bound by these earlier agreements, 
and soon (in the late 1960’s or early 1970’s) 
was accrediting schools in all areas, some 
of which had been previously accredited by 
the other associations.  NEASC was also a 
key player in the founding of the accredita-
tion venture of ECIS. This later engendered 
the Council of International Schools (CIS) 
accreditation agency, probably the most ac-
tive entity currently involved in the accredi-
tation of international schools.  

CORSAC, as an organization, ceased to 
exist around the time of the expansion of 
NEASC accreditation, although an exact 
date of dissolution is not available. It may 
be assumed that the Executive Directors 
and officers of the remaining five or six re-
gional associations, as one may choose to 
count them, are in informal contact with 
each other.  However, no overarching, con-
sensual agency exists to regulate the activi-
ties of all US associations or to adjudicate 
questions of the prerogatives of each, either 
in the national or international sphere. In-
cidentally, the same may be said to be true 
for the overseas regional associations of in-
ternational schools, each one independent 
of the others.

The entry of NEASC into the overseas 
schools accreditation arena soon led to the 
abandonment of jurisdictional lines and 
to the possibility of schools might change 
their accreditation affiliation in accordance 
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with their perceived needs.  The question 
arises, “Is accreditation by one association 
(or membership in another that does not 
require the ‘self-study’ process) more valu-
able than accreditation by another?”  And 
a corollary, “Shouldn’t accreditation by any 
of the six (or five remaining) US accredi-
tation associations be reciprocal with ac-
creditation by one transferable to any of the 
others?” Or, to be blunt, “What is one as-
sociation doing in the jurisdictional area, as 
established in the “gentlemen’s agreement,” 
of another?”

Enter the Office of Overseas 
Schools (A/OS)
The Department of Defense was concerned 
that its schools around the world would be 
accredited schools as prima facie indication 
of their level of acceptability to families of 
American armed services personnel sta-
tioned abroad.  

Government officials were especially 
anxious to have the Military Dependent 
Schools accredited but were concerned 
with having to deal with so many dif-
ferent associations. [At that time, 1953, 
at least four US accrediting agencies were 
active in the overseas school arena.] On 
invitation from the government, repre-
sentatives of MSA, NEASC, NCA, and 
SACS met to consider possible alterna-
tives. The NCA was the most involved of 
the four organizations in the accredita-
tion of dependent schools. Agreement 
was reached [by the four associations] 
to let them [NCA] accredit all Military 
Dependent Schools that were not already 
accredited by one of the other regional 
associations [SACS and MSA were al-
ready accrediting DoD schools in the Canal 
Zone and Cuba.] (Stiltner, p. 136).

This agreement, later ratified by CORSAC, 
was that the NCA, and only NCA, would 
do these accreditations and on-site visita-
tions to confirm the adequacy of the DoD 
schools abroad (Stiltner, p. 136). The in-
tentions of DoD surely included the well-
being of personnel posted abroad, with the 
assurance that their accompanying depen-
dents could find adequate services wherever 
they were posted, including K-12 school-
ing.

In 1964, with the federally-legislated cre-
ation of the Office of Overseas Schools, A/
OS, school accreditation across the world 
received a new impetus. 

The United States Government, particu-
larly through the Department of State 
and related agencies, has long been con-
cerned with assisting American spon-
sored schools and for over twenty years 
has provided some type of financial sup-
port to them under various legislative au-
thorities. (These) were brought together 
(in 1964) into one coordinated program 
with the establishment of A/OS of the 
Department of State.  Dr. Ernest Man-
nino was designated Director (of A/OS)  
(Fox, p. 7).

Upon assuming office, one of Mannino’s 
earliest concerns mirrored that of DoD, 
that the several overseas schools in those 
areas where State Department personnel 
were assigned provide educational services 
equal to those which they would have re-
ceived had they remained in the US. Ac-
creditation seemed to be the key to this 
objective. Mannino lent moral, financial, 
and motivational support to assure that 
schools with greatly limited budgets could 
afford membership in a regional accredita-
tion association, the cost of committing to 
the self-study, and the costly visit of the ac-
creditation team (some of whose members 
had to originate in the US)

Whereas accredited international schools 
numbered only in the dozens when A/OS 
was created, because of its support, soon 
those numbers reached the hundreds, and 
with the advent of the numerous other ac-
crediting agencies mentioned earlier, are 
probably now, in 2010, in the thousands. 
As Stiltner so aptly put it, “Accreditation in 
this sense has been the ‘good housekeeping’ 
seal for education” (p. 14).

But the problems that existed in the 1960’s 
and 70’s, to which the works of Fox and  
Stiltner (p. 158) both attest, persisted:

(CORSAC Chairman, at the time, 1968, 
Mr. Richard Bradley was authorized 
to form a committee) to study past ac-
tion and develop a written statement of 
regional responsibilities in the area of 
evaluation and accreditation of Ameri-
can schools abroad... (The committee 
found) that jurisdictional arrangements 
are to be made by an agreement between 
or among the regional associations in-
volved.  Based on this resolution and its 
inherent vagueness it is doubtful if the 
matter of territorial jurisdiction is indeed 
permanently resolved (Fox, pp. 34-35).

The prescience of Mr. Bradley’s commit-
tee should be noted. It was indeed doubtful 
that collaboration among the regional ac-
crediting associations would yield any form 
of enduring gentlemen’s agreement or col-
laboration.  As of this writing, no single set 
of standards applies to all the accreditation 
associations.  For instance, from the web-
site of WASC (www.acswasc.org/faq.htm) 
it may be confirmed that under certain 
circumstances WASC will accredit home 
schools in which a child is taught by a par-
ent or a close relative.  WASC does indicate 
that it prefers to accredit schools that have 
at least 15 students, even using the word 
‘must’ in its statement of eligibility for that 
number.  The Northwest Association, at its 
website (northwestaccreditation.org), indi-
cates that it accredits schools in the most 
diverse of areas and enrollments: Egypt, 
Miami, Costa Rica, Macedonia, Poland, 
Spain, and the United Arab Emirates.  It 
identifies one candidate school with a re-
ported enrollment of two students. It is 
clear that each regional accreditation as-
sociation jealously retains its independence, 
and that a proposal of reciprocity among 
accreditation agencies may present an in-
convenient challenge.

Changing the Image of              
International Schools
Accreditation was a necessary process, a 
tool, to overcome the rudimentary begin-
ning of many of the international schools. 
As one current overseas international 
school head put it with such accurate sec-
ond-sightedness, “We had a lot of cowboys 
out there a half century ago” who were 
lacking in the rudiments of most aspects 
of school management and educational 
leadership.  The accreditation process that 
attracted so many allowed formerly ‘fly-
by-night’ institutions to adopt norms of 
operation that elevated them to standards 
equal to their sister institutions in the US. 
The hope may have been that they would 
become beacons for their local colleagues.  
Accreditation was one factor leading to the 
goal of creating ‘showcases of excellence’ 
that the US Government, during the ad-
ministration of President Lyndon Johnson, 
wanted to foster in the international com-
munity to demonstrate the benefits of a 
liberal education—the sine qua non of the 
democratic form of government.

That negative image is part of a consciously 
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abandoned past.  Most international schools 
draw their administration and faculty from 
a highly-trained and qualified population.  
Advanced degrees are found in profusion.  
Even international school boards that in 
earlier times had little knowledge of what 
their function was in a nonprofit educa-
tional institution, now arrive on the job 
through training programs supported not 
only by NAIS and AAIE, but by each over-
seas regional association (Cf., The Interna-
tional Trustee Handbook, David Chojnacki, 
Editor, NAIS, 2007, Washington, DC.). 
The original thrust of accreditation has 
been modified to recognize the advanced 
skills of those professionals who have made 
careers in international education. Indeed, 
many current and former international 
educational leaders sit on boards of the ac-
creditation and international membership 
associations. Chojnacki, who is Execu-
tive Director of EARCOS, is also a board 
member of NAIS. The torch has passed to 
the hands of international educators, and it 
is surely being held higher than ever before. 

At this point it must be noted that inter-
national schools even have their own ac-
creditation association(s), and are no longer 
dependent solely upon the original six ac-
crediting associations of the US. The ques-
tion remains: “Who recognizes this?” And, 
“Does it make any difference?”

The Value of Accreditation
The various websites of the several accred-
iting agencies (those of long-standing and 
the relatively new agencies) offer insight 
into the associations’ views of the value of 
affiliation with them via the assessment 
process. Indeed, similar statements of that 
value can be found in the works of both 
Stiltner and Fox accomplished 30 to 40 
years ago. Those statements of value seem 
to be as valid today as then.  There are ques-
tions to be answered:

• If the value of accreditation is so ex-
plicit, and so immutable—despite the 
metamorphosis from former quanti-
tative values to those of today’s more 
qualitative nature—why is it necessary 
to have so many agencies doing what 
should be the same thing? 

• Is a school that offers the IB over the 
AP better for it?  If a school offers 
both, is it the best?  If it offers neither, 

preferring to allow students to follow 
their needs via distance learning, is 
that school insufficient?  

• Does a paradigm exist that schools, 
large and small, should follow to 
achieve the highest degree of excel-
lence?  Or is accreditation a kaleido-
scope, to be turned until one achieves 
the image one desires?

According to Dr. Robert L. Gross, “My fac-
ulty detested these accreditation visits by these 
so-called teams of inspectors. They were only 
interested if we met their countless standards. 
My staff wanted to try materials beyond these 
standards, something on the cutting edge, tak-
ing risks with new programs that might build 
engineering and our school ’s reputation as a 
leader in its field. The visiting team was nev-
er interested in what we were doing beyond 
meeting the limited standards of our associa-
tion” (Dr. Robert L. Gross, Dean Emeritus, 
College of Engineering, Columbia Univer-
sity, 2010).

Measuring success one investor at a time.
Sales motto of Dean Witter, 

former stock brokerage house.

We have to earn our wings every day.
Motto of former Eastern Airlines.

Today’s students; tomorrow’s innovators.
Motto of Intel, Inc.

If a manager at Big Blue (IBM) proposed to 
rely on the past as an accurate gauge of
future risks, he would probably be fired.

Lowenstein, 2000

I survived the KCP Self Study.
Motto on a tee shirt created by the staff 

of the Karl C. Parrish School, 
Barranquilla, Colombia, 

for a SACS accreditation in the 1980s.

With all the benefits of an accreditation 
process come the costs, not all of which are 
merely financial. The benefits as described 
by Stiltner (pp. 14-17) give assurance to 
faculty, students, trustees, the community at 
large and to the good name of the school it-
self. Indeed all accredited schools are quite 
proud of this achievement if one judges 
by its inclusion on letterheads and school 
websites. The process is intended to be one 
of keen self-assessment to uncover both 
weaknesses and strengths and to determine 
how to alleviate the former and develop the 
latter.

The process and the resultant recognition 
are no assurance to anyone that the school 
can be all things to all people.  The feelings 
of a parent of a failing student cannot be 
assuaged by being informed that the school 
is an accredited school.  Indeed, all of the 
schools that are failing under the federal 
No Child Left Behind Act (NCLB) of this 
last decade are accredited schools, by vir-
tue of regional and/or state accreditation.  
Furthermore, probably all the students in 
these schools are being taught by state-
licensed teachers. And though the school 
may fail, in it are students who are probably 
amazingly successful.  Accreditation gives 
no guarantee that a graduate will be able 
to attend university in the US, or for that 
matter, elsewhere. It is no consolation to a 
parent of students who have been rejected 
by a university that they are graduates of an 
accredited school.

It certainly doesn’t preclude the violation by 
the school’s board of trustees of the board 
interference standards, still existent in 
many self-assessment protocols (Cf., blog 
of James Ambrose, August, 2010, AAIE, 
about African international schools.).  

Since standards are made and approved by 
the membership of most accrediting agen-
cies, it follows that they may be historical, 
and moreover, satisfying because they re-
inforce the existing majority membership’s 
time-honored and traditional practices.  
Perhaps standards would be better written 
if they encouraged risk taking.  Given the 
lack of effective reform in our schools, rea-
sonable attempts that result in failure may 
be better than doing things ‘the way I was 
taught when I went to school.’ From the 
attempts of those who were brave enough 
to innovate, to face possible failure, come 
the successes that characterize a forward-
looking society that seeks a better way to 
do whatever it needs. One speculates about 
the motivation to transform a school that is 
accredited and self-satisfied.

Success in our educational endeavor and in 
our schools, as the examples of Dean Wit-
ter and Eastern Airlines indicate, is mea-
sured by the individual achievement of each 
student and by how well the school is oper-
ated each day of its functioning.  One can-
not be sure that a once-every-five-year (or 
seven-year) self study is adequate to mea-
sure success one child at a time, or to win 
wings every day. Lowenstein’s statement is 
not to eschew the past, but to refocus future 
effort.  
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The real problem is the humor of the Karl 
C. Parrish tee shirt made by the faculty af-
ter the SACS self study.  They humorously 
considered the process an onerous diver-
sion, an interference with their primary 
task to attend to the needs of their students.  
When accountability measures are focused 
on fait accompli rather than upon projected 
future efforts, and the objective is multiple 
and redundant recognitions of past quality, 
then the effort becomes a trophy hunt, or a 
game of “capture the flag.”

One wonders what would be the response 
if chief school administrators were to ap-
proach their faculties and ask what process 
other than the self-study and accreditation 
would better enhance service to their stu-
dents.  That may be the real problem with 
the current process of accreditation.  It 
leaves no room for innovative changes that 
may herald a new epoch. Innovative stu-
dents needed for an economy that is chang-
ing seemingly every day cannot be created 
by attending that which existed only in the 
past.  One might ask Intel, “How do we 
make tomorrow’s innovators out of today’s 
students?”  One thing is certain; one would 
never ask that question of an accreditation 
association.

Balancing Benefits and Cost
If, indeed, as Stiltner summarized it so 
pointedly, “Accreditation... has been the 
“good housekeeping” seal for education,” is 
that seal still as valid as it was three decades 
ago?  Ketterer would aver to the contrary. 
In his “Research is the Key” in this journal’s 
Fall 2009 issue, he stated:

The intensification of the accountability 
movement has corresponded to the pro-
liferation of professional membership 
organizations, regional/ state/ indepen-
dent accreditation agencies (in competi-
tion), legislative pressure, and a powerful 
technology that has turned almost every 
aspect of school assessment into a com-
modity that may be purchased... I want 
to... point out the danger of describing 
acceptable performance as superlative 
success... Because accreditation—once 
recognized as a distinction—is now as-
sumed to [be] a normative condition of an 
acceptable school. Let me repeat: accredita-
tion was once an achievement; it is now a 
minimum standard. (p. 5)

The sentiments expressed by Lowenstein 
and in the Intel motto are congruent with 

Ketterer’s observation.

As if aware of the alleged obvious deter-
mination that normative conditions do not 
constitute  excellence, many international 
schools attempt to overcome this ‘norma-
tive-ness’ by announcing multiple accredita-
tions and memberships in associations that 
recognize them.  A school may announce 
itself to be accredited by NEASC, CIS, the 
International Baccalaureate Office, the host 
country ministry of education, and a mem-
ber of several regional associations, not the 
least of which is the NAIS. “Surely,” (so 
goes the thinking of board members and 
heads of schools), “our many associations 
convince even the most doubting of our 
client parents, and the schools to which 
our graduates apply, that we have a school 
with an outstanding and unique program 
of education.” One accreditation no longer 
seems to be enough, as it once was when 
the accreditation of schools outside the US 
began in the 20th Century.

Truths, Convenient and          
Otherwise
This writer had neither the resources of time 
nor finances to study the usual arguments 
made in favor of accreditation. (Some read-
ers may allege that he lacked the intellectu-
al resources as well.).  What follows is a re-
porting of contacts made with universities 
and a state education department in North 
Carolina. It should be noted that the uni-
versities contacted are well known and are 
what has come to be described as “competi-
tive” admission type, with high standards 
for entry into the freshman class, with at 
least three times the number of applicants 
as places available.  

Argument 1: College Admissions
College admissions officers (who agreed to 
speak anonymously) are not interested in 
the accredited status of the schools from 
which their applicants originate. As three 
explained, 

“We accept students from all types of 
schools, even from home schools.  Our 
students come from the widest variety of 
schools in all countries around the world.  
We are unable to determine what the ac-
credited status of a school may be when 
a foreign student applies from India or 
China or Poland.  We rarely look for the 
words ‘accredited by’ when we receive 
a profile from a foreign school, or for 

that matter, from a public or indepen-
dent school in the US. More important 
is the curriculum offered, the nature of 
the courses [all admissions officers were 
familiar with both the IBDP and the AP 
courses] offered at the school and whether 
the student was enrolled in those that 
were most demanding with their level of 
achievement” [Anonymous interviews, 
2010].

Also of interest to them were test results, 
outside interests, projects in which the ap-
plicant participated during teen-age years, 
results obtained at the university by stu-
dents from the school previously admit-
ted, and diverse experiences. One counselor 
stated that, to her, “All accreditations are 
the same,” including those of local minis-
tries, state departments of education, and 
regional accreditation associations.  Only 
one had vaguely heard of the Council of 
International Schools, but she did not 
know it was an accreditation agency. One 
stated an emerging difficulty in evaluating 
student applications, referring to the in-
creasing number of applications in which 
students support their documentation with 
courses taken on-line in the most disparate 
of locations.

Argument 2:  Credit on the Salary 
Scale
Ms. Claire Kain, of the North Carolina 
Public Schools, Department of Public In-
struction, Licensure Section, in Raleigh, 
NC, reported that in the evaluation of pre-
vious teaching or administrative experience 
in that state for placement on the salary 
scale, no attempt is made to determine if 
the experience was earned at an accredited 
school.  All that is necessary is the affirming 
signature of the previous employer attested 
by the superintendent of the current school 
district that the applicant was a full time 
—or part time—teacher or administrator 
in a school and in the same subject area, or 
grade level(s) for the number of years for 
which credit is being applied. The form on 
which such application is made, “Verifica-
tion of K-12 Educator Experience,” avail-
able at the website, ncpublicschools.org, 
has no field in which to indicate accredited 
status of the school at which the applicant 
was previously employed. Clearly, this as-
pect of the commonly held belief that 
placement on the salary scale of a public 
school is dependent upon previous experi-
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ence in an accredited school should be veri-
fied with other states to which a teacher or 
administrator may apply.

NCLB and Accreditations
For many years, the majority of US pub-
lic schools have functioned under the “No 
Child Left Behind” act of the federal gov-
ernment.  Within the parameters of this 
legislation, schools that did not achieve 
certain measures of educational attainment 
for their students were declared ‘failing 
schools.’  Every one of these ‘failing schools’ 
was accredited by some agency, surely at 
least by their state education department.  
Statistics are not available of how many 
of these schools were also accredited by a 
recognized regional voluntary membership 
association. Probably all of these students 
were taught by licensed, accredited teach-
ers, authorized by the states in which the 
schools were located. The question here 
is whether anyone can decree achievable 
standards, however desirable or admirable, 
whether by government enactment or vol-
untary acceptance.

Advent of New Agencies

Although NEASC had earlier shown 
little interest in the accreditation of 

the extraterritorial schools, except for the 
one school in Rome, it later became very 
interested in these schools. The Executive 
Director of MSA, William H. Etsweiler, 
insisted that all visitors be US-qualified 
assessors.  This meant that schools in Eu-
rope, Africa, Middle East and Asia, some 
of which were quite small in enrollment, 
would be faced with burdensome costs to 
transport and support these evaluators, 
with teams as large as 15 members, if they 
wished to become affiliated with MSA as 
accredited schools.  Mannino, the new Di-
rector of A/OS, sought an alternative.  He 
contacted a friend from his home town, 
Richard Bradley, who was then the Execu-
tive Director of NEASC, to determine if 
NEASC could offer a more affordable al-
ternative. Bradley was also a long-time col-
league of Gray Mattern, then the Executive 
Director of the growing European Council 
of International Schools, also interested in 
accreditation processes.

Bradley offered the alternative of bring-
ing only a few, perhaps as few as two, as-
sessors approved by NEASC headquarters 

with the other assessors being chosen from 
among qualified others who were already 
working in the area of the candidate school.  
This would greatly lower the cost of trans-
portation to the school.  Bradley also in-
dicated that the size of the visiting teams 
could be reduced since most of the schools 
to be accredited were quite small. 

When Mattern broached the possibil-
ity that ECIS would form its own 

accreditation agency, it was not met with 
much enthusiasm by A/OS. A/OS wanted 
a US-recognized commission to do the 
accreditation to ensure US employees of 
the Department of State that the overseas 
school was the equal of an accredited school 
in the US. Notwithstanding, the process 
that evolved and grew as a ‘joint venture’ 
between NEASC, A/OS and ECIS was 
founded on the personal relationships be-
tween the major players, all from New 
England: Bradley, Mannino and Mattern 
(Bradley, 2010).

It was only later when Dr. Vincent Fer-
randino became Executive Director of 
NEASC that an arrangement was con-
firmed with ECIS resulting in joint ac-
creditation processes between the two 
agencies.  The arrangement was initiated 
by ECIS. Thus, ECIS could enter into the 
field of K-12 accreditation with the clear 
approval of an already established and rec-
ognized US agency.  Ferrandino confirms 
that a new protocol for the self study was 
established that would address the needs of 
both US parents and those of other nation-
alities attending an American-type inter-
national school.  If a school wished to be 
accredited by both ECIS and by NEASC, 
it had to join both organizations.  However, 
for a joint accreditation using the adapted 
self study, the visiting team had to have 
joint chairpersons, one from each agency.  
NEASC was willing to accept a single 
chairperson for a joint accreditation, but in 
that case, the chairperson had to be selected 
by NEASC. 

At the time of the agreements between 
NEASC and ECIS, Ferrandino had 

no idea that the result would be the pres-
ence of ECIS in other areas of the world 
other than Europe and perhaps Africa. 
ECIS later spun off its accreditation arm 
into a separate unit, the Council of Interna-
tional Schools (CIS), which does accredita-
tions in all parts of the world, including all 
types of international schools. ECIS now 
has membership but no longer does accred-

itations. When asked if reciprocity existed 
between the two agencies in cases of uni-
lateral accreditation by either, Ferrandino 
was quite clear that such reciprocity did not 
exist on the NEASC side.  For reciprocity 
to exist in a joint accreditation, the chair, or 
co-chair, of the visiting team had to be ap-
pointed by NEASC. The visitation report 
would have to be approved by the NEASC 
membership (Ferrandino, 2010).

If ECIS had announced itself as an au-
thorized accreditation agency without 
the imprimatur of NEASC, one wonders 
if anyone would have recognized it as an 
equal to the original six.  Mattern was wise 
enough to know that ECIS may have en-
countered insurmountable impediments to 
world-wide and US recognition without 
NEASC support.  Once that support was 
assured, the other five organizations, all 
of whom recognized NEASC as an equal 
partner, perhaps a primus inter pares, could 
not object to a new accreditation agency. 
The quondam partner has now gone its 
own way as CIS, accrediting schools of all 
types wherever they are found, including in 
the US. As of this writing, the CIS website 
indicates over 320 accredited schools in 87 
countries on all continents except Antarc-
tica, including the US, with a total mem-
bership of approximately 650 schools.    

Multiple Accreditations

NEASC and ECIS are not the only 
instance of multiple accreditations.  

With the advent of the International Bac-
calaureate Office (IBO; http://www.ibo.
org/) in 1968 and the growing popularity 
of its many programs for both international 
and national schools, many schools inform 
parents that their programs include recog-
nition from the IBO. If these same schools 
offer the Advanced Placement Internation-
al Diploma (APID; http://www.colleg-
eboard.com/student/testing/ap/exgrd_intl.
html)  courses and exams of the College 
Entrance Examination Board (CEEB), 
they announce those as well as any other 
of their ‘recognitions,’ if not their accredita-
tions.  It cannot be ascertained if parents 
or the public in general can distinguish the 
nuance between ‘recognition’ and ‘accredi-
tation,’ or for that matter, whether school 
officials are able to do so either.  Certainly 
they are copied indiscriminately on let-
terheads, profiles and websites, perhaps to 
create the impression that their cumulative 
weight is an additional indicator of quality.
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If a school pursues multiple recognitions or 
accreditations, one may well ask if one form 
or another is more prestigious, alluring, or 
indicative of greater achievement than the 
other.  Since the remaining five US regional 
associations have their own protocols for 
accreditation, one may then proceed to ask 
if membership in one is more prestigious 
than membership in another.  From an 
historical perspective, there was never an 
intention for the REA to differ in quality 
or prestige. One arrives, necessarily, to the 
conclusion that recognition by one should 
imply recognition by all the others—total 
reciprocity—and the avoidance of time-
wasting territorialism found in the profes-
sions of medicine, law, and engineering, (to 
name a few).  But such is not the case, at 
least not for overseas schools.  Many have 
switched from one association to another 
via the process of repeating the self study 
using the protocol of the newly chosen as-
sociation. If one association’s protocol is 
better than the others, why isn’t that one 
used by all? What factors (e.g., economic, 
ease of qualification or compliance, previ-
ous professional contacts of a new head of 
school, lesser reputation of one association, 
etc.) might motivate a school to switch its 
accreditation association?  Why do schools 
desire more than one accreditation or rec-
ognition? Are five or six better than one?  
The real question, however, is “are many bet-
ter than none?”

Speaking of Alternatives

We may wonder – or rather not won-
der - why Intel’s motto doesn’t read, 

“Today’s teachers, tomorrow’s innovators.”  
Alternatives must exist to current methods, 
even in school accreditation.  All that is 
needed is to seek these alternatives.

One of the nation’s top medical schools ad-
mits a small number of students every year 
who have skipped all three requirements. 
(Organic chemistry, physics and the Medical 
College Admission Test [MCAT]) (Harto-
collis, New York Times, 2010).

But he realized that he had no clue how to 
advise schools about their main event: how 
to teach (Green, New York Times Maga-
zine, 2010; writing about consultant 
Doug Lemov’s epiphany of what can 
make a difference in creating an effective 
school).

Just as both the Humanities and Medi-
cine Program at the Mount Sinai Medical 

School on the Upper East Side of Man-
hattan and Doug Lemov sought to de-
velop strategies to move things off center 
with new approaches to previous methods, 
educators should seek innovative means to 
achieve desired results. 

An old expression has it that good judg-
ment comes from experience; however, 

experience usually is gained at the expense of 
bad judgment. Lemov and Mount Sinai 
sought alternatives to established practice 
to achieve their ends. It is common to read 
of the success of the innovators, rather than 
narratives about false starts and failures. 
But as Lowenstein (2000) observed, if we 
propose to rely on the past to measure and 
avoid future risk, we should probably be 
looking for other employment.

Future Directions, Innovations  
& Opportunities

The three suggestions below are in-
tended to encourage the reader to re-

view the value and implications of current 
practice.  Indeed, these suggestions should 
not be characterized as less well-considered 
and arbitrary than the practices of the his-
tory we have just summarized.  Mindless 
repetition and replication of past practices 
are among the great deterrents to desired 
and admired progress in any field.  At least 
three valid paths appear under the present 
dispensation.

#1. Create a new accreditation 
agency

ECIS was successful a decade or so ago 
in creating within itself an accredita-

tion agency with the help and association 
of NEASC.  Nowhere is it written that 
another accreditation agency cannot be 
formed.  The proliferation of accreditation 
associations is lamented earlier in this work.  
However, if we are to accept the ECIS/CIS 
and NEASC partnership as represent-
ing an acceptable path, then the regional 
school associations might take note.  In-
ternational, regional accreditation might be 
more meaningful (and less expensive) than 
current practice.

#2. Create your own                  
accreditation agency

Let us recall how the original six associ-
ations were formed as voluntary orga-

nizations dedicated to help each other and 
schools in their areas provide better services 
for their students.  A new agency might 
well receive the same recognition that the 
late Theodore Sizer and now Jill Davidson 
obtained for The Coalition of Essential 
Schools.  Recognition is not the key to a 
successful association because, as Ketterer 
indicated, so many exist that it is difficult 
for the public to distinguish among them.   
Moreover, it is not this ‘recognition’ that 
produces effective schools, but rather the 
continuous and dedicated process by which 
schools strive for that seemingly elusive 
goal. The objective, as Sizer established it at 
CES, is to convince stakeholders, parents, 
school board, teachers, administrators, and 
students that a method specific to the needs 
of the institution is in place that will result 
in better teaching, learning and results.

An effective toolkit will include a catchy 
name that lends itself to an acronym, a mis-
sion statement that substantiates unique 
claims to a quality niche, and perhaps as-
sociation with an established expert in the 
field.  Many viable titles are available such 
as the “International Association of Schools 
for Improved Teaching and Learning” or 
the “International Association of Creative 
Schools.” 

#3. Self accreditation

Home schooling exists in growing pro-
fusion, even accredited by certain 

agencies.  If one can home school, we may 
assume that one can also ‘home accredit.’ 
The self-study protocols of all the major ac-
creditation agencies exist in the public do-
main. Anyone can purchase, and apply, the 
requirements without having to formally 
join one of the accreditation associations. 
A school might put on its letterhead, “The 
ABC School meets all the requirements for 
membership in all US accreditation asso-
ciations.  In addition, ABC is also a member 
of the IBO, CEEB, and the XYZ Regional 
Association.” It is hoped that ethical in-
ternational school administrators would 
only state the truth in their letterheads and 
profiles.  However, it is a rare school, in-
ternational or other, having been placed on 
probation or warned status, that adds the 
line to its letterhead, ‘Accredited by XYZ 
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Association of Colleges and Schools on 
Probationary Status.  A convenient truth 
may be a partial truth.   “Things are seldom 
what they seem” (W. S. Gilbert, HMS Pin-
afore, Act 1). 

Recommendations for Review

This review of the history of accredita-
tion of international schools, the de-

veloping processes for its implementation, 
its benefits and its costs is not intended to 
make light of past efforts to ensure qual-
ity in international and US schools.  But 
accreditation associations are not the sole 
arbiters of quality assurance.  There is a 
great deal that can and should be done by 
the REA, by the regional associations of 
international schools, by the A/OS, and by 
AAIE. What follows is hoped to be a us-
able guide to maintain and improve a pro-
cess that began almost a century ago and 
whose intentions, so aptly described in the 
work of Stiltner and Fox, continue to be 
most noble—assuring that students of any 
nationality or origin receive a ‘world class’ 
education in our international schools.

US Accreditation Associations—
Action Agenda
1. Reconstitute CORSAC and assign it a 

regulatory and collaborative function. 
The current competition is demean-
ing and counterproductive.  Create 
an overarching consortium to coordi-
nate the work of accreditation of each 
member. Agencies should not be play-
ing ‘checkers’ with member schools. 
This consortium should also address 
reciprocity of accreditation among the 
various accreditation associations.  A 
good start would be for each associa-
tion to publicly announce that it rec-
ognizes as accredited any school that 
has been granted such status by any of 
the six (or remaining five) associations.  
Later, self study protocols should be 
standardized across state and na-
tional lines to avoid the appearance 
that one commission is more flexible 
than another, or more lenient, or more 
economical. CORSAC reconstituted 
should discourage multiple accredi-
tations and the competition that has 
led to a misguided belief among some 
schools that one association is more 
prestigious than another.

2. Stop charging membership dues or 
fees of candidate schools. As Lowen-
stein (2000), Sorkin (2009), and Lewis 
(2010) point out in their works about 
this past decade's series of financial de-
bacles, an inherent conflict of interest 
lies in the process of issuers of bonds 
paying a fee to the leading bond-rating 
agencies, namely Standard & Poor and 
Moody’s (Fitch, the third rating agen-
cy, was rarely mentioned.). All three 
writers have argued convincingly that 
the fee structure that the rating agen-
cies charge—and their desire to retain 
clients and promote satisfaction—re-
sulted in the loss of professional objec-
tivity and the awarding of ‘investment 
grade’ status to commercial instru-
ments that were completely unworthy 
of that level of confidence. It is under-
stood that accreditation associations 
are not charities.  Accrediting associa-
tions may wish to bill for their out-of-
pocket costs or time involved of special 
staff hired for the process on a purely 
cost reimbursement process until the 
applicant school is approved. The ap-
pearance of ‘we only accredit members 
who pay dues’ or ‘once accredited you 
must become a dues-paying member’ 
suggests a conflict of interest. Once ac-
credited, or not, the school should be 
given the option to join—or not join 
—the accrediting association.

3. Create several classes of membership.  
These classes, in effect, already exist, 
albeit sub rosa. Member schools have 
status as ‘all clear,’ ‘warned,’ and ‘on 
probation,’ among possible designa-
tions. It may be possible to create such 
categories as ‘accredited member,’ ‘as-
sociate member,’ ‘candidate member,’ 
etc.  Associate members who wish to 
avail themselves of the services, minus 
accreditation, that the association pro-
vides, might pay regular dues for this 
status without the additional financial 
costs involved in the accreditation pro-
cess.

4. Develop a process that focuses on real 
performance:  teacher and administra-
tor behaviors.  A principal role of the 
association should be to motivate and 
reward those schools that adopt pro-
grams to assure that all students haves 
an outstanding professional instructor, 
regardless of national origin, teaching 
them.  In the same vein, all teachers 
should be guaranteed supportive su-

pervision by outstanding administra-
tors and managers who are in a con-
stant program of development.

5. Motivate and reward innovation in in-
struction.  Each accreditation agency 
may wish to award special citations for 
innovation, perhaps through a consor-
tium such as CORSAC, to encourage 
reasonable instructional risk by mem-
ber schools.  CORSAC awards would 
be public.  These citations should be 
subject to expert review and would be 
intended to encourage emulation of 
successful practices and to motivate 
the membership to greater efforts of 
exploration and discovery.

6. The time has come for the various 
accreditation associations to study 
a means of accreditation ‘on-line!’ 
Courses, diplomas, degrees, even ac-
credited schools and home schools 
are found on-line.  The associations, 
in cooperation with each other, sure-
ly should undertake a study to find a 
means for schools to become accred-
ited on-line without the costs involved 
in the traditional half-decade visit by 
a team of verifiers.  Thus, a school will 
never consider itself to have ‘survived’ 
an accreditation process, but will un-
dertake it yearly on an on-going basis, 
earning its wings every year, measuring 
success one year at a time, rather than 
surviving each half decade.

The Regional Associations of 
International Schools 
7. Take an active role in deciding which 

accreditation associations may act in 
your area. The Department of Defense 
Education Agency has done it world-
wide for its schools, declaring that it 
will only deal with NCA. The nine 
regional associations that meet with 
each other on a regular basis can create 
similar standards. With respect to Do-
DEA, it would appear that the origi-
nal ‘gentlemen’s agreement’ of 60 years 
ago is still in effect. It follows that the 
regional associations, acting similarly, 
could “grandfather” out the unseemly 
confusion and competition of the cur-
rent era.

8. Publish requirements for member-
ship extending beyond the mere pay-
ment of dues.  Each regional associa-
tion should publish requirements for 
membership, which might include: 
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geographical areas of competence, ac-
creditation status, language(s) of in-
struction, curricula serviced by the 
association, legal status in the host 
country or in country of origin of 
member schools, courses designed 
to place graduates in universities in  
English-speaking countries including 
the US, etc.  This does not preclude 
several classes of membership for those 
schools desiring to have the benefits of 
some of the services of the association 
such as staff development, interscho-
lastic athletics, access to publications, 
and other regional issues.

9. If the process of regular school visi-
tations is to continue, each regional 
association should publish a list of 
approved and qualified visitors in its 
own geographical area from which the 
accreditation association may choose 
in creating its visitation team.  Each 
school may continue to nominate one, 
and one only, visitor who is not on the 
list but the majority of the visiting 
team should be composed of highly-
qualified professional teachers and ad-
ministrators who meet certain experi-
ential requirements. The accreditation 
associations, assuming they continue 
with on-site visitations, should be 
more than happy to be able to select 
team members from an approved list. 

10. The regional associations should re-
view the process by which ECIS came 
into school accreditation to ascertain 
whether it also wishes to follow along 
this already proven path of accrediting 
schools in their areas. The uncontrolled 
proliferation of accreditations and 
membership recognitions is deplor-
able. That a professional regional asso-
ciation of international schools should 
rationally set objectives leading to a 
new structure of accreditation is not an 
inelegant solution. At best, each region 
could be assured of a self-study proto-
col that meets the very specific needs 
of its local member schools, with the 
support of a recognized US accredita-
tion agency. In addition, it would be 
an interesting exercise in professional 
growth for the members of each re-
gional association to study the criteria 
on which they would like to be ac-
credited and what process would be of 
greatest help to the continuous devel-
opment of their schools.

The Office of Overseas Schools 
(A/OS)

As a granting agency, A/OS should 
use its resources to encourage study 

and discovery of alternate methods of ac-
creditation. International schools are on 
the leading edge of a wave of technological 
and pedagogical transition.  The accrediting 
associations are historically based, perhaps 
not looking as far forward as international 
schools must with a changing pedagogical 
climate, a student population in constant 
metamorphosis, and operating in nations 
that have unique aspirations not reflected 
in a US understanding.  The Ernest Man-
nino scholarship should go to a doctoral 
candidate whose dissertation would be di-
rected to continue the research that Stiltner 
and Fox began 40 years ago. 

What was needed in 1950 (and in 1960, 
1970...) may not be adequate to meet the 
challenges of modern communication, 
emerging aspects of technology that affect 
instructional delivery and learning, and the 
needs of nations moving into the devel-
oped world. A/OS must conceptualize a 
renewed support structure for 21st century 
international schools, in a manner similar 
to Mannino’s achievement when A/OS 
was formed in 1964. In 2010 the process 
must be different to achieve enhanced re-
sults that the State Department continues 
to desire for its sponsored schools.  This 
process cannot be left solely to the accredi-
tation associations but must involve the 
regional associations, AAIE, and the lead-
ership of American-type overseas schools.  
As Georges Clemenceau said, “War is too 
important to be left to the generals” ( Jack-
son, 1946). So, too, the accreditation of in-
ternational schools is too important to be 
accomplished without the full participation 
and the prominent (or dominant) presence 
of experienced international educators who 
have lived with the unique problems of the 
operation and survival of a sui generis in-
stitution that often functions in the most 
hostile of environments. 

Association for the                   
Advancement of International 
Education (AAIE)

It is time for AAIE to review its mem-
bership process.  Yes, AAIE constitutes 

a professional network and a lifeline for 
school governance, administration and 
academics. It also bestows a certain pres-
tige of membership that may be falsely 
represented.  Start first by delineating the 

desired qualifications for membership in 
AAIE, other than merely the payment of 
dues.  AAIE should clearly state the nature 
and meaning of membership. AAIE does 
not have to become exclusive, but it must 
seek a degree of separation that guarantees 
that the privilege of membership will not 
be abused. A position statement on accred-
itation would not be out of order. 

AAIE should also create a committee to 
study and report to the membership on de-
sirable modifications and improvements to 
be made in the current process of the ac-
creditation of international schools. AAIE 
is the only organization eclectic enough in 
membership to achieve a significant, demo-
cratic breakthrough. Any unilateral efforts 
will undoubtedly end in impasse. This 
would be a noble challenge for AAIE to 
accept. It would be a great service to all but 
mainly to the accreditation commissions 
themselves. 

Dr. Brown is a retired former head of inter-
national schools in Brazil and Costa Rica. 
He served three terms as a member of SACS 
Committee on Latin American Schools. 
He is Editor Emeritus of this journal.         
2417gilbrown@msn.com
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I applaud Dr. Nicoll for calling atten-
tion to the important contributions 
to education of Carol Dweck’s con-
cepts of fixed and growth mindsets 

(which reflect beliefs concerning the malle-
ability of abilities); of promoting resilience 
in development; and of helping students 
to develop social-emotional competence.  
Nevertheless, I take strong issue with his 
position that “…to date, there is absolutely 
no scientific evidence supporting any of the 
biomedical-neurological assumptions upon 
which... educational diagnoses and inter-
ventions (about learning disorders and dis-
abilities) are based” (p. 24). 

Indeed, there is a great deal of such evi-
dence, solid scientific evidence substan-
tial enough to motivate new programs in 
Neuroeducation at some of our leading 
universities, including Harvard and Johns 
Hopkins. Professor Nicoll appears to have 
confused a belief in malleability of behav-
iors (actually, a key term in Dweck’s mind-
set theory omitted from his article) with a 
belief that human differences must derive 
entirely (not just in part) from experience, 
thereby perpetuating a persistent but er-
roneous myth.  This leads him to dismiss, 
willy nilly, a growing and compelling body 
of evidence about multiple biological bases 
of learning and behavioral differences.  

Since the 1930s, it has been clear that 
a wide variety of  behaviors such as 

clumsiness, poor fine motor skills, unex-
pected difficulty in learning sound-letter 
correspondences or number facts, motoric 
impulsivity, problems maintaining focus, 
difficulty with recognizing faces or non-
verbal cues, rapid forgetting of laboriously 
acquired skills, and other basic building 
blocks of academic and social skills, were 
constituting barriers to learning in children 
of typical or advanced reasoning ability. 
These stumbling blocks, existing singly or 
in various combinations, were inconsistent 
with the general thrust of the student’s 
development. It was puzzling to watch a 
fourth-grader, desperate to read like his 
classmates, struggle with sounding out the 
simplest words, or a third-grader whose 
pals were smoothly learning cursive, trying 
to wrest control of a pencil just to print her 

name.  Moreover, these seemingly “simple” 
skills were very hard to remediate, though 
improvement could usually be achieved 
through extensive guided practice, or by us-
ing a different pathway altogether (in these 
cases, for example, by substituting books 
on tape or a keyboard for a pencil). Parents 
were often sympathetic because they, too, 
had experienced some of the same frustra-
tions.

So long as there existed no technology to 
look inside the living head, we could only 
conjecture that something was amiss in 
brain structure or function, but that is no 
longer the case. Brain scans such as func-
tional magnetic resonance imaging (fmri) 
can reveal what’s going on in the “black 
boxes” of children who are having difficulty 
and those who are not, visually locating 
variation in brain structures, pathways or 
activation patterns. Scans before and after 
successful intervention demonstrate clearly 
that “biological” need not mean “perma-
nent” or “non-malleable.”  Some of the 

differences are genetically dictated; some 
are probably the result of damage before, 
during, or after birth – but they are there 
and they are not anyone’s fault, least of all the 
student’s.

I regard Professor Nicoll’s position as not 
only in error, but harmful to children and 
their parents.  

These glitches in learning are often, in 
children of normal and above-average 

intelligence, distinctly out of line with what 
the child is inherently capable of learning. 
They are so simple and obvious that adults 
frequently find it hard to believe that the 
child is not lazy at best or prevaricating at 
worst. This does these children a serious dis-
service—they are usually trying their best; 
they yearn to learn, though they may give 
up when they are falling discouragingly far 
behind their peers. Note that disabilities af-
fect not only academic learning but social 
competence as well—a goal that Professor 
Nicoll emphasizes, as we do—and that bio-
logically based disabilities in essential social 
skills, such as seeing the world through an-
other’s eyes, or picking up nuances in vocal 
cues, are equally important. 

• All students deserve recognition for 
the degree to which they are trying. 
Rather than adopting all the nega-
tive aspects of a “fixed mindset,” by 
grasping the reality that the situation 
is not static or hopeless (there is mal-
leability!), they can maintain a healthy 
and sustaining “growth mindset” as 
they track the changes their hard work 
brings about. But because the situation 
isn’t easy, they do need others to cheer 
them on so that they will value their 
own efforts, become more engaged in 
learning, and improve their achieve-
ment. Without encouragement, they 
cannot escape feeling “stupid” or “in-
capable.”

• If it isn’t the student’s fault and the sit-
uation is, instead, as Professor Nicoll’s 
says, invariably “rooted in the social 
environmental contexts in which (stu-
dents) live and function,” (p. 24), then 
whose fault is it—Parents? Teachers? 

Don't Dismiss Neuroscience!
A Response to Bill Nicoll

By Nancy M. Robinson

Bill Nicoll's article,

“Beyond Innovation to 

Transformation: Mindsets, 

Resilience and the Effective 

School.” appeared in the 

Spring 2010 InterED,  
(pp. 22-25, 30.)

Nancy Robinson, Ph.D., 

Professor Emeritus of Psychia-

try and Behavioral Sciences, 

University of Washington 

responds.

RESPONSE, cont'd, page 55 



 intered  www.aaie.org 43

Qatar Academy
It is the mission of Qatar Academy (QA) to provide internationally 
accepted, comprehensive, English medium programs 
plus Arabic and Islamic studies from pre-school 
through to secondary graduation.  QA develops 

independent critical thinkers, lifelong learners, responsible citizens, and 
empowers students to gain entrance to elite universities and colleges.

Qatar Academy is a private, non-profit organization founded in 1996 under 
the auspices of the Qatar Foundation for Education, Science and Community 
Development.  Comprising a Primary School and a Senior School, it occupies a 
magnificent campus in Doha.

The academy has superb facilities for optimal student 
learning, is unrivalled in the Gulf region, and competes 
with the very best in the world.  The 
facilities are ideally suited to the high 
quality teaching and varied learning 
styles found in QA classrooms.

QA has developed its own curriculum based on best practice 
in international schools and on the International Baccalaureate 

programmes.  The curriculum is standards-based, with 
specific benchmarks and outcomes defined for each grade 
level.  The Academy also offers a wide range of extra-
curricular activities.  For more information visit our website 
at www.qataracademy.edu.qa

  

Qatar Academy is fully accredited 
by the U.S. based New England 
Association of Schools and 
Colleges, and by the Council of 
International Schools.

Dr. Gregory Hedger, Director
P. O. Box 1129, Doha, Qatar
Tel: +974 44542001,  
 Fax: +974 44802769
Email: qataracademy@qf.org.qa
www.qataracademy.edu.qa
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AAIE, Washington International School 
and the Global Issues Network have joined 
forces.  Now in our second year, this col-
laboration is proving to be very effective. 
AAIE chose to take on a supportive/lead-
ership role with GIN in order to reach out 
to the global community [Editor’s note:  In-
terED, Fall 2009].   The ongoing goal is to 
broaden the GIN network. We look for-
ward to sharing the positive news created 
by the synergy that comes from joining 
forces.  

Creating a “Global” GIN site:  
http://www.global-
issues-network.org/. 
We now have 535 
members from 65 
countries.   By ex-
ploring the site, you 
can take part in the 
events listed, links 
to get your students 
inspired to join the 
network and get in-
volved in local envi-
ronmental projects.  
You may also watch 
the videos, read the 
current news from 
student journalists 
around the world 
writing for Stu-
dent News Action 
Network, use the 
resources, and have 
discussions with 
other members on 
the forum.   We sin-
cerely encourage you 
to join this site. 

Create a Global Issues Network 
group.  
Identify an adviser and invite interested 
students to join.  This group will serve as 
the “team” that will guide and support the 
environmental efforts.   You may start by 
identifying all of the ongoing projects. 
Celebrate your efforts to date. Then begin 
thinking about the project that will be the 
focal point of the group’s efforts.  Identify 
the problem and begin to seek sustainable 
solutions. Think local! 

Accept Global Citizenship; En-
gage in global problem-solving.  

Jean Francois Rischard in his book, High 
Noon: 20 Global Problems and 20 Years to 
Solve Them, stresses the importance of ad-
dressing these global issues through the 
creation of global networks.  “We indeed 
need two things on this beleaguered planet: 
1) a new methodology for global problem-
solving, that is, one that will help us navi-
gate the very challenging decades ahead, 

and 2) a new mindset in the next genera-
tion... one rooted in a strong sense of be-
ing foremost a global citizen” (International 
Society for Technology in Education, 2010; 
online at http://www.iste.org/).  

As Rischard has pointed out, students took 
his core idea and ran with it, somewhat to 
his surprise.  So, in recognition of their ef-
forts, I think it is a good idea to listen to 
their ideas about being involved in the 
GIN network.

Reflections from Europe—Iris Gramegna, 
11th grader (French). 

“As a student at the International School 
of Luxembourg, I got involved in the 
Global Issues Network when I was in the 
8th grade. One reason I got involved was 
because it focuses on very important issues 
that surround us today and that will be of 
significance to our generation. Many of our 
problems are the result of years of unaware-
ness, so getting young students together in 
such an environment as the «Global Issues 
Network» is a great way to raise aware-
ness amongst the future generations who 

will one day be in 
charge of the world. 
The first conference 
I participated in was 
a conference in Düs-
seldorf about «Sus-
tainability». I also 
went to a regional 
conference in Mi-
lan and last year, in 
2009, I attended a 
conference in Zürich 
about Poverty. Final-
ly, I attended the an-
nual Geneva confer-
ence of 2010: “Our 
People and Planet 
- Working towards a 
more secure future.” 
These conferences 
have definitely made 
me more aware of 
what is happening 
around us. It has 
also enabled me to 
realize that if you re-
ally want to achieve 
something, you must 

engage in specific projects.”

“These conferences have also enabled me 
to be more confident in talking in front of 
people my own age. It is a fantastic expe-
rience to meet new people, make connec-
tions, take action, and possibly work with 
other schools on an international scale.

This year our school will be hosting the 
2011 Annual Global Issues Conference in 
Luxembourg. It will take place on the 24, 
25 and 26th of March 2011 in the Cham-
ber of Commerce, with fantastic confer-

GIN Network News
By Linda Sills

GIN: AFRICA 
African Global Issues Service Summit 2011 

Hosted By: American International School of Mozambique 
Conference Dates: April 7 - 9, 2011 

Location: AIS, Maputo, Mozambique 
Organized By: Clare Diederichs (giss2011@aism-moz.com) 

-----
GIN: CARIBBEAN, CENTRAL & SOUTH AMERICA 

AASSA Global Issues Network Conference 
Hosted By: Colegio Franklin Delano 
Roosevelt American School of Lima 

Conference Dates October 21 - 23, 2011 
Location: Colegio F.D. Roosevelt, Lima, Peru 

Organized By: Russell Jones (rjones@amersol.edu.pe)  
-----

GIN: ASIA 
EARCOS Global Issues 

Network Conference- Our Choice, Our Future 
Hosted By: Jakarta International School 

Conference Date: April 7 - 10, 2011 
Location: JIS, Jakarta, Indonesia 

Organized By: Trish Davies (pdavies@jisedu.or.id)  
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ence rooms and halls at our disposition. It 
will be the third time that we have hosted 
this event (the first 2 annual conferences 
were in Luxembourg) and I am positive 
that it will be a fabulous experience for 
many newcomers to the Global Issues 
Network and certainly also for return-
ing, already motivated students. It is with 
great pleasure that we, as students of the 
International School of Luxembourg wel-
come you to Luxembourg for the annual 
GIN Conference, an opportunity not to 
be missed.”

Reflections from Africa—by Susan Lacy, 
GISS Lusaka Coordinator. 

The Global Issues Service Summit Africa 
2010, hosted by the 
American Inter-
national School of 
Lusaka in February, 
2010 had over two 
hundred participants 
representing thir-
teen African nations. 
Over one hundred 
students from the 
greater Lusaka area 
competed for the 
sixteen local Golden 
Heart Scholarships 
to attend the Sum-
mit by answering the 
essay question, ‘How 
I make a difference 
in my community.’ 
Over a period of 
three days, students 
explored the Sum-
mit theme of “Seek-
ing Sustainable Solu-
tions Together.” On 
days one and two 
students created con-
text with an emphasis on Africa and global 
issues related to the region and developed 
an understanding of sustainability through 
student-led workshops, student facilitated 
sustainability challenge teams, simulations, 
symposium panels and keynote speeches. 
Keynote speakers included Kimmie Weeks, 
Austin Gutwein and Hammer Simwinga. 
Finally, on day three, delegates enacted solu-
tions across the Lusaka region with a day of 
service. Environmental sustainability was 
modeled throughout the Summit through 
meals grown and produced locally, confer-
ence mugs for tea and water, no glossy pro-
grams, and many other ecologically sound 

practices. A primary goal of the Summit 
was to enable students to learn new ideas, 
build lasting relationships and networks, 
and return to their schools empowered to 
make a further difference in their commu-
nities and the global community. Student 

feedback confirmed that delegates were in-
spired by the Summit to apply sustainable 
tools towards positive change. In the words 
of one Golden Heart Scholar, 

“... from the Summit these three things struck 
me most: the power of communication, the 
importance of making vital connections and 
contacts, which lead to relationships of great 
symbiosis and the impact that an individual’s 
simplicity, initiative and creativity can have 
around the world. I now believe that these are 
not only the elements that lead to sustainable 
solutions but are key in unifying people from 
diverse backgrounds.”

The Global Issues Service Summit Africa 
2011 will be hosted by the American In-
ternational School of Mozambique, April 
7-9, 2011. Our 2009 and 2010 conferenc-
es were highly successful:  “GISS taught 
me that the effort and dedication of one 
person can make the biggest difference,” 
said Kiyoshi Buiyan, GISS Leadership 
Team (2010). The three day conference 
will conclude with a day of service as 
students “Build Partnerships of Sustain-
ability Together.” Conference coordinator, 
Clare Diederichs, can be reached at Email: 

giss2011@aism-moz.com (Website: http://
www.aism-moz.com/giss).    

Global Issues Come to the UAE
Inspired by the 
Doha Educare Con-
ferences, and in-
spired by those who 
have made a differ-
ence by inspiring 
others, members of 
the ACS Global Is-
sues Club returned 
to Abu Dhabi with 
a vision and a simple 
action plan: bring 
the Global Issues 
Conference to our 
school. With ad-
ministrative sup-
port, we set the 
conference dates for 
Friday, January 28- 
Sunday, January 30. 
Our presenters in-
clude Kyleigh Kuhn 
from Roots of Peace 
(http://www.root-
sofpeace.org/) and 
Justin Bedard of the 
Jump Foundation 

(http://www.jumpfoundation.org/). As a 
thirteen year old, Kyleigh visited Croatia 
and saw the devastating effects of land-
mines. She started the Pennies for Peace 
campaigns that have resulted in building 
schools in Afghanistan and clearing areas 
to create safer paths for children to play.   
Justin was born in Malawi and is presently 
based in China. He has facilitated numer-
ous leadership programs and worked with 
Global Issues groups for several years. Our 
vision is becoming a reality. The theme for 
the conference is INSPIRE.  The aim of 
the conference is very straightforward: To 

GIN: EUROPE 
GIN Europe Annual Conference 

Hosted By: International School of Luxembourg 
Conference Dates: March 24 - 26, 2011 

Location: Luxembourg Chamber of Commerce, Luxembourg  
Organized By: Valerie Isbecque (visbecque@islux.lu) 

-----
GIN: MIDDLE EAST 

Educare/Global Issues Conference 
Hosted By: American Community School of Abu Dhabi 

Conference Dates: January 28 - 30, 2011 
Location: ACS, Abu Dhabi, United Arab Emirates 

Organized By: Anne Russell (annerussell@acs.sch.ae) 
-----

GIN: NORTH AMERICA 
GIN Global Issues Network Conference 

Hosted By: Washington International School 
Conference Dates: February 18 - 19, 2011 

Location: WIS, Washington DC, United States 
Organized By: Kate Meenan-Waugh (meenan-waugh@wis.edu)

GIN, continued, page 46 
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inspire young people to “be the change” and 
show them how to reach what can seem 
like impossible tasks by acting locally and 
thinking globally.   Testimonials from stu-
dents who attended previous conferences: 

From Juman Kekhia: 

“When I got back from the Global Is-
sues trip, I wanted change. I spent a week-
end listening to how others changed their 
own communities and the broader world. 
I thought about what I could do to change 
my world. The conference gave me ideas 
and showed me really how much I can do, 
with a little determination. The biggest part 
of global issues was the inspiration of see-
ing such a large group of people come to-
gether for a common belief in the power 
to change the world! Global issues told me 
that it was possible to make a difference.” 

From Nour Al Kudsi: 

“The Global Issues Conference  inspired 
me to make changes in my school. It made 
me look at the things that can change in 
my school. Attending the conference al-
lowed me to take the big step of making a 
difference. Inspired by the group “Reduce 
the Juice” in Canada, I became aware of 
the dangers of car idling while parents are 
waiting to pick up their children. I have 
launched a campaign to stop idling and 
make the air outside our school cleaner.”  

GIN EARCOS—by Tim Carr, 
Head, Jakarta International School
The JIS community is thrilled to have the 
opportunity to host the fourth annual 
EARCOS GIN conference in Jakarta in 
April, 2011. Our hope is that the infusion 
of student activism from around East Asia 
will inspire our extended community to 
right some of the wrongs in our midst and 
in the world. This is the time for empathy-
fueled action, as many global issues need 
urgent intervention. With their fresh per-
spective and creative ideas, it is clear to me 
that our students need to lead the way. GIN 
is the worldwide movement that is helping 
empower and inspire students to do just 
that. Simply put, GIN is the most exciting 
thing that I’ve seen as an educator in my 
career, as it provides opportunities for stu-
dents to apply their emergent skills to heal 
some of the wounds that we’ve inflicted on 
our species and on our planet, all toward a 

more sustainable future. 

Reflections from Indonesia
From Prithika Madhavan—Jakarta In-
ternational School Senior, Co-founder & 
President of GINDO.  

“Three years ago, around this time of year, I 
remember reading an announcement in the 
daily bulletin regarding the first “Global Is-
sues Network Conference” in Beijing. At 
the time, I thought it sounded like an ex-
tremely interesting convention and decided 
that I’d go along just for the fun of it. Little 
did I know that one trip to Beijing would 
change my life and the way I saw the world 
forever. It was during the time of the first 
GIN Conference that I realized just how ig-
norant and oblivious I was about the world 
and its problems. The keynote speakers, the 
workshops and the students at the Global 
Issues Network Conference had so much to 
offer, from teaching me about the 20 Global 
Issues the world currently faces to discover-
ing ways of altering them and looking for 
a global solution. This conference intrigued 
me so much that I automatically associated 
myself with the GIN network and went for 
every single GIN Conference the year af-
ter, in Bangkok, and then in Hong Kong 
the third year. After coming back from the 
Beijing GIN Conference, Carlo Falcon (an 
ex-JIS student, now at ISB) and I decided 
that we’d come up with a club of our own at 
JIS. We would incorporate the principles of 
“GIN”, except this time we’d add our own 
Indonesian twist to it and so followed the 
formation of the “GINDO” Club (Global 
Issues Network - Indonesia). Our focus 
was to educate local students from Na-
tional Plus schools on the 20 major global 
issues facing our world today in a confer-
ence format and our aim was that they too 
would spread the word. The conference was 
a success the first year and went on to being 
an even bigger event the second year! Af-
ter our second annual GINDO conference 
early this year, a group of Indonesian Na-
tional Plus schools have decided to make 
GINDO a National event and this year, 
the 3rd annual GINDO Conference will 
be hosted by the Sinarmas World Acad-
emy. And, in April next year JIS will host 
the International “GIN” Conference at Ja-
karta International School for the very first 
time. Overall, I share a very special connec-
tion with the GIN network. Today, I feel 
the person I am is mainly because of GIN.  
The GIN network has instilled values of re-

sponsibility and conscientiousness in me. It 
has made me want to give back and make a 
difference. In short, GIN is the best thing 
that happened to me and I truly couldn’t 
imagine what my life would be without it!” 

From Jae Seong Yoo—Jakarta Interna-
tional School Senior, GINDO member.  

“As much a cliché as it may sound, being a 
part of GIN and GINDO conferences for 
the past two years has been an unforgetta-
ble, life-changing experience for me. Being 
involved in GIN has far exceeded my initial 
purpose of joining it and the expectation I 
had for this conference. I initially joined 
GIN simply to develop a wider scope of 
knowledge on global issues occurring in 
different parts of the world and to keep 
myself updated with various world events. 
Yet this experience has not only helped me 
gain knowledge on global concerns but also 
changed the perspective on how I perceived 
world events. Instead of simply observing 
and soaking up the facts presented in front 
of me uncritically, I have gained the power 
to not only sort the facts from the false-
hoods, but also connect one issue to an-
other. Throughout my years at GIN, I have 
continuously battled against hypocrisy and 
evolved to be a true global citizen.” 

From Kristina Kshatriya—JIS, 11th 
grade.  

“GIN is a great way to let us, as students 
and young adults, realize our potential for 
creating change in the world. Before go-
ing to my first GIN conference I had no 
idea what I and other people my own age 
were capable of. Watching the student-led 
workshops and listening to the keynote 
speakers (some of whom were not much 
older than us) was extremely inspiring and 
left me wanting to do more…more to help 
the environment around me, more to raise 
awareness, more to let people know what a 
great opportunity GIN really is.” 

Global Issues Network Coming 
to South America
It is now abundantly clear that we have at 
our fingertips all of the tools we need to 
solve the climate crisis.  The only missing 
ingredient is collective will” (Al Gore).  
In response to Mr. Gore’s call to ac-
tion, Colegio Franklin D. Roosevelt, The 
American School of Lima, Peru, will host 
the first Global Issues Network (GIN) 
Conference for South America, October 
21 to 23, 2011.  Inspired by J. F. Rischard’s 

GIN, continued from page 45 
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High Noon: Twenty Global Issues and 
Twenty Years to Solve Them, GIN Confer-
ences have been held at International 
Schools throughout the world in recent 
years. Responding to Rischard’s call for 
the creation of issue-centered network-
ing, GIN Conferences bring student 
delegations together to discuss issues and 
create networks to communicate ideas for 
solutions.  With support from Paul Poore 
and the AASSA Regional Organization 
as well as Linda Sills and  AAIE, The 
American School of Lima is very pleased 
to provide this opportunity for regional 
schools to join the Global Issues Network.  
Additional information for schools wish-
ing to participate will be communicated 
through the AASSA Newsletter and at 
the AASSA Educators’ Conference March 
31 to April 3 in Campinas, Brazil. (Russ 
Jones, Superintendent of Colegio FDR, 
The American School of Lima, Peru).    

Reflections from D.C., 
by Emma Myers—School without Walls, 
Washington, DC.  

“I first participated in the Global Issues 
Network at the Anglo-American School 
of Moscow. It was the perfect place for 

such a network, committed to interna-
tional learning and the future.  As I realize 
that now, I remember that in middle 
school, I saw it as a chance to have fun. 
Working with like-minded students, I was 
able to learn about different countries, the 
issues facing those countries and the issues 
facing the world. One of the projects we 
worked on was raising money to remove 
landmines in Angola. Before that, I knew 
very little about Angola, much less where 
it was. What I learned quickly changed 
many of the misconceptions I had about 
Africa. It is a continent faced with poverty 
and displacement. But, I began to realize 
that Africa is not a monolithic continent. 
It is a continent of diverse nations, each 
with its own concerns. In seventh grade, I 
was not able to travel to any conferences, 
but what I learned exposed me to the 
world just as well.” 
“I am now a high school junior at School 
Without Walls, a public school in Wash-
ington, D.C. Here, learning through inter-
action with the community – local, national 
and international – is the foundation of our 
curriculum. So, what better place to bring 
GIN? Our enthusiasm was matched by that 
of the administration at Washington Inter-

national School and within the network. 
With plenty of support, a group of juniors 
and I held our school’s first GIN meeting 
a week ago. A dozen students came dur-
ing lunch and we discussed projects and in-
terests. We talked about shark finning and 
becoming pen-pals with a group of girls 
our age in Kenya – evidently everyone has a 
special interest. But, likewise, each of us has 
a particular passion, and we are all excited 
to make the School Without Walls an ac-
tive part of the Global Issues Network.”

As you can see, the GIN network offers 
students the opportunity to act posi-

tively in response to the dilemmas of the 
modern world.  Hope and optimism and 
transformation are possible when young 
people see that they can become actors in 
the major problems that confront the soci-
eties they live in.  Don’t you think it’s time 
to be GIN? 

Linda C. Sills is the Program Develop-
ment Director of the Global Issues Network 
(www.global-issues-network.org/).  She 
may be contacted at linda.sills@gmail.com.

Opening Minds  
and Doors.
Since 1955, ISS has invested in  
developing the minds of leaders.  
We are dedicated to discovering and 
advancing the world’s top educators and 
devoted to nurturing the fire for learning 
within children the world over.

Our education standards consistently raise 
the bar for International Baccalaureate 
schools around the globe, and in so doing, 
we help to raise up the men, women and 
children who will lead us into tomorrow.

Princeton, NJ  |  (609)452-0990  |  http://iss.edu We Open Minds 
and Doors.
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My son switched schools this 
year. Just a few neighbor-
hoods away. He seems fine 
with it; in fact, I think he 

likes it, most simply for the fact that it’s 
new. Sounds a lot like his mama.

When I was his age, a new school meant: a 
new city; a new country. A new continent. 
If you’re an international educator reading 
this, you know who I am. Yup, I’m a Third 
Culture Kid.

I went from a free-roaming baby in Kam-
pala, Uganda, to elementary school in Ra-
bat, Morocco, to middle school in Antwerp, 
Belgium, to high school in Bangkok, Thai-
land. When it came to switching schools, 
my educator parents didn’t mess around.  
Like most Third Culture Kids (TCKs), 
I didn’t question how I grew up. Moving 
schools meant moving countries. This was 
how we lived. This was how my friends and 
my brother’s friends lived. This is how our 
parents’ friends lived. This was normal. 

Then… college. (Insert sound of mental, 
cultural and emotional brakes squealing 
here).

The transition was jarring to say the 
least. From 18 years of mobile, inter-

national life—where I felt completely nor-
mal—to life in my “home” culture with my 
U.S. “peers”—where I realized I was any-
thing but the norm.  

More than twenty years after the most jar-
ring move I’ve ever made—from “global” 
to U.S. “local”—I must admit: somewhere 
deep down, I am still reeling, still grasping 
to understand just exactly where I fit into 
my home culture, when I did not grow up 
with a home base. 

If someone had handed me Pollock and 
van Reken’s book The Third Culture Kid 
Experience along with my freshman college 
reading list, I would have known that my 
angst about belonging and identity is one 
of the most common traits for TCKs. As it 
was, I did not hear of the concept of Third 
Culture Kids until more than 10 years later 
when I was in my 30s. A family friend from 
our years in Morocco, also a parent-educa-
tor, mentioned it in a passing conversation. 
With an introductory read on the TCK 
topic, it blew my mind to know that how I 

grew up, overseas, was an identifiable, col-
lective experience. I was not alone. 

Now, 10 years after that monumen-
tal “discovery” about my identity, my 

childhood, my experiences—Dr. Ettie Zil-
ber publishes a book that further distills my 
experience: Third Culture Kids—The Chil-
dren of Educators in International Schools.

I was “The Head-
master’s Daughter” 
in every school I at-
tended.  My father, 
Milton Jones, headed 
the Rabat American 
School (1973-78), the 
Antwerp International 
School (1978-83), 
and the Internation-
al School Bangkok 
(1983-88). My mother, 
Eleanor Jones, also a 
steadfast presence on 
campus, was a vibrant 
elementary school 
teacher (and after my graduation, also an 
administrator). 

Zilber’s book is written for international 
educator-parents, their student children 
(whom she terms EdKids), and interna-
tional educators currently in schools or 
considering moving their families over-
seas. Her intention is that “the findings [in 
her book] will help… better understand 
the educator-family unit” (p. 9), the spe-
cific EdKid experience and its complexities 
above and beyond the baseline TCK expe-
rience—and, therefore, understand how to 
best support the students, parents and staff 
who make up an international school sys-
tem.

In just over 200 pages, Zilber examines 
“how their parents felt about raising and 

teaching their children under the same roof, 
how their co-workers interacted with them 
as well as the children of their colleagues, 
how the administrators and counselors…
dealt with the issues that arose, and, finally, 
how the EdKids themselves perceived their 
life experience” (p. 12). According to her in-
troduction, this book is the first of its kind. 
There have been studies on specific sub-

groups of TCKs including Military Kids, 
Missionary Kids, and Bizz Kids—with one 
niche yet to be addressed: EdKids. 

I have to admit—as I held the book un-
opened in my hand—I questioned how 
viable a topic “the children of educators in 
international schools” could be. After all I 
was one. And, come on, how significant a 
topic could this be to merit a whole book? 
However, after a close reading I see it as a 
critically significant work: to EdKids like 
me, to international educator parents who 

raise their children 
overseas, and to all in-
ternational educators 
and EdKids in schools 
right now.

As Zilber points 
out, a healthy ex-

patriate experience de-
termines the success of 
overseas personnel; and 
the overall repatriation 
experience affects the 
whole international 
school system. While 
only 22% of EdKids 

are enrolled in the same schools as their ed-
ucator-parents, nearly 100% of the school 
staff and student body interacts with them 
and are impacted by the existing dynamic.  

Third Culture Kids—The Children of Educa-
tors in International Schools is divided into 
four sections. The first section establishes 
a foundational structure for the discussion 
of EdKids. In the second section, we hear 
directly from the EdKids themselves, in a 
mixed format of their voices and the au-
thor’s study summations. The third section 
offers the staff perspective on EdKids—
from counselors to administrators—both 
with or without kids in the same school. 
The fourth and final section offers specific 
recommendations, activities, and discussion 
approaches to open the EdKid discussion 
—designed for educator families, for stu-
dent-children, and school staff. 

Several appendices follow, including a 
training workshop outline from a fel-

low educator, detailing the nuts-and-bolts 
of “Teaching Your Colleagues’ Children” 
and “Dealing with Colleagues Who Teach 
Your Children.” 

Book Review—Tales of TCK Life
By Sarah J. Stoner

BOOK REVIEW:

Third Culture Kids—The 

Children of Educators in 

International Schools. 

by Ettie Zilber (2009). 
Woodbridge, U.K.: 

John Catt Educational Ltd.
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Zilber opens with a personal introduction 
and an outline of her research study, con-
ducted mainly through email interviews 
due to the geographic spread of her sub-
jects. It is clear from her passion and ex-
perience in the international education do-
main, as well as the 20-page bibliography, 
that Zilber knows her subject well.

Part I takes a look at the family unit 
of international school educators and 

their children, the EdKids. She explains 
that “it was not the purpose of this book 
to analyze or research the characteristics 
of TCKs in general. Nevertheless, in order 
to familiarize the uninitiated reader to the 
subject, I offered a review of the current 
literature about TCKS… and a review of 
the literature about international schools, 
educators and expatriate communities…” 
(p.197).

Zilber uses these first chapters to define the 
various terms and “alphabet soup” of the 
TCK world, and to present various theories 
and explorations already established in pre-
vious research. She establishes the concept 
of “the sponsoring group” (ie. the U.S. mili-
tary, an NGO, a private corporation) and 
its influence on the expatriate. Then she 
further distills the influence of the “interna-
tional school” as a sponsoring group—and 
discusses its influence on the expatriate: the 
TCK student, the parent(s) as employees, 
and the family unit as a whole. 

These pages are a melting pot of over-
lapping theories, models, and founda-

tional studies on international education. 
At times, to the non-educator reader, vari-
ous overlapping information blurs to the 
point of redundancy and overload. Mostly, 
I walk away from this first section realizing 
what a vast amount of intriguing studies 
and angles there are on a fascinating, mul-
tifaceted subject.

Zilber normally employs the academic 
voice, with occasional and welcome per-
sonal interjections.  She uses quotes and a 
confluence of research findings, both from 
her own work and other experts in the 
field. One of Zilber’s longer chapters in 
this first section profiles the international 
school educator. Zilber establishes the fac-
tors that motivate educators to teach and 
stay overseas.  She identifies their defining 

Sarah Stoner: From a Memoir not written, Anecdote 1 of x99

“Are you going to turn yourself in or do I have to?”  

My father, the headmaster, is asking me this question at the dinner table. I skipped 
part of school today. Of course I got busted. What was I thinking? Both my parents 
work at my school for goodness sakes. They know all my teachers, chat with them 
daily in passing. Heck, we all drove to school together this morning—my headmas-
ter dad, my first grade teacher mom, and me—a high school sophomore. 

I didn’t get caught because of the forged note about a dentist’s appointment. Pretty 
gutsy, I thought, to forge my dad’s signature when it circulates regularly on staff 
memos. I didn’t get caught when I sauntered—very, very quickly—by my father’s 
office, which faces the one gate that lets you in and out of school grounds. Darn it, I 
got caught when my mother happened to run into my math teacher who happened 
to ask off-handedly if I was okay since I wasn’t in class today.

I am staring at my dad, saying nothing. My teenager brain blares with disbelief. Oh 
my gawd. I can’t believe he would turn me in. I can’t believe he wants me to turn myself 
in. My mind nearly short-circuits when I imagine either option.

From a Memoir not written, Anecdote 2 of x99

I make sure never to hang around after the bell rings between classes. Other stu-
dents mill about, asking questions after the class, or quickly chatting with a teach-

er they like. I don’t want to chat with teachers, be seen palling about with them, 
even if they might have been over at my house last night for dinner with my parents. 
Even if I might have heard them all the way in my room howling with wild laughter 
after one too many drinks. At school I am there to do my job—get good grades and 
come by them honestly. They are there to do their job. I am nothing but professional 
when it comes to being an EdKid student—I do my job, you do yours. 

It has taken me a good many years post-high school to undo rigid boundaries around 
cultivating my own personal relationships with teachers outside of the classroom. 
As an EdKid, I saw hobnobbing with teachers in front of my peers as loaded with 
potential accusation of brown-nosing and favoritism—more than already existed on 
its own, anyhow.

From a Memoir not written, Anecdote 3 of x99

“Misssssss Jones?” My chemistry teacher draws out my name in a long hiss. During 
roll call. During his lectures. This might be just fine if he did it to everyone else 

in the class. But he does not. Every other student in the class he addresses by first 
name. No hiss included. 

But I am the headmaster’s daughter. He is telling me, by tacking a title and mock 
patronizing tone onto my name, that he knows this fact—and has an opinion about 
it. His opinion likely has to do with my presumed entitlement to a good grade or 
special treatment in his class. What he does not know is that I don’t like presump-
tions about me. I especially do not like mock patronizing tones. I say nothing, and 
reveal nothing of my distaste for his flesh-toned shirts and public shaming. I simply 
memorize every chemistry formula he teaches, learn the Table of Elements back-
wards and forwards, and set my chin to Think twice before you mess with me mode. In 
his class filled with pop quizzes and monthly tests, I manage to maintain a 100%. 
Not 99%. An unquestionable, unsubjective 100%. This is a man who delights in 
handing out those pink “you are failing my class” slips each quarter. Nearly half 
the class receives them the first quarter. He calls me to his desk, hands me a yellow 
slip. A commendation report. Grade: 100%. “Sarah is cool, calm, and collected,” he 
writes. Yes, that’s me in my Think twice before you mess with me mode. He may as well 
have waved a white flag. 

From a Memoir Not Written

REVIEW: EDKIDS, cont'd, page 50 
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characteristics and presents profile-related 
information on parent-educator couples as 
employees. 

Wisely, Zilber takes the time to cover TCKs 
in general.  It’s a useful way to establish a 
baseline for this distinct cultural group and 
a handy launching pad to 
then examine the distinct 
experience of TCK Ed-
Kids in the section that 
follows.

In the final chapter of 
the first section, she 

presents to the reader the 
10 factors that she identi-
fied in her research which 
summarize the experi-
ence of being an EdKid.  
This reader is unclear, 
however, as to why the 
author examines factors 
one through four in this 
chapter, then continues 
the discussion of the re-
mainder of her findings 
in Part II.  Possibly, it is 
because she sees the first 
four findings as “the es-
sence and backbone of 
the book” (p. 68).

Part II takes the Adult 
TCK (ATCK) perspec-
tive, the now-adult EdKid looking back on 
growing up as a child of international school 
educators. Here, the reader encounters the 
greater part of Zilber’s research findings on 
EdKids. To add to the alphabet soup, we 
are talking about ATCK EdKids. Me. This 
is where my attention really perked up. This 
section is an extremely valuable read for 
any EdKid going through the experience, 
or just coming out of the experience. 

Zilber explains why we should take no-
tice: “A description into the role plu-

rality and institution intersection could 
help EdKids understand why they may 
feel frustrated by certain parent or educator 
behaviors. An understanding of why their 
parents put so much emphasis on their 
achievements and behavior could reduce 
angst…” (p. 175). At a distance of 20 years, 
I gleaned many an insight on how my spe-
cific upbringing shaped me. 

Many “aha” moments ensued as I read the 
stories of other EdKids, and as I read the 
study summations on my upbringing as an 
EdKid. Describing these personal epipha-
nies after reading  Third Culture Kids—The 
Children of Educators in International Schools 
would possibly take another article. Suffice 

it to say that each 
of us as EdKids will 
glean different insights about themselves 
and their families from reading this book. 
It would be a useful endeavor at any stage 
of life. 

Many of Zilber’s interview subjects ex-
plained that “this was the first opportunity 
they had had to address the challenges 
of this unique status… Judging from the 
length and intensity of the written re-
sponses from the ATCK participants, it 
seems like there was great enthusiasm and a 
need to tell their story. Hopefully, this book 
will harness that enthusiasm and become a 
catalyst to open the discussion around the 
conference table, as well as the dinner table” 
(p. 198).

The second section is entitled, “Listening 
to the Voices: The ACTKs’ Perspective on 
Their Life Experience.” Chapters cover 

common positive experiences for EdKids: 
from tight family bonds to positive rela-
tionships with educators to organized wel-
comes to a strong sense of wellbeing that 
comes from knowing family is nearby and 
available. Other voices indicate the nega-
tives, the murky zones that Zilber refers 
to as “ambivalent”: the impact of EdKids’ 
behavior on the parent; the impact of the 
parent’s reputation on the EdKid; high 
family visibility that according to some 
studies shows similar dynamics to growing 
up in a preacher’s family; special treatment 
from staff, both positive and negative; par-
ent over-involvement; and entanglement of 
school, work, social, home life.  The term 

‘ambivalent’ confused me, as I viewed the 
descriptions and summations as ‘both/and 
experiences”—not ambivalent, but a mix of 
the positive and negative. 

Where Zilber loses me as a reader is in 
the length of some her chapter titles; 

they can read like a scientific journal. And, 
as I read that chapter, I find myself think-
ing the content covers something entirely 
more interesting than how it was packaged. 
If EdKids of past and present should read 
this book—and they should—then I’d wish 
for the book to have less of a textbook tone 
in places (like the chapter headings and oc-
casional “academe” voice). 

Throughout the book, Zilber makes an im-
portant call to recognize “the greater need 
for arrival orientation, pre-departure, and 
on-site repatriation support” (p. 40). Where 

REVIEW: EDKIDS, 
continued from page 49 

Right: The author as an EdKid in 
Bangkok, Thailand, with her EdKid 
brother, headmaster/father and 
teacher/mother, 1987. Above: The 
author today with her family in 
Washington state, with the addition 
of her husband and son, 2008.
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Zilber’s book becomes a bit muddled is in 
separating the baseline TCK experience 
from the TCK EdKid-specific experience. 
As she mentions throughout the book, 
they are difficult to separate. The two ex-
periences certainly go hand in hand. So 
sometimes, the book addresses the experi-
ences of TCKs in general; other times, it is 
EdKid-specific.  

Zilber makes it clear that the book is about 
EdKids, and yet sometimes makes general 
recommendations for all TCKs such as a 
call for more arrival orientation and tran-
sition programs. She does make an elo-
quent summation in her last few chapters. 
Prior to the recommended activities, she 
explains: a “major theme throughout this 
book has been the impossibility of separa-
tion between... entities—[with respect to 
recommended activities], the three [enti-
ties—schools, families, sponsoring group] 
have been combined in one… it would not 
be practical to try to separate them surgi-
cally…”  As with EdKids and their experi-
ence of the blurring of boundaries, so it is 
with writing on the subject itself—the top-
ic boundaries run in and out of each other 
as Zilber analyzes the subject.  

The end result of growing up an EdKid, 
according to both EdKids themselves 

and the counselor and administrative in-
put quoted in the book, is overwhelmingly 
positive. As I reflect on my own experience 
as an EdKid, I’d have to agree. However, as 
I read the counselors’ and kids’ descriptions, 
part of me wants to hear more reflection on 
the negative impacts—not just the negative 
political and social challenges in real-time 
of EdKid status, but overarching reflections 
on personality outcome. That “EdKids learn 
how to view a situation from many points 
of view” and “develop highly effective skills 
in dealing with both adults and their peers” 
(p. 148) is valid, but what about the darker 
side of skill development? 

I wonder if it’s possible that this missing 
“darker side” is a reflection of being an Ed-
Kid… forever protecting your parents and 

their choices, for to support them is to sup-
port yourself and the system within which 
you, as an EdKid, operate day to day. 

While Zilber offers the book for gen-
eral readership—students, parents, educa-

tors—it ultimately speaks most directly 
to educators and educator-parents. As a 
non-educator, I found the first two sections 
most relevant in understanding my own 
experiences as an EdKid. As “school, staff, 
or educator family,” I might find the latter 
sections relevant, since the third and fourth 
sections quote and directly address these 
entities, in addition to building upon the 
voices of the EdKids and the foundational 
information in the first half. 

While the latter half of the book 
speaks more to educators rather 

than EdKids, and some of the information 
is redundant—what the EdKids describe 
in Part II is what the counselors describe 
in Part III—the latter half of the book also 
introduces useful new information and in-
sights interspersed within already-estab-
lished information. The book’s usefulness 
for EdKids might be better off with fewer 
redundancies in this last section, so that the 
new information—relevant to both EdKids 
and the educators of EdKids—in the latter 
half is more easily accessible. 

One of the biggest gifts Zilber’s book of-

fers is in creating safe space for a topic that 
is often relegated to the counselor’s office, 
and “placing it squarely on the kitchen or 
conference table” (p. 171). Her intention is 
to address the realities of raising or teach-
ing EdKids and to make that experience as 
positive as possible for all those involved. 

Zilber advocates for opening up this topic 
for discussion, as well as the TCK topic in 
general, starting with sixth grade curricu-
lum (p. 181) and I could not agree more. I 
wonder what a difference this might have 
made in my life, and the floating angst I 
still carry quietly with me even into my 40s. 

The topic is a delicate one and Zilber 
makes realistic recommendations in 

light of its sensitivity. How may one discuss 
the children of a supervisor or school head 
in a professional setting? May we expect 
children to openly discuss their educator-
parents in the very school to which they 
are so strongly linked? Not easy. One of 
my favorite recommendations listed is the 
use of a discussion on “the role of spon-
soring groups in the lives of the TCKs” (p. 
183). “This would be a natural entrée into 
the topic of the international school as a 
sponsoring group, without singling out the 
children of educators by giving them an 
opportunity to offer their own twist on the 
subject” (p. 183). This is an excellent idea. 
I would have loved to have had such an 
opportunity, to discuss whose parents did 
what, and how it impacted our individual 
families and our interactions as a student 
system. 

As it is, thanks to the information and 
voices collected in Zilber’s book, I have the 
opportunity now to compare my experience 
as an EdKid with the collective experience. 
Let’s use her book in today’s international 
schools to further the discussion.  

Sarah Stoner is a writer in Seattle, Washing-
ton, who ponders the benefits and challenges 
of raising her own two children overseas. For 
now, they remain on U.S. soil, close to her 
retired educator parents. Contact Sarah at 
sarah.stoner@earthlink.net

While only 22% of EdKids are 

enrolled in the same schools 

as their educator-parents, 

nearly 100% of the school staff 

and student body interacts 

with them and are impacted 

by the existing dynamic.  

Calling All Writers
Check out standards for InterED  submissions: www.aaie.org



52 fal l  2010 intered

Union School welcomed the stu-
dent community to the 2010-
11 school year on September 7 
as projected. We take particular 

pleasure in sharing this wonderful news 
with our friends and colleagues who pro-
vided us inspiration and support leading to 
our triumphant opening. 

We are elated at our revamped look. We 
arrive on campus every day and are wel-
comed by our attractive, newly painted 
buildings. We offer a much desired oasis 
where our community feels secure, safe, 
and welcome. Indeed, the Panthers are at 
home! We have an enrollment of close to 
215 students and are confident that we will 
be receiving additional families. In view of 
the many NGOs and other international 
agencies currently operating in 
Haiti, it is very likely that our 
enrollment will continue to 
increase to our desired enrol-
ment of 300 students. We have 
met with the representatives of 
many of these organizations, 
most of them engaged in a fact 
finding mission to learn more 
about the school as an educa-
tional institution for their chil-
dren. It is also quite evident 
that many families are waiting 
until January to return to Haiti 
after the upcoming presiden-
tial elections, scheduled for 
this November.

We are blessed with 35 
talented and dedicated 

professionals, all working dili-
gently to make our school year 
a great success. Supported by Julie Linn, 
Darby Carr and the K¹² team (http://www.
k12.com/), 62 of our students are currently 
enrolled in math and science courses fully 
sponsored through the K¹² program. This 
generous support was also provided by the 
K¹² team immediately after January 12 to 
our students in grades 6 through 12t. With-
out their support, we would not have been 
able to offer needed core classes to juniors 
and seniors.

Shortly after the January 12th earthquake, 
Union School began working closely with 

two US based companies on the repair of 
the 2 damaged buildings. H2L2 Architects 
and structural engineers from the Harman 
Group, based in Philadelphia, joined the re-
pair efforts in late February and since then 
have diligently analyzed the entire physi-
cal plant of the school. Analysis shows that 
the Union School’s buildings performed 

well in resisting 
the tremendous 
natural forces of 

January that devastated many lesser qual-
ity structures. From the analysis, the con-
sultants prepared a detailed repair plan to 
restore the structures to their original con-
dition. 

The plan called for the 12 severely dam-
aged columns to be stripped back to 

the steel until good sound concrete could be 
found. Whenever needed, the work meant 
increasing the vertical and horizontal ties 
and rebar in columns and walls to conform 
to prevailing codes and standards. All elec-
trical, cabling and plumbing affected have 

been repaired.

The plan also identifies enhancements 
that can be made to make the buildings 
even more resistant given the possibility 
of seismic events in the future. Some of 
these enhancements were made prior to 
the September 2010 reopening, while the 
balance are envisioned as part of a 2-3 year 
improvement plan that will culminate in 
the Union School’s facilities being among 
the most resilient in the country. The goal 
is to lighten the buildings in order to better 
withstand external forces.

In continuing with our long-term plan-
ning for our school, Union School and 

H2L2 are currently discussing the prepara-
tion of a Planning Study to address short 
and long-range improvements to be made 
to expand, upgrade, or renovate the exist-
ing facilities while aligning them with long 
term educational objectives.

The long term prognosis for our school is 
very good. We have come a long way since 
January 12. Our repairs are completed; our 
buildings are safer. Our campus is beautiful, 
warm, nurturing and the majority of our 
students have returned home. Echoes of joy 
and laughter are everywhere throughout 
our campus. Yes, the prospects for Union 
School look great! However, the same situ-
ation is not true beyond our gates.  Conse-
quently, we reach out to the less fortunate so 
that they too may open their doors to their 
students in the coming months. The road 
back will be a long one for Haiti; but our 
commitment as educators is firm. Through 
our community service program we will 
have direct, positive impact on the lives of 
young Haitian students. We have initiated 
projects for sponsorship of school benches, 
book bags with supplies, and other initia-
tives in support of less fortunate national 
schools.  The 12th grade class is involved in a 
literacy projects through our Haitian Stud-
ies class.

In addition, we’ve partnered with the Special 
Olympics Haiti and have hosted the recent 
International Day—Eunice Kennedy Shriver 
event. Furthermore, The Children of Haiti 
Project (COHP) has benefited from the use 
of our teacher housing complex to prepare 

Update from Port-au-Prince:
The Union School, Haiti

By Marie Jean-Baptiste

Before: damage to The 
Union School from the 
January 2010 earthquake.
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and launch their services to a population of 
deprived children in the Port-Au-Prince 
area. A number of our own staff agreed 
to work with the COHP project this past 
summer.  We have provided the 
services of Dr. William Nicoll to 
the staff of COHP and The Hai-
tian Academy. Future sessions 
will include other schools as well.

On behalf of our community 
of students, parents, faculty 

and staff, we extend our most 

sincere expressions of appreciation for the 
support extended to us in these difficult 
and challenging times.  The international 
community has most compassionate in its 
material and spiritual concern for our com-
munity. This emotional support has been a 
springboard from which we gather much 
needed motivation and courage to take on 
the challenges we face. We must recognize 
of a few of kind and kindred spirits who 

have assisted us:

• The Office of Overseas School,  Dr. 
William Scotti and Dr. Keith Miller;

• Jack Delman, Headmas-
ter, and the Carol Morgan 
School Community;
• Dr. Elsa Lamb, Execu-

tive Director of the Association for the 
Advancement of International Educa-
tion and the AAIE membership;

• Shoshanna Blauer, Account Executive 
of NWEA and the NWEA Team;

• Douglas Steele of H2L2 Architects/
Planners;

• Ray Sparks of Search Associates;

• Alan Travers, Coordinator of Educa-
tion Career Services, at Queens Uni-
versity;

• Mary Virginia Sanchez, Executive Di-
rector, The Tri-Association;

• Dr.   Ronald Marino, Treasurer of 
AAIE;

• SAGE International;
• Dr. Carolyn Brunner, Director of In-

ternational Graduate Programs for 
Educators; Buffalo State College; 

• And many other organizations, such 
as: ISS, TIE CARE International, 
K12, The International Educator, 
AASSA, ASOMEX and ACCAS.

We have received considerable financial 
support as well. These donations have been 
used towards the purchase of textbooks, ed-
ucational supplies and materials. A portion 
was earmarked towards the construction 
and repair of certain aspects of our build-
ings. 

It is unmistakably clear that the loyalty 
and support to our Union School com-

munity—locally and internationally—will 
not waver as we move forward with our 
tasks of overcoming the scores of challeng-
es ahead.  We take pride in being a part of 
the international community and reiterate 
our commitment to furthering quality in-
ternational education. 

Marie Jean-Baptiste is Director of Haiti’s 
Union School of Port-au-Prince. She was a 
speaker at the opening session of AAIE’s 44th 
Annual Conference in Boston, MA (Febru-
ary 2010).

After: donations 
and renovations.



54 fal l  2010 intered

In thirty-five seconds, my life changed. 
As the ground shook and reverber-
ated beneath my feet, as I heard the 
roaring sound rip from Mother Na-

ture’s throat, and as everything fell apart 
around me, my life changed. Change is all 
around us. It is inevitable and creates today 
what will be tomorrow. Change creates sur-
vivors. I am a survivor, and I am here today 
because of change. 

For as long as I can remember, I have at-
tended Union School, a well-respected and 
renowned institute in Port-au-Prince. I 
have always been a studious, devoted, and 
driven student here at Union and my need 
to succeed has always fueled me towards 
excellence. I suppose this explains why I 
found myself on the verge of studying for 
my English exam when it happened; the 
devastating earthquake that will forever be 
marked on our calendars. It all happened so 
quickly. One second I was holding my text-
book and the next I was tearing down the 
stairs of my house as it danced to a tempo 
I could not follow in harmony. And then, 
everything just stopped, but the whirlwind 
and inner turmoil I was experiencing pre-
vailed. Before I could even truly grasp what 
was coming of this earthquake—of my 
life—I was shipped to the United States. 
I have to say, “apprehensive” cannot even 
begin to describe how I felt about being 
enrolled in a new school. I had never been 
a new student. Thus, I can relate to all the 
new students attending Union this year. I 
was dreading the entire thing. For one, I 
wanted to be at home, in my school, with 
my friends, and I wanted everything to re-
turn to the way it was before all this pande-
monium reigned. At a certain point, I felt 
like I was in some type of nightmare that I 
couldn’t escape, but it was the reality. I can 
clearly remember my first day at my new 
school. As I sat in the main office, patiently 
waiting for my schedule, the bell rang and 
my insides were flooded by a rush of emo-
tions: fear, dread, anxiety. My heart was 
hammering in my throat and when I looked 
at my hand, it was trembling. I wanted to 
get out of there, but I stayed, for I knew 
this was not the hard part. Then, I had to 
go to first period. I was guided there and 
all those emotions came rushing back in a 
wave, thoroughly washing over me. Fortu-
nately, it all went well, and I realized there 
was nothing to fear. As I sauntered into the 

room, I was greeted by a pool of friendly 
faces and nothing but cordiality filled the 
air; the ambiance was reassuring. Everyone 
welcomed me as if to say I was already part 
of the group, and they bombarded me with 
questions after they learned I was a survi-
vor—a survivor of January 12. 

It was rather simple for me to accommodate 
to my new school. Just as here at Union, the 
school followed an American system and 
curriculum, and the program was nothing 
I couldn’t tackle. I con-
tinued to work hard at 
school and get excellent 
grades, and I gathered 
all the opportunities 
I could, inviting them 
into my home hospita-
bly. I was even chosen 
to share, behind cam-
era, my experience as a 
young survivor and how 
it changed me. Life in-
evitably continued, and, 
though I felt nostalgic 
and profusely homesick, 
I adjusted. With time 
came the acceptance of 
my circumstances, but 
the acknowledgement of 
change and its unfailing 
presence and supremacy.   

Throughout my en-
tire life, I now realize I have looked, 

but not seen; I have heard, but not listened; 
I have understood, but not grasped. After 
the earthquake, I still remained the same 
individual who stands before you today, 
but only on the outside. As I looked in the 
mirror, I still saw my reflection—that of a 
young Haitian girl with a life laid out be-
yond her to live. Only this time, I did not 
understand, but grasped the meaning of 
life—my life. As I observed my surround-
ings, I did not look, but saw the prevailing 
affliction and misery of which I was not a 
victim. I did not hear, but I listened to the 
cries of joy and thankfulness that were in 
stark contrast to the wails of grief and pain. 
After the earthquake, I did not scream, for 
I was in no pain. I did not cry, for I was 
not burdened by sorrow. Though silently, 

I did, however, thank. I thanked the Lord 
for life, but that was not the end of it. “We 
are all here for a reason,” some say. “Every-
thing happens for a reason,” others declare. 
Although I’ve heard these words spoken 
countless times, I now realize, I did not 
listen, and though I understood, I did not 
grasp. After the earthquake, all I could do 
was ask myself: “Why am I here—alive?” It 
made me ponder the true meaning of life 
and I came to realize but one thing: I could 
not take my unscathed survival for granted. 
God put me and left me on the planet for 
an unfathomable reason, one that is bigger 

than I can even imagine. I 
stand here in unblemished 
condition, ready to hit the 
books. With this experi-
ence, I have learned to not 
undervalue anything that 
is handed to me. I think 
that if we survived this 
earthquake we can sur-
vive anything. But if we 
are here, we must gather 
up all we can, appreciate 
all we have, and love those 
who love us.

In thirty-five seconds, my 
life changed. I can share 
this with anyone I meet 
and their response will 
promptly be “How?” 
And I will say that I 
am a survivor with a 
new perception of life, 

and everything in it—including change. I 
would like to welcome all of the new stu-
dents and parents to our family of Panthers, 
and I would like to cordially invite you with 
open arms. May this speech inspire our 
newest students to fear not, for it will only 
hold you back. I went from being a typical 
Haitian girl, to a blessed survivor, to a refu-
gee, to a new student, and back to being a 
Haitian girl, only this time, far from typical. 
May this mark the beginning of a new era, 
not only for this school, but also for this 
nation, where we will all join hands in the 
march towards change and new beginnings. 

Mathilde Pierre is a 9th grade student at the 
Union School in Port-au-Prince, Haiti.  This 
speech was given on September 7, 2010 at 
the Opening Day Assembly of the current 
school year.

Testimony of a Survivor: Beginning Anew
By Mathilde Pierre

Ninth grader Mathilde Pierre 
speaks of surviving the January 
12, 2010 earthquake in Port-au-
Prince, Haiti.
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Go v N e t 
has been 
up and 
running for a year now, grow-

ing slowly, but it’s heavy on the “Head” side 
and some voices that should be heard are 
absent—Board Chairs.  Heads of Schools 
account for about 60% 
of those registered on-
line for GovNet, while 
the balance is evenly 
split between consul-
tants and Board Chairs.

If Heads and Chairs 
are working in partner-
ship, then only a third 
of those registered are 
taking advantage of 
this resource: it is not a 
conversation if only one 
side is talking.

There are reasons, of 
course, why Gov-

Net has not attracted 
more members.  Heads 
continue to rely on Headnet as an email 
listserve rather than migrating to the new, 
social-network based AAIE website.  That 
requires getting in the habit of going to the 
website regularly and new habits are hard 
to acquire.  Heads are the gate keepers, and 
they must ensure that the gate swings both 
ways! They should encourage their Board 
Chairs to participate.  Initial fears about 

the operation of Gov-
Net and the involve-
ment of Chairs have 

dissipated, although some anxiety persists.  
You can add to that the busy schedule of 
Chairs (after all, most of them have day 
jobs!).  Perhaps they simply don’t have time 

to get involved anymore 
than they already are.

Several Heads have 
written to say they 

regularly share articles 
from the Forum or 
Blog with their Chairs, 
so information is being 
dispersed beyond the 
immediate member-
ship.  Still, relative to 
the AAIE membership, 
this resource is under-
used for the expertise 
available.

Do you read the content 
in GovNet even though 
you are not registered? 

Do you share it with your Board Chair (or 
Director)? What could be done to increase 
your participation or that of your Chair? 
Do you have an issue you would like to 
raise anonymously? 

Comments and observations on these and all 
questions are welcomed from GovNet mem-
bers and non-members alike, either online or 
by email.  Jimambrose2007@cs.com

And what did they do wrong? Some-
times they did and sometimes they 
didn’t!

• Perhaps worst of all, a failure to rec-
ognize the true, underlying situation 
leads to a failure to intervene—to pro-
vide students with the skilled therapy, 
the classroom accommodations, and 
the multiple alternative approaches 
that can help to facilitate the optimal 
learning of which they are capable. 
Given an accurate understanding of 
the disability, teachers can be problem-
solvers par excellence. Indeed, quite 
aside from the pleasures that academic 
achievement brings to students, there 

is no greater satisfaction a teacher can 
attain than having helped a struggling 
student to be successful—often with 
accommodations that weren’t actually 
that much trouble to put into place.

• We are fortunate that neuroscientists 
and geneticists are making strides at 
a pace that grows more rapid and en-
lightening by the year.  The current 
level of our understanding of learning 
disabilities is far greater than it was 
even five or ten years ago, and is grow-
ing by leaps and bounds.  Biology is 
not destiny unless we let it be so. 

Nancy M. Robinson, Ph.D., Professor 
Emeritus of Psychiatry and Behavioral Sci-
ences, University of Washington 

Joe Carney

Joe Carney, former Regional Educa-
tion Officer in the Office of Overseas 
Schools, US Department of State, 

died on Sunday, May 30, 2010, at his 
home in Fairfax, Virginia after a long ill-
ness. He was 71 years old. 

He served as Regional Education Officer 
for Africa from 1997 to 2006.  Prior to 
joining the Office of Overseas Schools, 
he had worked with USAID since 1978, 
and returned to USAID in 2006 to as-
sume the position of Director of the Of-
fice of Education for USAID.  He also 
was a US representative to UNESCO. 
He retired in 2009.

Joe held a Ph.D. in African Studies 
from St. John’s University, NY, and the 

M.S. in American History from Scran-
ton University, PA.  Additionally, he 
had received M.A.s in Religious Educa-
tion and Theology from the Maryknoll 
Graduate School of Theology and the 
University of the State of New York. He 
began his career as a Maryknoll mis-
sionary priest in Tanzania and served as 
Vice-Rector of Maryknoll Seminary in 
Ossining, NY prior to joining the United 
States Foreign Service in 1978.

 He is survived by his widow, Suga, and 
two children Mark and Hana and their 
respective spouses.   Suga is a former 
teacher at Jakarta International School 
and Mark and Hana both attended in-
ternational schools.  Mark is a physician 
in Arlington, Virginia, and Hana an at-
torney in Washington, DC.

Donations may be made in memory 
of Joe Carney to the Maryknoll Fa-

thers & Brothers, Box 302, Maryknoll, 
NY 10545-0302, 1-(800) 214-0390. 

Missing Voices
By Jim Ambrose WeRemember...

RESPONSE TO NICOLL,
continued from page 42 

Do you read the content in 

GovNet even though you 

are not registered? Do you 

share it with your Director? 

What could be done to in-

crease your participation or 

that of your Chair?  Do you 

have an issue you would 

like to raise anonymously?
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This year marked the 10th annual 
summer program entitled The 
Pennsylvania School for Global 
Entrepreneurship at Lehigh 

University. Directed by Trisha Alexy, this 
five-week program provides American and 
International students the opportunity to 
study global entrepreneurship, leadership 
and cultural awareness. Through the efforts 
of Dr. Daphne Hobson, Lehigh University 
has actively engaged in the American In-
ternational School arena providing educa-
tors advanced degrees. 

It seemed fitting to extend an opportuni-
ty for high school students attending the 
American International Schools to par-
ticipate in this summer program for gifted 
high school students.  In fact, the College of 
Education has awarded two scholarships of 
$3400.00 each (a total of $6,800.00) to two 
students from the International Schools for 
the past four years.  AAIE Director Elsa 
Lamb designed and created a selection pro-
cess that was deemed equitable to all Inter-
national School students.  

After a rigorous application process, two 
scholarship recipients were selected for the 
summer 2010 program. 

KiRim Bae of the American                
International School of        
Guangzhou, China 
KiRim Bae of the American International 
School of Guangzhou, China is a citizen 
of South Korea, but moved to China four 
years ago.  KiRim is active in her com-
munity, building homes with Habitat For 
Humanity in Guangdong and volunteer-
ing in the BaiYun Orphanage. An active 
writer and videographer, KiRim is passion-
ate about global issues.  She coordinated 
the annual EARCOS Global issues Net-
work conference, participates in the Beijing 
Model United Nations and was a speaker 
at the Asian Pacific Activities Conference.

 

Sijia (Kelly) Li of the                  
International School of Estonia
The second student, Sijia (Kelly) Li, is a na-
tive of China studying at the International 
School of Estonia.  As a daughter of a dip-
lomat, Kelly embraces diversity and believes 
her identity has been influenced by living in 

China, Uzbekistan and Estonia, and being 
around Russians, Americans, and Euro-
peans.  She is fluent in English, Chinese, 

Russian and German. And she aspires to 
be the Secretary General of the UN. Kelly 
is also an active community volunteer.  She 
was the leader of a fundraising team for 
Habitat For Humanity and participates 
with the Serve the City Project in Tallinn, 
Estonia.  Kelly has received numerous aca-
demic awards and is an avid piano, tennis 
and golf player.  

The PA School for Global Entrepre-
neurship is open to all current 10th and 

11th grade students from the International 
School community. And, although two 
Lehigh University College of Education 
scholarships were granted for the summer 
of 2010, students from other International 
Schools were also accepted into the PSGE 
program.  The PSGE 2010 class included 
Philip Pincus of Saigon South Interna-
tional School in Vietnam, Adit Muljo-
hardjo and Sakshi Khurana of Jakarta In-
ternational School in Indonesia and Rawan 
AlOthman of the American International 
School of Kuwait.

The purpose of Lehigh University’s pro-
gram is to expose high school students to 
the topics of global entrepreneurship, lead-
ership and effective business practices, and 
to ignite the students’ spirit of creativity, 
innovation and learning. Year-round efforts 
have made this program exciting and dy-
namic, truly unique in content and delivery. 
Working as partners, Lehigh’s College of 
Education and the Iacocca Institute devel-
oped the applied curriculum, which will be 
delivered again during the five-week resi-
dential academic program from June 26 – 
July 30, 2011.  

Students are housed on Lehigh Uni-
versity’s campus, enjoying food, rec-

reation and all the facilities that Lehigh 
University and the Lehigh Valley have to 
offer. Courses are held in Lehigh academic 
buildings and taught by Lehigh faculty, as 
well as entrepreneurs and leaders of the lo-
cal and international business community. 
The applied curriculum includes core and 
elective courses, entrepreneurial exchanges 
and excursions, team projects with partner 
community businesses, field trips to New 
York, Philadelphia and Harrisburg, and a 
variety of other interactive experiences and 
activities.

The PSGE program goals include:

• To provide a constantly challenging 
and motivating program of learning in 
the area of global entrepreneurship.

• To have students develop an under-
standing of cultural and business prac-

Fresh Minds Fueling the World’s Future:
The Pennsylvania School for Global Entrepreneurship 
at Lehigh University

By Daphne P. Hobson

Congratulations to this year's 

scholarship winners, 

KiRim Bae of the American 

International School of 

Guangzhou, China, and  

Sijia (Kelly) Li of the 

International School of Estonia.

Scholarship applications and 

course information can be 

downloaded from the website, 

http://www.iacocca-lehigh.org/

govschool/overview1.html



 intered  www.aaie.org 57

www.sageprogram.org info@sageprogram.org

STUDIES ABROAD FOR
GLOBAL EDUCATIONSA EG

ASIA • AFRICA • THE AMERICAS

EDUCATIONALTRAVEL ANDSERVICELEARNING
discover Your world discover Yourself

tices used in various regions of the 
world.

• To give students the opportunity to 
meet, network, interact and learn from 
other students, university faculty, en-
trepreneurs and professionals from 
around the nation and the world.

• To provide a well-rounded curriculum 
that encourages the learning process to 
continue well beyond the classroom.

• To assist students in their individu-
al journeys of self-discovery, career 
awareness and leadership development 
related to entrepreneurship.

• To expose students to the benefits and 
opportunities gained in functioning 
as members of a team with common 
goals and values.

• To provide students a safe residential 
experience throughout the five weeks 
of learning and discovery.

Through experience and application, 
the students develop a way of think-

ing, a way of becoming innovative and 
critical evaluators. They learn what steps 
are required to develop an idea fully and to 
bring this idea into a workable marketing 
and business plan.  In working as part of 
a team, they explore international diversity 
and decision-making and the importance 
of consensus building.  

In addition to the classroom time, students 
also have the opportunity to socialize and 
network with other students.  During the-
ses five weeks, excursions and events are 
planned in order to build a community 
for young learners.  Overall, the program 
is balanced with learning and social expe-
riences. The adventure will spark the en-
trepreneurial leadership spirit in all of the 
PSGE students, once again proving that 
the world we live in works collaboratively 
and innovatively together for all global citi-
zens. 

For further information regarding this 
program, contact Trisha Alexy at tsa2@

lehigh.edu.  Applications and course in-
formation can be downloaded from the 
website, http://www.iacocca-lehigh.org/
govschool/overview1.html 

Dr. Daphne P. Hobson is the Executive Di-
rector of the Office of International Programs 
at Lehigh University.  ddh2@lehigh.edu

GovNet:
the go-to-place for information on 
international school governance

www.aaie.org/govnet
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At Nova Southeastern University’s Fischler School of Education and Human Services,
we inspire educators to inspire their students to change the world. Earn your degree 
from an accredited American university.  Study online anytime, anywhere. 
 
Access NSU’s worldwide electronic library and professional development materials 
and learn strategies and skills from respected faculty members. 

Nova Southeastern University admits students of any race, color, sexual orientation, and national or ethnic origin.  Nova Southeastern University is accredited by 
the Commission on Colleges of the Southern Association of Colleges and Schools (1866 Southern Lane, Decatur, Georgia 30033-4097, Telephone number: 404-
679-4501) to award associate’s, bachelor’s, master’s, educational specialist, and doctoral degrees. 

      aleparra@nova.edu          ›    +954-262-8674         ›     FischlerSchool.nova.edu                     ›

  › Somewhere 
 a teacher  
 StudentS ect.

MASTER OF SCIENCE (M.S.) IN EDUCATION
WITH 33 SPECIALIZATIONS including
        

International Education > 
> Teaching English as a Foreign Language

DOCTOR OF EDUCATION (ED.D.)
WITH 10 CONCENTRATIONS

  ›  SOMEWHERE OUT THERE, 
 A TEACHER WILL INSPIRE HER 
 STUDENTS TO CAUSE AN EFFECT.

Contact Alejandra Parra at +954-262-8674 or visit www.FischlerSchool.nova.edu 
for a complete listing of our degree offerings. 
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Where Are They Now?...
Robert ‘Bob’ Ferguson

Bob Ferguson was Regional Educa-
tion Officer for the Office of Overseas 

Schools of the Department of State until 
his retirement in 1996.  Now, at age 85, he 
and his wife reside in a senior living facility 
in Pennsylvania, looking forward to hear-
ing from friends and colleagues during 
the time he was REO for the NESA area. 
Prior to joining A/OS, he was a teacher and 
counselor for the Department of Defense 
Education Agency in schools in Baum-
holder, Karlsruhe, and Munich, Germany, 
becoming Assistant Superintendent for 
the DoDEA schools in Europe.  He also 
worked with DoD in Hawaii.  The Fer-
gusons can be reached at rferguson2207@
comcast.net or 717-264-4079.  Their home 
address is 1500 Northfield Drive, Apt. 
2207, Chambersburg, PA 17201.

Clifford ‘Cliff’ Strommen
(N.B., Cliff sent this message in response to 
InterED’s inquiry about including him in this 
feature. He added some interesting experiences 
he has had with multiple accreditations at in-
ternational schools at which he was head. This 
response, unsolicited, relates to an article on ac-
creditation on page 32 in this issue.)

Cliff wrote:

I served on a joint SACS/ECIS visit to 
Caracas.  Much earlier, while I was su-

perintendent in Lusaka, Zambia, we went 
through a joint ECIS/Middle States ac-
creditation.  I believe that was in 1980/81.  
John Stoops and Gray Mattern were the 
agency heads at that time and it may have 
been one of the first joint accreditation ef-
forts.

I left for overseas work in 1969, from Sea-
side High School in Monterey, California, 
where I was an English teacher, coach and 
athletic director.  My first international job 
was in New Delhi, India, where I began 
as an English teacher and coach and pro-
gressed through a series of added responsi-
bilities to dorm director, vice-principal and 
director.  While I was Director, we joined 
with the State Dept. and the University of 
Houston to establish one of the first over-
seas graduate programs.  It was unique 
because we housed the college professor 
in our dorm for a period of a semester at 

a time which allowed for graduate classes 
on campus on a continual basis.  Another 
unique and important development was 
that we “sold” the American International 
School, New Delhi, to the US State De-
partment and it became The American 
Embassy School, as it is known today.  This 
was necessary because Mrs. Gandhi judged 
that we were creating “undue Western in-
fluence” and she threatened to close the 
school.  We were forced to remove all In-
dian students except for 12th graders, en-
rolment dropped from about 750 to 350 
in just a couple of months, we were taken 
off our tax-free status and the school went 
about a million in retroactive debt to In-
dia; our site rental was increased by roughly 
500 percent and we were forced to cut two-
thirds of our overseas staff.  The process was 
long, complicated and very frustrating.  The 
full story of the “sale” would fill a book.

I left Delhi to enter graduate school at the 
University of Houston.  I continued to or-
ganize and manage the Houston Overseas 
Graduate program which was expanded to 
Pakistan and provided many staff with edu-
cational opportunities.  In 1976, I became 
superintendent in Lusaka, Zambia, and 
stayed for eight very interesting and posi-
tive years.

In 1984, I moved to Sao Paulo, as super-
intendent of Graded.  While there, Bill 
Durden, Nancy Robinson, Carlton Bentz 
and I developed the concept of the “Op-
timal Match,” a program designed to find 
and develop the optimal learning match 
for students of all ability ranges.  The pro-
gram became the model for many learn-
ing approaches both internationally and 
Stateside. I left Graded in 1990 to become 
Headmaster of Nido de Aguilas in Santia-
go, Chile, and enjoyed twelve years at that 
fine school.

On my way home to retirement, I spent 
three months at the American School of 
Bolivia in Cochabamba and then came out 
of retirement to serve 14 months at the 
American school of Recife.  Since retiring, 
I’ve taught at a community college, assisted 
a small private school with their organiza-
tional structure, did a couple of board work-
shops, one international the other local, and 
served on SACS accreditation teams both 
internationally and in the States.

During my career, I served on the AAIE 
Board on three different occasions and as 
vice-president and president of AAIE.  In 
addition, I was selected for membership in 
the AAIE Hall of Fame.  In 1993 I was 
chosen as the Overseas Superintendent of 
the Year.  While in Lusaka, I was elected 
president of AISA and I was elected presi-
dent of AASSA on two different occasions 
while I was in Latin America.  I was fortu-
nate to serve on the Latin American Com-
mittee of SACS for 12 years.

I was fortunate to have been in the early 
years of international education with some 
of the pioneers of this wonderful education 
movement.  To have worked personally with 
some of the creative, talented and strong-
willed individuals such as Finis Engleman, 
Floyd Parsons, Mel Cole, Ed Rushton, Er-
nie Mannino, Paul Luebke, Gordon Par-
sons, C.J. Patterson, Dave Smith and the 
hundreds of others who followed them has 
truly been a pleasure and an honor. 

By the way, Ron McCluskey wrote a history 
of the American Schools in Brazil in 1988 
and Chuck Kite did the same for AISA 
in 1989. The AAIE website should dis-
play copies of those. We live near our kids 
who both graduated from Graded and we 
are close enough to enjoy grandparenting 
on a regular basis.  I continue to be an avid 
reader, volunteer at the Sheriff ’s substation 
weekly and spend a few hours a week at the 
gym.  I also do a bit of half-hearted yard 
work! My address, email and phone to your 
readers. Address:  PO BOX 4815, Cala-
bash, NC 28467, email:  chstrommen@aol.
com  phone:  (910) 579-0266. 

Guy Lott

Guy Lott was the Superintendent of 
the Taipei American School on Tai-

wan until his retirement in 1991. Guy is 
living at The Sunrise of Beverly Hills, 201 
North Crescent Drive, Beverly Hills, Cali-
fornia 90210; telephone 850-529-6022.  
He moved to California to be near his son.  
Sadly, his wife of 51 years passed away in 
December 2009. Guy says he would be 
most interested and appreciative to hear 
from his friends and colleagues.  He does 
not have an email address.  However, he 
hopes to attend the 2011 AAIE Annual 
Conference at the Grand Hyatt Hotel in 
San Francisco in February. 
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Mark Your Calendars! 
 

45th Annual Conference 
February 10-13, 2011 
Hyatt Embarcadero 
San Francisco, California 
 
Summer 2011 AAIE Institutes 
 
Brain Research:   
Its Implications for  
Teaching and Learning 
Consultant:  Dr. Patricia Wolfe 
June 19, 2011 – June 23, 2011 
Miami Residence Inn – Aventura 
Miami, Florida 
 
Personalizing Learning  
in the Global Classroom 
Consultants:  Bill and Ochan Powell 
June 26, 2011 – June 30, 2011 
Embassy Suites – Old Town 
Alexandria, Virginia 
 
Future AAIE Annual Conferences 
 
46th Annual Conference 
February 9-12, 2012 
Westin Copley Place 
Boston, Massachusetts 
 
47th Annual Conference  
February 14-17, 2013 
Hyatt Embarcadero 
San Francisco, California         Information available at www.aaie.org 


