
AAIE’s return to San Francisco, a 
city shaped by diversity, is particu-
larly appropriate given that the 

AAIE’s 47th annual conference will in-
clude a special focus on social justice and 
diversity issues.

The first conference keynote speaker will 
be Kimmie Weeks.  Kimmie was born in 
Liberia, West Africa in 1981.  In his key-
note, Kimmie will share the remarkable 
story of how at the young age of nine he 
came face to face with civil war, human suf-
fering, and death, and how at seventeen he 
was forced to flee Liberia and seek political 
asylum in the United States.  Today, after 
graduating from Amherst College, Kimmie 
Weeks continues on a mission to protect 
children from war, and to alleviate poverty 
and human suffering in Africa and around 
the world.

The second keynote, Promoting Social 
Justice in the Classroom:  How Effec-

tive Teachers Impact on Student Success, will 
be presented on Saturday by Dr. James 
Stronge.  We welcome Dr. Stronge, a well-
known AAIE presenter, and we are pleased 
to have him with us again this year.  He is 
a College of William and Mary professor 
and researcher in Educational Policy, Plan-
ning, and Leadership. He has authored, co-
authored, or edited over 20 books and more 
than 100 articles, chapters, and reports. In 
addition to his keynote, Dr. Stronge will 
be presenting sessions on How to Hire the 
Best Teachers, Teacher Evaluation for Inter-

national Schools, and Principal Evaluation in 
International Schools.

Dr. Frances Kendall, a nationally known 
consultant who has focused for more 

than 35 years on organizational change, 
diversity, and white privilege, will be one 
of this year’s featured conference speakers. 
Dr. Kendall is committed to facilitating the 
core changes necessary to create work and 
learning environments that are hospitable 
to all people. In addition to speaking on 
diversity issues, Dr. Kendall consults with 
i n s t i t u t i o n a l 
senior leaders, 
implements cli-
mate surveys 
for their insti-
tutions and or-
ganizations, and 
assists them in 
developing stra-
tegic plans and 
initiatives to 
achieve the type 
of institutions 
they envision.

AAIE is also 
honored to have 
Kevin Jennings, 
the newly ap-
pointed Execu-
tive Director of 
the Arcus Foun-
dation, a leading 
global founda- Continued, page 40 
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Dear Colleagues,

A little over three years ago the AAIE 
Board of Trustees issued a platform state-
ment expressing “its sorrow and outrage over 
acts of violence and war through which the 
sanctity of schools, international and other,” 
had been violated by individuals, groups, 
and governments.  This platform empha-
sized that “children 
are not the cause nor 
should they be the 
victims of political or 
regional conflict.”

Sadly, the recent 
burning and loot-
ing of the American 
Cooperative School 
of Tunis, Tunisia 
reminds us of that 
there are still in-
dividuals willing 
to destroy schools, 
and in so doing 
deprive children of 
their right to re-
ceive an education 
in an environment 
free from violence.  
While governments 
and individuals will 
always disagree, it 
is imperative that 
these differences 
not lead to violent 
acts which impede a child’s access to edu-
cation and safety.  Citizens of all countries 
must recognize that, in order for children 
to live and grow in peace, “Absolutely, and 
without exception, schools must be out of 
bounds for any acts of violence.”  

Safety from such acts such as those that 
occurred in Tunisia depends on social 

justice and social responsibility.  Socially 
just societies promote equitable and re-
spectable treatment for all, and reject the 
type of irresponsible actions that led to de-
struction which devastated the American 
Cooperative School of Tunis, and threat-
ened several other schools. International 
schools are in the unique position of being 
able to instill values based on the concepts 

of human rights and 
equality to students 
from many coun-
tries.  We know that 
many international 
school students will be 
among the most educated citizens in their 
countries, and will occupy positions of in-
fluence in these countries.  This being the 
case, their social consciousness will impact 
on the attitudes and practices of the societ-
ies in which they will be living.    

In t e r n a t i o n a l 
schools certainly 

“talk the talk” when 
it comes to social 
justice. However, do 
we know if schools 
are also consciously 
teaching to and 
modeling concepts 
of social justice?  
How well is your 
school doing in cre-
ating and maintain-
ing conditions that 
foster and promote 
fair, equitable treat-
ment for all?  Is your 
school environment 
truly safe and wel-
coming for all stu-
dents and staff?  In 
other words, is it 
modeling socially 
just and responsible 
practices? These are 

questions worth giving thought to, and 
ones that will be addressed at AAIE’s 47th 
Annual Conference:  International Educa-
tion:  Promoting Social Justice in a Diverse 
World.     

To quote Gandhi, “We must be the change 
we want to see in the world.”  I hope to see 
many of you in San Francisco, Feb. 14 -17, 
2013.

All the best,

Elsa 
Elsa Lamb, AAIE Executive Director
g.elamb@nova.edu
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Ihope you all have marked your 
calendars for AAIE’s upcoming 

47th annual conference in San Francisco in 
only a few short months. I am more certain 
than ever that you will find our focus on 
social justice and diversity a timely topic for 
all of us who work in schools around the 
world.

We are privileged to meet incredibly 
interesting children and their fami-

lies in our business of education. Bringing 
together dozens of students that represent 
a wide range of races, religions, beliefs, and 
cultures is beautiful but not always easy. We 
offer top quality education to thousands 
of international and host country families 
throughout the world. Yet we are all chal-
lenged on a daily basis to find that perfect 
balance of respect, tolerance, and under-
standing among our students as we try to 
ensure that each and every child feels safe 
and respected at our schools.

Last year one of our high school teachers 
started a weekly lunch time Gay Straight 
Alliance meeting in his classroom for all 

interested.  It has been going on ever since 
and is attended by a mixed group of stu-
dents and seems to have created a feeling 
on campus where students feels safe and 
happy to be at school. While I realize that 
not every school community can do this, I 
will be happy to talk to those of you inter-
ested on how to get started.

During our upcoming conference, you 
will have the opportunity to listen 

to some truly amazing speakers beginning 
with our keynoter Kimmie Weeks. As a 
child he experienced the cruelty and suf-
fering of civil war in his native Liberia and 
has made it his life mission to work to pro-
tect children from the tragedies of war and 
poverty.  Dr. James Stronge, a well-known 
AAIE presenter, will speak directly on 
how teachers impact student success in the 
classroom in addition to leading a number 
of other sessions throughout the confer-
ence.   Dr. Frances Kendall, a nationally 
recognized consultant will address diversity 
issues as well as Mr. Kevin Jennings, the 
new executive director of the Arcus Foun-
dation. Jennings served as assistant deputy 
secretary to the Department of Education, 
an appointment by the Obama administra-

tion. In that position, 
he helped organize 
the first National Bullying Summit and 
devoted resources to suicide prevention of 
LGBT Youth and other at-risk popula-
tions.

Our popular Sunday Morning Solutions 
session on the topic of Futures Learning 
will be facilitated by Dr. Peter Bishop of 
the University of Houston and Mr. Willis 
Goldbeck, an independent social economic 
policy consultant.   Dozens of others will 
provide thought-provoking and stimulat-
ing sessions throughout our days together.

I look forward to welcoming you 
all in San Francisco on Thurs-

day, February 14.   Don’t miss it! 
 
Sincerely,
Beth

Dr. Beth Kempler Pfannl
AAIE President, 2011-2013
President Beth Pfannl is Head of the 
American Overseas School of Rome. bp-
fannl@aosr.org ~ http://www.aosr.org/

the president’s message

SocialJustice & Diversity: A Timely Topic

When?  Monday, June 24 – Friday, June 28, 2013

Where?  Nova Southeastern University
  Ft. Lauderdale, Florida

What & Who?
• Translating Brain Research into Effective Language & Literacy Instruction, Dr. Virginia Rojas
• Reach and Teach All Students: How to Address Diverse Educational Need, Dr. Yvonne Bui 
• Meeting the Social and Emotional Needs of Students in International Schools, Dr. Pamela Ward

Institute fees include 4 days of hotel lodging plus breakfast and lunch, and all course materials.

AAIE Members: $1175 before April 15th; $1275 after April 15th / Non-Members: $1500

How?  Register online at www.aaie.org

AAIE 2013 Summer Institutes
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2013 AAIE Annual Conference
An Overview of Conference Sessions

Promoting Social Justice in a Diverse World
• Addressing LGBT Issues
• Critical Dialogues Across Differences: An Essential Tool for 

Creating a Strong Inclusive Community
• International Schools and LGBT Youth:  How are We Doing?
• Leading as a Person of Privilege:  Developing the Ability to 

Address Privilege and Inequity in Groups and Organizations
• Passing the Mantle:  Calling Forth and Mentoring the Next 

Generation of Change Agents

Leading and Managing Schools for Results
• AAIE Institute:  Advancing Leadership Through On-Line 

Learning
• Asking the Right Questions:  Turning Parental Insights Into 

Potential 
• Creating a Coaching Culture:  Leadership’s Role
• Flipping the Iceberg:  From ‘Yes, but’ to ‘Let’s Do This’
• For Profit vs. Not for Profit Schools: It’s Not That Simple
• How to Hire the Best Teachers: Using the Teacher Quality 

Index Protocol
• Innovative Leadership: Using Design Thinking to Foster 

Innovation in Schools
• International Compensation Survey:  How Well Does Your 

School Measure Up?
• Investment Strategies in Uncertain Times
• Leadership and Culture: Adapting Leadership and Man-

agement to Multicultural Staffs
• Leading with Questions
• Professional Meetings: Structures for Effective Collaboration
• Principal Evaluation:  What Works & What Doesn’t
• Systems Thinking and the Culture of Data-Informed Decision 

Making
• Teacher Evaluation for International Schools: The OSAC 

Evaluation Project
• The Head’s Role in Fostering an Environment of Tolerance 

and Acceptance of All Students
• The Power of Play at Work:  What Happens When You Say 

‘Yes, And...’ Instead of ‘Yes, But’
• The Head at Play: What Will You Be Doing on Interna-

tional “Play at Work” Day?
• Why Do They Stay:  A Glimpse Into the  Factors Associated 

with Retention of International School Educators

Leading for Staff and Student Learning
• Aero Frameworks:  Common Core Plus
• And Now for Something Completely Different:  Introducing 

the AP I Cambridge

• Capstone Program and Credential
• Being Generationally Savvy: Working Effectively with Ed-

ucators Across Generations
• Creating a Truly International Curriculum: Teaching and 

Assessing for Global Understanding
• Educating Students to be Proactive Agents of Change
• Engaging Global Learning Communities in Substance 

Abuse Prevention
• Fast Forward:  Leading, Learning, and Teaching for the 

Future
• Help!!! We Have Accepted the Kid: Now What?
• How Do We Prepare for the Future? Scenario Planning for 

International Schools
• INSIGHT from OFFSITE:  A New Solution for Providing 

Support for Learning Needs
• Teach-Now:  An Online Solution for Teachers Seeking Cer-

tification
• Teaching and Learning at AISJ: Rethinking Professional 

Learning
• The IB and the Teenage Brain
• The Global Issues Network:  Developing Global Citizenship
• There is no I in CAMPUS:  Realigning Facilities to Support 

a Community of 21st Century Learners
• Thinking Maps:  A Language for Leading, Teaching, and 

Learning
• Yaakaar- A Path Toward Global Citizenship

International School Governance: The Board – 
Head Partnership
• Building a Successful Relationship with Your Governing 

Board
• The International School Board Survey:  What It Tells Us
• Meet the Experts:  Problem-Solving Governance Conundrums
• Data Driven Boards:  Taking the Emotion Out of School 

Governance
• The ABCs of Board Facilitation:  Agreement, Benchmarks, 

Communication
• School Risk Management & Board Governance In a Pre-

carious World

21st Century Digital Tools: 
• Building for the Future of Learning Today
• Implementing  School-wide Collaborative Homework Cal-

endars Using Google
• It’s the 21st Century: Do You Know Where Your Student 

Are?
• Fund-Raising, Alumni Relations, and More:  Development 

Goals and Web Strategy

Grand Hyatt Regency Hotel, San Francisco ~ February 14-17, 2013
Register at www.aaie.org
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The current issue seems to have 
attracted discussion of a wide va-
riety of topics.  The most signifi-
cant, single criterion for publish-

ing an essay or scholarly work in InterED 
is that the content of the article be focused 
on our primary readership—Board Mem-
bers, School Administrators, and Heads of 
School.  Thanks to all the contributors.  We 
have included the AAIE Platform—men-
tioned in the salutation by Executive Di-
rector, Elsa Lamb—in the themed section.  
Safe and secure schools are prerequisites for 
civil and just society.

Department of POPS—Players, 
Organizations and People.  

Recently an educator new to AAIE 
circles complained to me about the 

difficulty of figuring out “Who is who” and 
“How are all these organizations connect-
ed?”  For new arrivals on the international 
scene, these can be formidable questions. 
And, I surmise (without a single citation 
or empirical data to support my claim) that 
there are more new, first-time international 
directors and administrators in AAIE and 
international schools than at any time in 
our history.  The new directors wander 
lonely in the hallways of the conferences, 
jealous that everyone knows everyone 
without introduction. In Boston, last year, 
AAIE President Elsa Lamb reinstituted 
a “Welcome Session” for new members 
to AAIE, a part of the program that was 
a fixture years ago.  In the same spirit, In-
terED ran an article about the QSI network 
of schools in our Spring 2012 issue (and a 
lovely memoir of Margaret Sanders…cer-
tainly a player!).  It seems to me that many 
of our members need a reintroduction to 
the organizations, people and relationships 
that have contributed to the dynamism of 
this network of educators.  The acronyms 
are intimidating:  A/OS, AAIE, ISS, SA, 
TIE, QSI, REOs, MAIS (ad infinitum)…  
I don’t think any of them were founded as 
secret societies!  In this issue we are fea-
turing International Schools Services.  We 
invite other organizations to reintroduce 
themselves and explain the missions and 
visions which they represent.  We live and 

work in a complex and thriving profession.

Special Thanks to Kevin Jen-
nings… 

For his patience and amazingly prompt 
responses to the email/interview which 

can be found in the themed section of this 
issue.  I realize that this particular form of 
interviewing is time consuming, and his ef-
forts are appreciated.  We look forward to 
his sessions in San Francisco.

Accreditation:  Continuing the 
dialogue.

Also in this issue, we continue to re-
view the fascinating prism of quality 

and accreditation from yet another per-
spective—that of an active head of school 
grappling with the practical and theoretical 
issues of an accountability model.  We are 
pleased to publish Mr. Johnston’s analysis, 
having confirmed that he is, indeed, mani-
festing widely expressed concerns.  Educa-
tors who engage in public discourse in the 
spirit of improved educational practice are 
complying with the highest standards of 
the profession.  

The Recruitment and Retention 
of Overseas School Heads.  

We are pleased to publish an extensive 
portion of Theron Mott’s recent dis-

sertation.  This material seems to us to be so 
pertinent for School Board Members and 
Heads of School that we have deviated a bit 
from usual practice in publishing this long 
extract from his extremely well-written and 
laborious research.

InterED’s Spring 2013 Theme. 

Can you see into the future?  Do you 
have an insight about the future of in-

ternational schooling, leadership behaviors 
in the schools of the mid-21st century, or 
emerging curriculum designs for our grand 
and great-grandchildren?  As an editor, I 
find myself vainly trying to anticipate which 
way the coltish enthusiasms of our cyber 
children and their somewhat electronically 

challenged parents and teachers are leading.  
As you can see from the present issue, In-
terED does not treat a theme’s topic as the 
only acceptable submission. (We welcome 
all types of essays and input of interest to 
our membership).  However, the Spring 
2013 InterED invites articles on the theme:  
The Future of our Schools—Coming your way 
soon!  Perhaps the Sunday Morning Solu-
tions session in San Francisco—Futures 
Learning—will inspire visionary responses. 

A first (I think): A Cartoon in the 
InterED. 

The two panel cartoon found on page 
21 is the result of collaboration be-

tween me and Ms. Camila González (the 
artist).  Camila is a senior from El Salvador 
who will graduate from my university in 
December, 2012 with a major in Graphic 
Design and a minor in Business.  InterED 
welcomes graphic commentaries, as well as 
the written word, on topics relevant to the 
objectives and concerns of AAIE.

In closing, let’s all think of our colleagues—
their schools, families and communities—
who have been displaced, damaged or 
delayed by civil strife or catastrophe.  We 
wish them recovery, reconciliation, and the 
energy and resources to rebuild.  AAIE is a 
community of people who care.  See you in 
San Francisco. 

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

EDITOR’S DESK

Dear Colleagues, 
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MEMO TO THE BOARD

The Forgotten Duties of Trustees—Part II
By Gilbert C. BrownEditor's Note: This is the second part 

of a two-part article. The first part 
appeared in the Spring 2012 issue of 
InterED, pp. 6 ff. The earlier article con-
cerned the constancy of risk in the op-
eration of any organization, especially 
in that of our international schools. Risk 
was separated into two parts: ‘adminis-
trative’ and ‘systemic.’

Administrative risk

These risks are a constant in the 
operation of any school wher-
ever it is located.  They entail a 
possible short-term interruption 

of the school operation caused by fire in the 
building, bomb threat, unauthorized intru-
sion on school grounds, earthquake, vehic-
ular accident, contagious disease, teacher 
absence, interruption of water or power 
supply, and other such incidents which may 
require a management response during the 
school day.

To handle this type of risk, school boards 
mandate that administration adopt a Stan-
dard Operating Procedure (SOP) to at-
tenuate its effects. Thus, schools often have 
emergency procedure manuals.  All schools 
and other organizations should have such 
instructions for staff, students, visitors, and 
others who need to know what to do in 
the case of the occurrence of a risk event.  
The manual will have specific procedures 
to follow in fire drills, in lockdown drills, 
in notification processes to use in case of 
sudden school closing due to public ser-
vices interruption or civil unrest, in case of 
earthquake, (often including procedures to 
follow if transportation is impossible and 
students must remain in the school, even 
overnight, until parents may come to re-
trieve them) in the outbreak of contagious 
disease, etc. The most common manifesta-
tion of schools’ response to such risk are 
the evacuation maps found in classrooms 
and other meeting rooms and offices that 
direct all personnel to predesignated areas.  
The emergency manual may also contain 
instructions to employees, or even to adult 
students, as to physical areas of responsibil-
ity to which they are to report.

The administration is charged by the board 
to employ approved procedures found in 
the emergency manual to respond logically 
to such risk. The purpose is to fulfill the 
responsibility of all, but especially that of 
the board, to protect life, followed by the 
protection of the assets of the organization. 
The nature of the response to this risk al-
lows the term ‘administrative risk.’

Risk vs. threat

To avoid misunderstanding, defini-
tions are offered here to distinguish in 

meaning between two words that are often 
considered synonymous. Risk is constant, 
an ever-present factor in the operation of 
organizations to which response must be 
determined to assure that the organization 
remains a ‘going concern.’  Almost all inter-
national schools were founded ‘in perpetu-
ity.’ Each successive board, representing the 
owners of the school, and in many propri-
etary schools the actual owners themselves, 
is responsible to see that the institution 
survives the board’s mandated term, and, it 
is to be hoped, in a better condition than 
when that mandate began.

Perhaps the most common risk is that of 
insolvency.  Thus, founding documents 

such as legally registered articles of incor-
poration or association, bylaws, etc., most 
often contain specific clauses that mandate 
boards’ responsibilities in the financial op-
eration of the organization. Indeed, the 
most common standing committee found 
among international school boards is their 
finance committee.  It may be assumed that 
this response to insolvency risk has worked 
as well as could be hoped as no American-
type international school has ever gone 
bankrupt.  This is all the more amazing 
when one considers the ‘shoestring’ begin-
nings these schools had at their establish-
ment, with very few students, no capital 
to speak of, and surviving at their birth in 
rented facilities that today would fail any 
test of educational adequacy.  Many of 
these international schools, some over 100 
years of age, are now found in multi-mil-
lion dollar, model, purpose-built facilities, 

with enviable liquid 
reserves, and educa-
tional programs whose 
innovations are not to be found anywhere 
else. (This author often wonders where the 
accolades that are due the hundreds of suc-
cessive boards and their individual trustees 
that made all this possible are hiding.).

Where ‘risk’ is constant, ‘threat’ is im-
minent.  It could be said that those 

who live in earthquake zones are under 
constant ‘threat’ of such an event.  In this 
article, that phenomenon is termed ‘risk’ 
since, first, it is constant, and, second, the 
occasion of the event is indeterminate.

A telephoned ‘threat’ by unknown caller of 
a bomb in the school is a threat to which 
a response must be made at once.  This is 
the same situation with an intruder, or the 
outbreak of a contagious disease.  The risk 
is constant but only when the event occurs 
is it a ‘threat.’ Yes, even the absence of a 
teacher is a ‘risk,’ but hardly a ‘threat,’ un-
less one wished to include in this category 
the possibility of a teacher strike. The risk, 
constant in this case, is attenuated adminis-
tratively with the maintenance of a long list 
of substitute teachers as well as the proce-
dure to be used in contacting and retaining 
such short-term replacements.

The ‘risk’ to which this article is ad-
dressed is clearly within the purview 

of the board, the possibility of the long-
term or permanent ending of the operation 
of the institution.  Insolvency has already 
been mentioned, as well as the mandates 
to boards to attenuate this risk.  The other 
long term risks in this category include fire, 
earthquake, civil unrest, war, and natural 
disaster, No administration is empowered, 
and perhaps not even capable, of designing 
procedures to be used in the event of the 
forced, and perhaps sudden, dissolution of 
the organization.  This is clearly a ‘forgotten 
duty of the school board.’

It can’t happen here

Boards have faced the risk of insolven-
cy with measures, almost an SOP, to 

face that possibility as mentioned above. If 
asked, I am sure all trustees would respond, 
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“Financial insolvency is a very low-risk fac-
tor in our operation because of the mea-
sures we have institutionalized.” It may not 
be possible to consult the trustees of the 
schools who may have harbored this wish-
ful feeling of another type of risk-abate-
ment at The Rustin Academy in Havana in 
1960, or at other American-type schools in 
Kandahar, Afghanistan; Kabul, Afghani-
stan; Saigon, Vietnam; Vientiane, Laos; 
Isfahan, Iran; Teheran, Iran; Ahwaz, Iran; 
Mogadishu, Somalia; Monrovia, Liberia; 
Abidjan, Ivory Coast; Tripoli, Libya (Oil 
Companies School); Tripoli, Libya (Amer-
ican International School); Baghdad, Iraq; 
Damascus, Syria; Bamako, Mali; Managua, 
Nicaragua; Port-au-Prince, Haiti; and most 
recently and tragically, the American Co-
operative School of Tunis.   

This total of 19 schools that suffered either 
permanent or long-term interruption of 
operations in a period of 50 years is surely 
a wake-up call to all boards to face an over-
arching problem that, like the 500-pound 
gorilla sitting in our living rooms, boards 
wish would just go away.  Did the boards of 
these 19 schools face this ‘risk’ that came to 
pass to the welfare of the schools entrusted 
to them, as well as the that of their stu-
dents, employees and client families, or did 
they follow that old joke seen on the back 
of not-so-humorous tee-shirts that say, “I 
am from the bomb disposal squad.  If you 
see me running, follow me!”

However slight one may consider this 
ultimate risk to be, ignoring it can-

not solve it.  When this ‘risk’ (constant) 
becomes a ‘threat,’ (imminent) it may be 
too late to protect anything with which the 
board and its individual trustees have been 
entrusted.  Indeed, inaction in the face of 
this most remote of risks may be consid-
ered to be negligence.  What follows are 
some suggestions for board consideration 
in fulfilling what may be that ‘forgotten 
duty’—confronting systemic risk. Systemic 
risk,’ the risk of the ultimate dissolution of 
the school by factors, distinguished here 
from financial risk beyond the control of 
the board, or for that matter, of anyone else.

Facing systemic risk

Suggested here is a succession that 
boards may follow in a process of sys-

temic risk attenuation:

Perhaps the first is (1) the identification of 
all risk factors.  This is followed by (2) risk 

assessment (perhaps a triage of how likely 
each risk may occur), then by (3) risk analy-
sis (if such risk occurs is there a reasonable 
response), and finally by (4) risk manage-
ment (a plan for board, administration, em-
ployees, community, etc. to follow in case 
the likely assessed risks occur resulting in 
the long-term interruption of activity.) 

The board may not have members whose 
abilities in this rather technical field 

would permit them to make an informed 
contribution to any or all of these needs.  
The board may wish to search its commu-
nity for those who are expert in these areas.  
Such individuals may include the local em-
bassy or consulate Regional Security Offi-
cer, the Deputy Chief of Mission, someone 
from the local military or military attaches 
of local embassies, security officers of local 
and multi-national corporations and others 
whose daily tasks are to identify and ana-
lyze all types of risk.  One should not for-
get the possible inclusion of officers of local 
insurance carriers who are mathematical 
professionals in this vein.

These experts are asked to serve on an ad 
hoc board committee perhaps with a board 
member as the head of the committee. The 
board is kept fully informed at each step 
of identification, assessment, analysis, and 
management for its participation and ap-
proval. The ultimate result to be desired 
is some written plan to be adopted by the 
board for facing all identified systemic risk 
factors. This plan should include safeguard-
ing the welfare of students and employees, 
as well as that of the liquid and fixed assets 
of the school.

Communication

The emergency procedure manual for 
facing ‘administrative risk’ is most like-

ly a public document available to all stake-
holders in the school. Each board must 
decide if the similar wide publication of a 
systemic risk manual is in the best interests 
of anyone.  Will such publication instill a 
panic factor that may move thinking by all 
from the imminent needs of educational 
program improvement to the less pressing 
specter of school closing?  Stakeholders are 
informed of administrative risk manage-
ment processes such as fire drills, bomb 
threats, earthquake drills, etc.  The intent is 
an enhanced feeling of security of the safety 
of one’s children and of employees. Does 
the board wish to inform all of its approved 
plans for dealing with systemic risk?  Is this 

too sensitive to disseminate? This is a deci-
sion for each board to make.

However, with the many ad hoc commit-
tee participants external to the usual con-
fidence of board proceedings, it may be 
better for all to hear from the board rather 
than by gossip and innuendo.

Some interesting questions boards may 
wish to ask of themselves and try to an-

swer are, “If our school were unable to be 
occupied tomorrow because of fire, earth-
quake or vandalism from civil unrest, or by 
government decree, where and how would 
we hold classes?” “How does the school 
provide transportation, food service, library, 
texts, IT, health service, clean drinking wa-
ter, sanitary facilities, record keeping, com-
munication with everyone, etc.?”  “Does 
one share all these answers with stakehold-
ers?”  Stop with the questions, already, give 
us solutions!  Only the board can do this. Is 
there a plan?

To put on the immediate ‘to do’ 
list in facing ‘systemic risk’

It is the duty of all boards of trustees to 
protect institutional assets both liquid 

and fixed, the welfare of students and the 
welfare of employees. What plans can be 
made by the board to protect school re-
sources, such as cash, investments, and 
important documents such as deeds, taxes 
paid, Articles of Incorporation, Bylaws, ex-
isting contracts, school history, etc.?

Many of the 19 schools that closed as men-
tioned above, because of vandalism, or just 
plain carelessness, lost many of the key doc-
uments needed to reopen, or to protect the 
future integrity of their corporate structure, 
or, worst of all, lost documents needed by 
students and employees to continue their 
studies or professional careers. Of course, 
many of these closings occurred in the 
days before electronic data processing, but 
some lost their electronic records because 
their information technology systems held 
on site were destroyed or violated in such a 
manner as to place beyond retrieval what 
were thought to be the most secure records.

Measures are now available to prevent this 
and assure the integrity of the institution 
and of its most important record keeping 
function. Important permanent records can 
be stored in multiple locations (including 
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INSITES

Social Justice & Technology: 
A Mandate for Action

By Barrie Jo PriceIn 2002 the publication of a book 
entitled Learning to Teach for Social 
Justice from Teachers College Press 
attracted significant attention among 

educators, including those employed in 
international schools abroad. The book, 
created by student teachers of Dr. Linda 
Darling-Hammond, Professor of Educa-
tion at Stanford University, reflected the 
concerns, dilemmas, discussions, questions, 
and instructional ideas of those students in 
terms of how to teach social justice and so-
cial change. The students’ projects and their 
reflections on those that followed lay the 
groundwork for any educator interested in 
examining his/her own teaching experience 
and context for opportunities to include 
social justice and/or social awareness of 
change. In the years following the publi-
cation, international educators were often 
found discussing the book. 

Notably, Dr. Robert Sills (of fond memory) 
was one who shared the book’s ideas and 
thoughts in professional exchanges with 
colleagues and as the basis for professional 
growth among AAIE’s members. He often 
coupled his discussion of the social justice 
themes with conversations based on The 
World Café: Shaping Our Futures through 
Conversations that Matter (Brown and 
Isaacs, 2005), which EARCOS attendees 
received that year as part of their confer-
ence materials as background for one of the 
sessions built on the World Café discus-
sions. Even though Dr. Sills’ leadership was 
sorely missed in the balance of the decade, 
the seeds of discussion were sown and grew 
into policies, actions, and continued dia-
logue among international educators. 

It is only fitting that now, ten years later, 
AAIE is re-visiting social justice as a 

theme, reviewing what has been done and 
what lies ahead. As part of that examina-
tion, this column includes an overview 
of research on social justice in education 
(2002-2012) to locate and review research 
focused on social justice in education, seek-
ing to describe what has happened in this 
decade and where social justice stands as a 
component of today’s schools. 

Research Review: Social Justice 
in Education 2002-2012

In this section, some of the most salient 
and/or relevant studies are reviewed. One 

of the first studies reviewed is from Canada 
(Pinto, Portelli, Rottmann, Pashby, Barrett, 
and Mujuwamariya, 2012) in which the re-
searchers interviewed 41 principals about 
their perceptions about role and impor-
tance of equity, diversity and social justice 
in new teacher induction in the province 
of Ontario. The results revealed that, even 
in 2012, without an explicit focus by the 
school itself on racism, sexism, and classism 
in the form of policy and actions, these fac-
tors go unaddressed in teacher induction.  
While the Pinto, et al. 2012, results might 
be distressing to international educators 
and others concerned with social justice, 
there were other studies (Hytten & Bettez, 
2011; Marshall & Oliva, 2006; Michelli & 
Keiser, 2005; Carlisle, Jackson, and George, 
2006) that point out even more significant 
issues before educators can hope to actually 
address social justice, beginning with the 
definition of what social justice means in 
education. 

This leaves the reader confronting two 
important issues: 1) to understand what 
educators mean when discussing social jus-
tice and 2) to understand the importance 
of policies and actions of the overall edu-
cational organization (school, district, etc) 
in terms of social justice. Hytten & Bettez 
(2011) note that there is a huge amount of 
education literature related to social justice, 
both directly and indirectly; they even of-
fer a five-pronged framework for examin-
ing that literature: philosophical/conceptual, 
practical, ethnographic/narrative, theoretical-
ly specific, and democratically grounded.  They 
recommend the use of these five strands as 
a way to organize the vast writings on the 
subject. But at the end of their extensive 
review, Hytten & Bettez (2011) conclude 
that even through there is extensive lit-
erature on social justice work in education, 
there is still something serious missing: 

“a genuine dialogue 
across various posi-
tions that helps us to 
build on each of their 
strengths as well as to 
better acknowledge 
challenges and reflect 
the complexities of education for social jus-
tice” (Hytten & Bettez, p.21).

The need for dialogue is also supported by 
Potts and Schlichting (2011) in their article, 
Developing Professional Forums that Support 
Thoughtful Discussion, Reflection, and Social 
Action: One Faculty’s Commitment to Social 
Justice and Culturally Responsive Practice. 
These forums provided an opportunity for 
faculty to share their objectives, structures, 
expectations and outcomes as related to 
teaching social justice in the classroom. The 
success reported was impressive but con-
cluded with the position that there is a need 
for more such exchanges and dialogue. 

The work of Katsarou, Picower, and Stovall 
(2010) got more deeply into the specifics 
related to social justice in education by ask-
ing these questions: 1) How can teacher 
education be reconceptualized in relation to 
communities to address the political func-
tion of teaching? 2) How can teacher edu-
cation renegotiate traditional relationships 
with key stakeholders to move towards so-
cial justice education? and 3) What specific 
strategies and innovations are teacher edu-
cators implementing within communities 
and schools to develop social justice educa-
tors? Katsarou et al., built the study around 
the work of Freire (1993), using Freire’s 
position of developing conscientization 
within teacher education candidates.  The 
results reveal a framework of support and 
actions including the following:

• The development of empathy and 
solidarity, accompanied by an under-
standing of their role in social change 
to recognize and act upon community 
concerns.  The researchers found that 
in order to teach for social justice, it is 
necessary to identify issues and con-
cerns impacting their students and the 
communities in which they teach. They 
found, too, it is important for the edu-
cators to embrace working in solidarity 
with the communities, in league with 
them not just ‘for’ them. 
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• “Subtle subversion: Developing and 
integrating social justice themes into 
mandated mainstream curriculum” (p. 
146).  This quote speaks clearly to cre-
ativity in teaching as well as political 
awareness required to quietly integrate 
social justice themes in situations and 
places where to shine a light on such 
activities would result in undesired 
consequences. It means educators 
must be totally informed and aware of 
the context in which they work. 

• The development of support groups to 
help social justice teaching grow and 
mature. The authors quote Miech & 
Elder (1996) in saying that those indi-
viduals who enter the teaching field in 
the hope of creating and driving social 
change are often the first to leave the 
field of education as they quickly feel 
alone and isolated, frustrated by try-
ing to navigate the politics of change 
AND of educational organizations. 
Therefore, it is important for educators 
to participate in support communities 
of like-minded individuals (Picower, 
2011). 

Another relevant study is by Groh, 
Stallword, and Daniels (2011) in 

which they quantitatively measure the im-
pact of service learning on leadership and 
social justice. In their study, service learn-
ing is defined using the definition of the 
National Service-Learning Clearinghouse 
(2009): “…a teaching and learning strat-
egy that integrates meaningful community 
service with instruction and reflection to 
enrich the learning experience, teach civic 
responsibility and strengthen communities” 
(http://www.servicelearning.org/what-
is-service-learning, p. 3). In their study 
Groh et al., considered service-learning 
an educational approach designed to aid 
the development of leadership skills and 
increased awareness of social justice issues. 
Unlike most such studies in which data are 
collected quantitatively through narratives, 
Groh et al., conducted a qualitative study 
to measure the constructs of leadership and 
social justice items after a service-learning 
experience. Statistics employed were paired 
t-tests; results included Cronbach’s alpha 
for leadership and social justice at measures 
greater than 0.80. Service learning, as de-
fined above, did result in increased leader-
ship and social justice issues as reported in 
this study. 

Research Conclusions for Inter-
national Educators
While, admittedly, this is a brief review 
of what has been a very robust period of 
publication and conversation about social 
justice, there are some nuggets of practical 
ideas and philosophical anchors that have 
relevance for AAIE’s membership. These 
are:
•	 Policies	and	documents are important 

(Pinto, Portelli, Rottmann, Pashby, 
Barrett, and Mujuwamariya, 2012)

• There is a need for a genuine and on-
going	 dialog among various position 
holders in terms of social justice is-
sues to identify a common language 
and definition so education can begin 
(Hytten & Bettez, 2011; Marshall & 
Oliva, 2006; Michelli & Keiser, 2005; 
Carlisle, Jackson, Potts and Schlicht-
ing, 2011;George, 2006).

• There are ways to help	educators	teach 
social justice regardless of the context 
and these should be openly addressed 
with educators (Katsarou, Picower, and 
Stovall, 2010)

•	 Service-learning can figure impor-
tantly and positively in the develop-
ment of leadership and social justice 
issues in students (Groh, Stallword, 
and Daniels, 2011). 

•	 Support	for	Teacher	Activists	is cen-
tral to keeping these educators, usu-
ally younger, in the teaching profession 
(Picower, 2011).

Connecting the Research Con-
clusions to Technology

Since this column is focused on tech-
nology, it is important to bridge the 

research findings’ implications for inter-
national educators with one or more tech-
nological strategy or tool in some practical 
way. Before beginning that, a few general 
notes seem appropriate. First of all, many 
schools are beginning to address Digital 
Citizenship as part of their overall technol-
ogy curriculum; relevant references include 
the Students’ Technology Bill of Rights 
(Digital Learning Environments, n.d.) 
and International Society for Technology 
in Education Standards (ISTE.org, n.d.).  
Some schools are also addressing social jus-
tice issues of all kinds via that Digital Citi-
zenship component of their curriculum. It 
provides a possible vehicle for discussions 
among the school community as the Digi-
tal Citizenship efforts unfold. 

Policies	and	Documents.	As schools cre-
ate their own policies and documents re-
lated to social justice issues, these should 
be made available to all stakeholders in the 
community. These can be shared electroni-
cally, especially with new hires and all com-
munity members. Examples may be found 
at the Society for Information Technology 
and Teacher Education (SITE, http://site.
aace.org/conf/).  The upcoming conference-
-March 25-29 2013—includes sections on 
Technology and Equity, specifically policy 
development and implementation. SITE 
has a Special Interest Group (SIG) on Eq-
uity and Social Justice; the SIG will have 
multiple sessions at SITE. The SIG page 
includes the information show below:

Issues of Digital Equity—such as empowering 
opportunities to create, produce, use and dis-
seminate digital tools, strategies and resources 
for equity and justice purposes, and particular-
ly to seek, identify and/or develop leadership 
within as well as to otherwise engage tradi-
tionally underserved or oppressed communities 
—are at the forefront of this SIG.

Traditionally underserved groups in the U.S. 
include those identified in federal ESEA-
NCLB legislation, such as children, youth and 
families who are low-income, disproportion-
ately of color, language minority, living with 
special needs, immigrant, migrant, dispropor-
tionately female and/or otherwise neglected. 

Internationally these include those who are 
living in poverty, political turmoil, refugees 
and/or those otherwise struggling with ineq-
uitable access to opportunities for full personal, 
social, political and economic development. 
(http://site.aace.org/sigs/equity-social-justice-
sig.html, n.d., p2-4).

Each school should conduct an audit of its 
own technology policies, procedures and 
tools regularly for the purpose of instruc-
tional enhancement, but part of that process 
should also include a review of the school’s 
technology policies, procedures and tools as 
they relate to social justice teaching. 

On-going	 Dialogue.	 AAIE can certainly 
provide leadership among schools wish-
ing to engage in increased and on-going 
dialogue related to social justice issues. This 
can be done in the ways already used by 
AAIE (list serv), but it is also possible to 
explore the use of a blog. The National As-
sociation of School Principals has an online 
dialogue on social justice and school psy-

INSITES, cont'd page 10 
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chology (http://www.nasponline.org/re-
sources/podcasts/socialjustice.aspx ) limit-
ed to members. Reggio Emilia participated 
in a 2009 conference, Dialogues for Quality 
in Education: Social Justice in Diverse Early 
Childhood Settings, http://www.reggioal-
liance.org/downloads/September-Confer-
ence-Brochure.pdf. Universities offer class-
es on-site and online classes introducing 
the concept of social justice as applied to 
various fields of work and study. Regis Uni-
versity has an interesting set of materials on 
influence and responsibility in technology: 
http://cps.regis.edu/blog/emphasizing-
social-justice-in-the-world-of-technol-
ogy-education/  There are also examples 
of social justice issues blogs in education, 
such as, Beliefs in Social Justice in English 
Education, managed and hosted by the Na-
tional Council of English Teachers (http://
www.ncte.org/cee/positions/socialjustice).  
One group leading the way with dialog is 
the International Education and Resource 
Network (IEARN.org  http://www.iearn.
org/), a non-profit organization comprised 
of over 30,000 schools and organizations 
for young people in more than 130 coun-
tries, using the Internet as the primary ve-
hicle for connecting the groups. It focuses 
on its mission while using technology for 
collaboration, with over 200,000 students 
involved worldwide each day. ASCD has a 
blog posting based on its publication, Stir-
ring Up Justice, where members can partici-
pate in a discussion from the position of a 
school leader (http://www.ascd.org/pub-
lications/educational-leadership/may09/
vol66/num08/Stirring-Up-Justice.aspx).

Help	 to	Teach	 Social	 Justice.	 One of 
the first areas related to technology 

might be to locate online lesson plans. Re-
sources include: 
• EdChange.org—http://www.ed-

change.org/multicultural/sites/lesson.
html

• Lesson Planet—Lessons created and 
reviewed by teachers (This one is a 
five-star site: http://www.lessonplanet.
com/search?keywords=social+justice )

• Lesson Plan on Social Justice – from 
Special Olympics—http://media.
specialolympics.org/soi/files/re-
sources/EKS-Day/EKS_LP_SocJus-
tice14-19_v1_2010.pdf 

• Network of Teacher Activist Group 
Book on Lesson Plans and Projects—

http://www.teacheractivistgroups.
org/2012/07/social-justice-lesson-
plan-book-for-teachers/  

• Catholic Teaching Activities on Social 
Justice—http://www.oakdiocese.org/
ministries/social-justice/Catholic%20
Social%20Teaching/catholic-social-
teaching-activities-lesson-plans 

• International Reading Asso-
c i a t i o n — R e a d Wr i t e T h i n k —
http://www.readwritethink.org/
search/?q=soc ia l+ jus t ice&sor t_
order=relevance 

IEARN.org, mentioned above, has some 
of the best professional development 

projects available, including those listed as 
‘getting started activities’ http://www.iearn.
org/professional-development/prof_con-
nections.html.  The National University in 
Costa Rica has student projects featured 
in social justice: http://www.slideshare.
net/NuriaV/reimagining-the-classroom-
through-social-justice-projectsportray-
ing-students-attitudes   The University of 
Windsor has the Golden Future Award 
and Projects featuring ideas and proj-
ects appropriate for action: http://athena.
uwindsor.ca/units/socialjustice/blog.nsf/
d6plinks/NNOL-85ZKXG.

Other technological applications to help 
teachers teach social justice issues might 
include the use of ePals between students 
in different situations (such as ePals.com), 
joint projects such as a shared wiki on 
which a collective journal might be devel-
oped by groups of students in different lo-
cales and settings, and multimedia journals 
in which students raise issues and collec-
tively answer them. 

Service	 Learning. It goes without say-
ing that international schools are often 

engaged in service learning as part of the 
experiences for their students, including 
this very brief listing of examples:
• The International School of Kra-

kow (http://www.iskonline.
org/?p=servicelearning), 

• Frankfurt International Schools 
(http://www.fis.edu/page.cfm?p=425), 

• Washington International School 
(http://www.wis.edu/student-life/
middle-and-upper-schools/service-
learning/index.aspx), 

• American International School of 
Vienna (http://www.ais.at/page.
cfm?p=397) 

• CEESA (Central and Eastern Euro-
pean Schools Association) gives an 
award for service learning, and other 
regional groups acknowledge service 
learning in their activities. 

The technology component for this is to 
use eportfolios to showcase the projects, 
blogs for sharing ideas, multimedia prod-
ucts for peer review, and a wide range of 
strategies to document the change as a re-
sult of service learning. Rather than merely 
using the technology as a scrapbook for 
service learning, use it for action research to 
document change. For example, if students 
engage in anti-poverty projects, docu-
ment the changes in the lives of those with 
whom they interact as well as changes in 
their own lives as a result. Technology for 
self-reflection (blogs, online journals, photo 
documentaries, etc.) are the real power for 
enhancing service learning in social justice. 

Support	 for	Teacher	 Activists. There is a 
group, Network of Teacher Activist Groups,  
http://www.teacheractivistgroups.org/, that 
connects teacher activists. There are other 
groups within the various disciplines (i.e. 
math teachers’ groups, English teachers, 
science teachers, etc.) where these teach-
ers may find support via discussion forums, 
blogs and even synchronous online webi-
nars. Here’s an example of such a webinar, 
held July 11, 2012, and featuring educators 
http://saveourschoolsmarch.org/event/
teacher-education-social-justice/.  Other 
resources include: Teaching Feminism 
in High School (http://www.hghw.org/
node/282), The Mindful Teacher (http://
www.contemplativemind.org/archives/
category/webinars), Wisconsin Teachers’ 
Webinars including sessions that focus on 
cyber bullying (http://www.weac.org/Pro-
fessional_Resources/Educators_Bulletin_
Board/12-09-27/Webinar_to_focus_on_
community_responses_to_bullying.aspx) . 

Concluding Thoughts

International schools have a unique posi-
tion in education because of the innately 

multicultural nature of the population 
served and the contexts in which they re-
side. This unique position triggers challeng-
es and a number of related issues, includ-
ing cultural and political awareness. These 
schools precariously negotiate the invisible 
lines between the host culture and other 
cultures reflected within the composition 
of the school and the focus and range of 
its curriculum. Therefore, all of the requisite 
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groundwork should be in place for inter-
national schools to step forward in leading 
educators to greater awareness and under-
standing of the issues of social justice. 

Technology, which is, in most cas-
es, more prevalent in international 

schools than in less advantaged national 
schools (particularly in the third world) 
represents a major tool in addressing social 
justice. It is also the medium of many of the 
actions resulting in issues of social justice. 
Therefore, international schools are urged 
to examine their Acceptable Use Policy for 
instances and opportunities to combine 
ethical use of technology with social justice 
objectives and themes. They are also urged 
to directly address how technology might 
be used to foster discussions, especially if 
public discussions may not be possible for 
geo-political reasons associated with the 
schools’ contexts.  Technology, without 
leadership, becomes a two-edged sword 
with regards to social justice; it is the re-
sponsibility of educators to dull the side 
used to impose inequity and unjust actions, 
while sharpening the leading edge, the 
edge that cuts through discrimination and 
misunderstanding. 

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

Editor’s Note: Although I treasure my 
hard copies of the InterED, as always 
Dr. Price’s articles profit from a reading 
in the AAIE library, where you can cut-
and-paste web sites! 
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As educational leaders, we should 
be very aware that little learn-
ing takes place if students are 
fearful or the community has 

recently experienced a trauma. The recent 
headlines related to civil unrest around the 
world should make us, as international ed-
ucators, reflect upon how we can make pos-
itive mental health for all a priority in our 
schools and at the same time be prepared to 
deal effectively with the unexpected.

Research has shown that most internation-
ally mobile students and their peers in in-
ternational schools thrive, psychologically 
and academically.  We know, however, that 
not all students demonstrate equal resil-
ience, and a few manifest serious symptoms 
of psychological pathology.

Mental health professionals are increas-
ingly aware that children and adolescents 
may suffer from a condition known as Post 
Traumatic Stress Disorder (PTSD), an 
anxiety disorder resulting from a specific 
incident or series of threatening events. 
Initially identified in active military service 
members or emergency service providers at 
home, it is now clear that witnessing civil 
violence, natural disasters, accidents, or do-
mestic violence may cause this condition 
in predisposed young people. It can hap-
pen anywhere, anytime, and it is impossible 
to predict which students may be vulner-
able.  Mental health professionals believe 
that previous traumatic events or personal 
stressors may predispose some individuals 
to long term impact while others, even sib-
lings, may demonstrate great resilience.

Young people with existing develop-
mental or psychological challenges 

may be more prone to negative conse-
quences from external stressors. This might 
include those on the autistic spectrum and 
those with psychiatric diagnoses. Some ex-
perts in gifted development believe that, 
although as a group, intellectually advanced 
students are at least as robust as any other, 
some have elevated sensitivity to external 
events, in part because they grasp implica-
tions of which others their age are unaware.

What can school leaders do to be prepared 
to support students negatively impacted by 

political or personal crises? Some of our 
schools are small and lack specialized psy-
chological services. Some of our communi-
ties lack resources, such as private mental 
health professionals, that can be accessed 
for assistance. 

The Association of International 
Schools in Africa (AISA) became 

proactive in addressing this problem in 

2009.  A psychologist with special exper-
tise in PTSD in young people, Dr. Douglas 
Walker, was invited to present at the an-
nual AISA Conference. Dr. Walker has 
had extensive experience working with 
traumatized children, including a large 
project in New Orleans following Hurri-
cane Katrina. In addition to general aware-
ness sessions, he provided specialized train-
ing for twenty mental health professionals 
working in international schools across the 
continent.  As important as this training 
is the continuing network of professionals 
that was established subsequently. Large 
schools agreed to “lend” their trained staff 
to nearby smaller schools.  The Office of 
Overseas Schools in the US Department of 
State provided AISA a grant to fund travel 
for these professionals and other expenses. 
More recently, AISA established a special-
ized on-line community for counselors 
and school psychologists so that they can 
network on an on-going basis. Such rela-
tionships facilitate quick action when the 
unexpected happens. The system has been 
tested several times in the last few years and 
schools have stepped up quickly to support 
each other. A major international school in 
South Africa sent a staff psychologist to a 
tiny school in Lesotho when the commu-

nity reeled from the 
violent death of a 
parent. West Afri-
can evacuations saw 
larger schools in more stable countries in 
the region step forward to accept students 
and provide psychological, as well as aca-
demic, support. The value of a regional net-
work, as well as thorough knowledge of 
resources in the community, cannot be over 
emphasized.

How do we know when a student may need 
specialized therapeutic care?  Events such 
as a death of a teacher, student or parent, 
riots or political demonstrations, evacua-
tions, or natural events may trigger a range 
of pathologies in some students. Events 
within a family may also trigger reactions. 
Teachers should be aware of changes in 
behavior or academic performance. Some 
students may become quiet or introverted 
while others may be angry, rebellious, or 
tearful.  The grades of a formerly strong 
student may fall.  A student may be ab-
sent a lot or spend considerable time in the 
nurse’s office with physical complaints. A 
newly arrived student might not be making 
friends. With mobile students we may not 
be fully aware of the psychological baggage 
that they carry.  An on-going dialog with 
parents is essential in developing a full pic-
ture of each student’s mental health history 
and status.

Evacuations are particularly difficult for 
the students who must leave with little 

warning, those whose parents stay behind 
and those who are permanent residents 
of the community. Separation from a best 
friend or even a pet can be a trauma for a 
teenager. Supportive steps for all students 
who experience traumatic circumstances 
can minimize unhealthy responses. Such 
steps include, for example, continuing rou-
tines as much as possible. The facilitation of 
communication among separated students 
and between teachers and students--by 
means of Skype, Facebook, or other elec-
tronic platforms—can be very effective. It is 
important to provide students, families and 
faculty members with accurate informa-
tion no matter what the situation as well as 
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GOVNET NOTES

Tapping the Potential of Your School Board
By Jim AmbroseIs it just me, or are international school 

boards getting more sophisticated?

When the Office of Overseas Schools 
sponsored our first video on ‘board 

training’ thirty years ago, the focus was on 
the basics: separation of duties, who does 
what, how power is shared, policy-making 
– that sort of thing.  Today, boards seem 
to be more like the one in the recently re-
released “Blue Ribbon Board” video, which 
focuses on board development beyond the 
basics.

What accounts for this improvement?  
There are several factors, starting 

with more experienced, knowledgeable 
administrators who have the trust of their 
boards to operate with minimal fiduciary 
oversight.  Heads are staying longer in their 
positions than they did thirty years ago, and 
frequently find support with more experi-
enced board members who came into their 
positions after serving in similar capacities 
in other international schools.  

Each group has been backed up through 
access to professional support materials, re-
gional conference strands focused on gov-
ernance, and several itinerant consultants 
annually leading retreats on-site.  Access 
to the internet cannot be ignored, which 
facilitates communication between schools 
(Headnet, GovNet, AISHNet). AAIE 
now even sponsors an online graduate level 
course in governance.  ECIS hosts sustain-
able governance workshops, AISA spon-
sors their visiting consultants program, and 
other regional associations have their own 
programs.

Structurally, many boards have drawn 
from the NAIS “International Trust-

ees Handbook” and formed a Governance 
Committee (Committee on Trustees), 
specifically charged with maintaining and 
affirming good governance practices, with 
the board taking responsibility for its own 
performance.

Other significant structural changes among 
leading schools involve serious downsizing 
of their policy manuals and reducing the 
number of standing committees in favor of 
task forces.

So: for the boards that have already made 
such improvements, what might the next 
step in their evolution be?  In Governance 
as Leadership, Chait (et al., 2005), suggest it 
should be “generative thinking”.  

They posit three modes of governance: 
fiduciary, strategic and generative, 

which also might be termed oversight, fore-
sight and insight.  All three, whatever they 
are called, are necessary if the full potential 
of the board is to be realized.

Almost all boards do a good job of over-
sight, which is essential and basic to assure 
money and property does not walk out the 
door.  But, board members quickly become 
disinterested if all they are expected to be is 
night watchmen.  

The next level up is strategic and, here 
again, almost all boards have some 

sort of long-term planning process that 
taps their collective talents.  To fully un-
lock their potential, however, boards need 
to develop toward becoming generative and 
insightful: what does this involve?

Generative thinking is a cognitive process 
for deciding what to pay attention to, what 
it means, and what to do about it: it gen-
erates (precedes) mission setting, strategy 
development and problem solving (Chait, 
et al., p. 80).  In the generative mode, the 
board’s central purpose is to be a source of 
leadership for the school and its principal 
role is as a “sense maker.”  The board “decides 
what to decide” and discerns challenges and 
opportunities.  It probes assumptions, logic 
and the values behind strategies.  As James 
Barksdale, Netscape CEO said, “The main 
thing is to be damn sure that the main 
thing is really the main thing.”  

In other words, if a board spends time de-
bating how many counselors are needed in 
the high school to deal with students under 
stress, they may be missing the underlying 
causes of stress, which could then be ad-
dressed more effectively; in effect, dealing 
with causes rather than applying bandages.

It starts with framing the problem and this 

is where Heads can 
help – provided they 
are secure and confi-
dent in their partnership with their board.  
Typically, Heads use resources within the 
school to discuss issues and only then bring 
the problem to the board along with a solu-
tion.  This leaves the board out of initial dis-
cussions to frame an issue when their input 
could be of greatest value.

Changing the process to involve the 
board at the beginning of what is 

termed the “generative curve” can be messy 
and means the Head has to give up a mea-
sure of control over the process. Any Head 
who likes to have minutes of a meeting 
‘written in advance of the meeting’ (!) will 
not be comfortable with giving up control. 
On the other hand, if the outcome of a 
meeting can be so well known in advance, 
why bother to meet? That is wasting the 
talents of the board.

Not all issues need to be addressed gen-
eratively. There are observable landmarks 
that signal generative opportunities.  Chait, 
Ryan and Taylor suggest that some of those 
landmarks are: when the issue is ambigu-
ous, when the issue means a great deal to 
the community, when high stakes are at-
tached to the issue, and when the issues 
carries the potential for strife and the deci-
sion cannot easily be reversed (p. 107).

Board chairs can facilitate generative dis-
cussions through questions such as “Who 
sees the situation differently?”  “What are 
we missing?”  “How does the situation look 
from the vantage point of the constituents 
most affected by the decision at hand?”  
“What might the unintended consequenc-
es of the decision be?”(p. 125). 

Many international school boards have 
been governing generatively without 

formally recognizing it, but now that it has 
been identified as a specific mode of gov-
ernance, more boards will hopefully aspire 
to the technique, further improving their 
work. 

Dr. Ambrose is President of  Search Associates 
and a leader of the GovNet Advisory panel at the 
AAIE website; jambrose@searchassociates.com
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RESEARCH IS THE KEY

The Diverging Objectives of ASOS and 
International Schools—A New Morning

By John J. ( Jay) Ketterer
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In the Spring 2012 issue of InterED, 
I explored some of the far-reaching 
consequences of the dynamic growth 
of international private schools.  It is 

pretty clear that these schools use a wide 
range of branding strategies to establish 
their quality, including the use of descrip-
tors—such as “American” or “Anglo-”—
that imply a close identification with 
modern western educational principles.  
Indeed, many of those schools are of ex-
ceptionally high quality.  Many more are 
recapitulating a time-honored process of 
constant improvement aimed at accredi-
tation and school expansion.  American 
Schools Overseas (ASOS) now comprise a 
relatively small niche of the industry it once 
dominated (together with the Department 
of Defense Schools).  

In 1996, Senator Edward M. Kennedy 
praised Dr. Ernest Mannino for his leader-
ship and tireless effort in bringing about a 
“comprehensive, unified overseas education 
system…for the children of U.S. citizens 
today” (http://www.watertownhalloffame.
org/inductions/ErnestMannino.html).   
Among the many achievements of those 
years, we must recognize two transcendent, 
programmatic achievements of the Office 
of Overseas Schools under Dr. Mannino’s 
leadership: 1) The professionalization of 
the teaching and administrative corps, 
which included a strong focus on train-
ing and school accreditation; and 2) The 
formation of the regional associations.1  In 
effect, these regional associations are func-
tioning as the hub of communication and 
training between the ASOS and emerging 
international schools.  

Historically, it is clear that American 
Overseas Schools (ASOS) were not 

founded for the purpose of the propaga-
tion of the principles of participatory de-

1 No systematic study of the strategic and operational 
achievements of the Office of Overseas Schools has 
yet been written, either as a book or dissertation. The 
time is ripe for an assessment of the last 50 years of 
U.S .leadership in the area of international education 
from a scholarly point of view.  It seems to me that 
a biography of Dr. Mannino should also be commis-
sioned.

mocracy.  The ASOS’ main purpose was 
to provide a (plausibly) U.S.-style educa-
tion for the children of U.S. diplomats and 
their families.  In the achievement of that 
practical objective—identified by the State 
Department as critical to the success of key 
diplomatic and support personnel—an op-
portunity emerged to engage a local market, 
generating a broad range of creative oppor-
tunities, particularly in the areas of global 
community, dynamic school culture and 
multilingual education.  This generalization 
would appear to be a bit more accurate in 
countries of the Third World, and perhaps 
somewhat less critical in the developed 
world of, for instance, Western Europe. 
The interplay between the local market 
and the diplomatic and international client 
inputs created hegemonic (and economic) 
opportunities for all stakeholders.  It also 
meant that country-sponsored schools (the 
French system, the Goethe and Pestalozzi 
schools, etc.) were key, though perhaps 
minimally aware, players in the process of 
globalization.

As I have pointed out before, Dr. Gilbert 
C. Brown reflected the point of view 

of an entire generation of founders and 
pioneers when he remarked that one of the 
chief objectives of the international school 
was to model participatory democracy in a 
real-life setting, and that the schools were 
defined by "a dedication to a democratic 
classroom with its use of critical- and high-
er order thinking skills"(Crucibles of Democ-
racy: American International Schools and the 
Globalization of Democratic Values, p. 16).  
There have been a few dissertations about 
the impact of American schools on the atti-
tudes of parents, Board Members, and stu-
dents (Cf., Ketterer and Marsh, 2001), and 
many anecdotal accounts.  However, a re-
view of these studies suggests mixed results 
in terms of the propagation of democratic 
values in international contexts.  

The new wave of private international 
schools is based on an entrepreneurial mod-

el. I think it would 
be fair to say that the phrase “world class, 
competitive quality” and not “democratic 
principles” characterizes this new wave. I 
suspect that the competition between and 
among geographically adjacent schools will 
depend on the public perception of school 
quality and much less on the language of 
instruction or political affiliation.  

What does the future hold for inter-
national schools?  Frankly, I am a 

bit concerned with the proliferation of new 
schools—collectively a massive construc-
tion effort—designed more or less on the 
traditional parameters of place, space, and 
pace  at a time when education, training 
and business are moving to virtual environ-
ments.  For international schools, this is 
clearly a long term business risk.  For the 
ASOS, this trend may lead in the long term 
to their obsolescence.  The playing field has 
broadened, and there are many more play-
ers (and opportunities) to consider.  Inter-
national educational associations are stable 
and strongly led.  The A/OS appears to be 
in the advantageous position of sharing the 
leadership load in the new morning of in-
ternational education.  These factors should 
all be strategically entertained.  

Finally, we come to the objectives of in-
ternational schooling.  In no particular 

order, the objectives have to do with qual-
ity education, profit (branding and sales), 
hegemony, and global community.  I think 
it is an open question at this time whether 
the schools of the world can reach consen-
sus on a common set of social and cultural 
objectives.  The regional associations have 
significant roles to play in the coming tran-
sition.  Part of their role will be to create 
common ground for developing and shar-
ing information about instructional designs 
that work in regional contexts.  However, 
it must be understood as paradigmatic that 
there is no such thing as “value-free educa-
tion.”  Therefore, a conservative “cosmopol-
itan” tolerance for injustice is unacceptable. 
Educational leaders at all levels must strive 
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making counseling available. Rumors can 
exacerbate anxiety.
We must emphasize to teachers and staff 
that as educators our responsibility for stu-
dents’ readiness to learn includes being alert 
to warning signs of student psychological 
distress. All students should be closely 
monitored for signs of trauma and referred 
to a qualified mental health professional if 
needed. Most international schools have 
systems in place for continuing academic 
support. Continuing psychological and 
social support is needed as well. Commu-
nication among teachers, and with admin-
istrators and parents is vital if things do not 
seem to be “right” for maximum intellectual 
and social progress.
The best reference on the challenges of 
internationally mobile students is Third 

to clarify issues and normative expecta-
tions with respect to access, inclusion, and 
human rights. The landscape has changed.  
Leadership is required. 

Dr. Ketterer is Professor of Educational 
Resources and Executive Director of the 
International Endowment Foundation, 
Jacksonville State University, Alabama. 
jkettere@jsu.edu
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on large capacity remote memory drives), 
or by the use of contracted ‘cloud comput-
ing’ data storage on remote servers prob-
ably out of country whose cost may be as 
low as US$ 50 per year for 30 gigabytes 
of storage. The school’s IT coordinator or 
contracted service should review this op-
tion. Thirty GB is an enormous amount of 
space at such low cost, far beyond the needs 
of even the largest international school in 
today’s world.

In addition to current and past student 
academic records and employee person-

nel files, the cloud computing data storage 
capacity can also protect other important 
documents.  Schools should scan and store 
such documents as the deed to the property 
on which the schools is built, bank records, 
records of, taxes paid, its legally registered 
Articles of Incorporation and Bylaws, ex-
isting contracts with suppliers and employ-
ees, school history,  etc.

Last one out, turn out the lights!
And when all may evacuate, who’s watch-

ing the store? That may be too difficult a 
question to answer except as determined 
by the ad hoc systemic risk subcommittee of 
the board. However, one aspect of an oper-
ational shut-down when students and em-
ployees are evacuated to foreign countries 
can be answered by an approved reporting 
procedure. Once student and employee 
personnel records are stored electroni-
cally, rather than on paper, it is possible at 
the end of each academic year to distribute 
to all students an electronic copy of their 
permanent records with all non-confiden-
tial information such as year completed, 
course names, credits, grades, achievement, 
misconduct incidents, including parents’ 
names, siblings, residence address, citizen-
ship, etc.  In addition, again assuming that 
all employee personnel records are stored 
electronically, they can be transmitted each 
year to all expatriate employees, and to lo-
cals, also, if deemed advisable. Both these 
non-confidential records, even on paper, are 
the ‘right-to-know’ of all students and em-
ployees on a personal basis, no one having 
the right to see the record of anyone else.  If 
students or employees wish to publish their 
personal files, that is not a problem for the 
school authorities, other than as an ethical 

matter, not a legal one, assuming the infor-
mation is not confidential.

By supplying all students and employees 
via a secure email address access to their 
school records on an annual basis, one ‘sys-
temic risk’ factor of protecting the future 
welfare of current students and employ-
ees is resolved in case of evacuation. And 
if central administration has secure access 
to data in cloud storage, graduates and 
previous students and employees also have 
access to needed documentation when re-
quested even if the school no longer exists.

Other benefits ensue when the school re-
opens to prove that the property is right-
fully that of the corporation, that taxes have 
been paid, that bank records and bills paid 
are intact, that debtors may be pursued, etc.

Indeed, one person may be ‘the last one 
out.’ But, the schools’ lights never are extin-
guished with proper records storage—and, 
one hopes, with proper plans made well in 
advance by boards to face ‘systemic risk.’ 

Dr. Brown is Editor Emeritus of this journal 
and retired head of two schools in Latin 
America. 2417gilbrown@msn.com
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There is no such thing as value-
free education.  Every school has 
a unique institutional culture.

Because injustice is endemic in 
human culture and reflected in its institu-
tions, standards of social justice for a school 
(or for any social institution) are necessar-
ily relative to the institution’s social con-
text and would have to include a vision for 
social transformation.  Let’s be clear.  The 
relativity of standards is the natural result 
of an institution in a dynamic relationship 
with its unique social context.  A vision for 
social transformation is a necessary compo-
nent in the process of reform.  Vision is the 
engine of social change.

Social justice has never been a program-
matic goal of international schooling.  The 
question of value—particularly moral val-
ue—can be a conflictive one.  Frequently, 
school leaders prefer to assume consensus 
about areas that have never been addressed 
or interrogated.  This leads, as we all know, 
to the one-size-fits-all mission and vision 
statements which are reviewed periodically 
and then ignored.  

Many international schools are em-
bedded in contexts dominated by 

highly traditional social values, and there 
are some social transformations that are 
simply anathema to the cultural self-un-
derstanding of the local community of 
shareholders.  Most issues of that type have 

to do with the rights of women, children, 
and groups whose social, ethnic, or sexual 
identity differ from the normative standard 
generally accepted by the community.  We 
could complicate this with Foucault, Der-
rida, and Levi-Strauss, but let’s just say that 
the enthymeme is basically:  “X is normal.  
X is good.  You are not X, not standard; you 
are not good. That which is not X is evil. 
Evil must be shunned or eliminated.”  Most 
of the atrocities of human history have, at 
center, this sequence of reasoning with its 
faulty premise (“Only normal is good.  I 
know normal when I see it.”). Savanarola 
knew it when he saw it.  I guess those who 
threw him on the pyre were operating with 
different norms.  Not being sufficiently X 
can get you burned.

Strategically speaking, what are the 
strengths and advantages that we share 

in our myriad and disparate schools? First 
and foremost, a professional staff with a 
high level commitment to the goals of cre-
ating and sustaining civil society.  Leader-
ship and vision from School Board Mem-
bers and Heads of School are also essential 
factors.  The objective of social justice, and 
how that term is to be defined and opera-
tionalized in each American and Inter-
national School, must be consciously and 
programmatically addressed.  Social justice 
as an institutional characteristic in schools 
and businesses—similarly to institutional-
ized injustice and apartheid—is never acci-
dental.  It requires the setting of consensual 

objectives by the community of sharehold-
ers and professionals and skillful, super-
vised integration in the formal curricula of 
the school.  Finally, the greatest strength 
we possess is a creative, socially networked 
cadre of students around the world whose 
eyes have not yet been hooded, and who 
might well fly with the transcendental idea 
that the real challenge is to move the level 
of discourse about moral and social com-
mitment to a higher plain.

As the Editor of InterED, I must confess 
that the response to the theme select-

ed for this issue—a prelude to the upcom-
ing Spring 2013 AAIE Conference—has 
been less energetic than I had hoped.  This 
is not surprising, because any interrogation 
of the concept of social justice will involve 
introspection and self-criticism—and po-
tential community dissension.  Some of the 
conflicts we discover (in our schools, in our 
societies, and in ourselves) may make us 
uncomfortable.  I encourage Board Mem-
bers and School Leaders to address these 
issues with strength and faith in our chil-
dren.  They are depending on us. 

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

Social Justice and International Schools

EDITOR'S INTRODUCTION:
Fall 2012 Theme

The upcoming theme for the Spring 2013 InterED:

The Future of our Schools—Coming our way soon!
Have you had a vision, an insight, or seen a path  to the future?  

Is there a way to plan to get there? Curricular design, leadershi p  models 
and technological solutions wil l be cordial ly welcomed.

Direct submissions to Jay Ketterer,  jkettere@jsu.edu
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AAIE Platform Statement

The Association for the Advancement of Interna-

tional Education (AAIE) is the oldest and premier 

professional organization of international schools 

throughout the world.  We are apolitical and fo-

cused solely on our mission of achieving “excellence and innova-

tion in education by creating a dynamic, global community.”  It is 

our belief that children educated in schools represented by AAIE 

represent our greatest hope for resolving the many global issues 

facing us.  Students in international schools learn the concepts, 

skills and attitudes that will be essential in the years ahead if we 

are to have any hope of resolving current and future global crises. 

AAIE is a 501(c)(3) non-profit organization and there are IRS 

regulations that limit political and/or legislative involvement.  

However, in light of a disturbing trend in recent times, the mem-

bership of the Association for the Advancement of International 

Education expresses its sorrow and outrage over acts of violence 

and war through which the sanctity of schools, international and 

other, has been violated by individuals, groups and governments.  

These acts of hatred and immorality have brought tragedy and 

despair to the lives of so many innocent children. 

As an association dedicated to education and the welfare 

and the future of children, we may not understand the full 

range of reasons underlying all the conflicts which ravage our 

world today, but we do know, as does the entire civilized world, 

precisely what happens when schools are destroyed and children 

are deprived of schooling.  It is unconscionable that a government 

or group, for whatever reason, should choose to destroy a school 

or place children in any school in harm’s way.  Such despicable 

acts contravene the essence of the Universal Declaration of Human 

Rights.  As such, we believe the destruction of a school qualifies as 

a crime against humanity.  Those who commit such crimes should 

and must be held accountable.

Children are not the cause nor should they be the victims of po-

litical or regional conflicts.  Absolutely and without exception, 

schools must be out of bounds for any acts of violence.  It is only 

through educating our children that we can hope to resolve the 

conflicts that plague us today and the challenges that will confront 

us in the years ahead.  To those who destroy schools on their own 

misguided paths toward what they hope will be a better world 

for their people, we ask: how is this to be achieved if schools, the very 

places where hope for the future is nurtured, are destroyed?

We implore all governments and global organizations to 

recognize the innocence of children, to respect the rights 

of all children to receive an education—as called for in Article 26 

of the Universal Declaration of Human Rights--and to honor the 

value that all schools, but international schools in particular, bring 

to our global society.  AAIE further implores all governments to 

take all precautions to protect schools from the ravages of war.  No 

military or political objective can override the sanctity of schools 

and the precious hope of children who, through the education 

they receive in school, carry the hopes of the civilized world on 

their young shoulders. 

Thank you for reflecting on our message and accepting the re-

sponsibility we all share in ensuring that our children will grow 

and learn in peace. 

Association for the Advancement of International Education

Board of Trustees, and Executive Director

July 2009
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Kevin Jennings is the newly-ap-
pointed Executive Director of 
the Arcus Foundation, a lead-
ing global foundation advancing 

pressing social justice and conservation is-
sues. Specifically, Arcus works to advance 
LGBT (lesbian, gay, bisexual and transgen-
der) equality, as well as to conserve and pro-
tect the great apes. Jennings has a long and 
distinguished career as an educator, a social 
justice activist, a teacher, and an author. 
From 2011-2012 Mr. Jennings was CEO 
of Be the Change, a nonprofit that creates 
national issue base campaigns on pressing 
problems in American society. While there 
he helped launch Opportunity Nation, a 
campaign designed to increase opportunity 
and economic mobility in America.

From 2009-2011 Mr. Jennings served as 
Assistant Deputy Secretary of Education, 
heading the department’s Office of Safe 
and Drug-Free Schools (OSDFS). In this 
role, Jennings led federal efforts to promote 
the safety, health and well being of Ameri-
ca’s students. He led the Obama Adminis-
tration’s anti-bullying initiative (www.stop-
bullying.gov), which culminated in March 
2011 with the White House Conference 
on Bullying Prevention keynoted by Presi-
dent Obama.

Mr. Jennings began his career as a high 
school history teacher and coach, first at 
Moses Brown School in Providence, R.I., 
from 1985 to 1987, and then at Concord 
Academy in Concord, Mass., from 1987 to 
1995. At Concord, he served as the faculty 
advisor to the nation’s first Gay-Straight 
Alliance (GSA) leading him in 1990 to 
found the Gay, Lesbian and Straight Ed-
ucation Network (GLSEN), a national 
education organization bringing together 
lesbian, gay, bisexual, transgender (LGBT) 
and straight teachers, parents, students, and 
community members who wanted to end 
anti-LGBT bias in our schools. Jennings 
left teaching in 1995 to build the all-volun-
teer GLSEN organization into a national 
force, serving as its founding Executive 

Director until 2008. Under his leadership, 
GLSEN programs such as Gay-Straight 
Alliance, the Day of Silence and No Name-
Calling Week became commonplace in 
America’s schools. GLSEN’s advocacy was 
key in passing comprehensive safe schools 
laws in eleven states, increasing the num-
ber of students protected from anti-LGBT 
discrimination from less than 900,000 in 
1993 (less than 2% of the national student 
body) to 14.3 million by 2008 (nearly 30%). 
(Source: KevinJennings.com)

Mr. Jennings will address the themes that 
have shaped his professional career and his 
commitments as an activist and educator 
during sessions at the AAIE Conference in 
San Francisco, CA, February 14-17. 

QEd.:  Mr. Jennings, Thank you for agree-
ing to an interview.  I would like to 

first address your fascinating book, Mama’s 
Boy, Preacher’s Son (2006).  Perhaps I should 
simply start with what was, for me, the most 
heart-rending element in your personal histo-
ry.  And that is, although you suffered greatly 
from rejection (peers and parents) and bully-
ing from peers, it seemed to me that your great-
est struggle was to accept yourself for who you 
are. Would you comment on that, and what 
lessons we might draw from that as we edu-
cators deal with young people in the process of 
identity formation?

KJ:   The most important thing for edu-
cators to understand about young LGBT 
people is that – unlike other “minori-
ties” – they are not raised by families like 
themselves or in communities of similar 
people.  A young person of color probably 
has parents of color, or a young Jew prob-
ably is connected to a Jewish community or 
synagogue.  That’s not the case for young 
LGBT people, who often struggle to come 
to terms with themselves as a result, with 
little support from adults.  Thus teachers 
may play a disproportionately important 
role in the lives of their LGBT students, as 

they may be the only adults a young LGBT 
person can turn to for help and support.

QEd.: I don’t intend to review your book 
here, but I recommend that schools make 

it available to students.  Something I noticed 
that became stronger in you as you developed 
from early adolescence to greater maturity is 
the way you connected your experience of es-
trangement to quite different, but analogous 
circumstances.  For example, after the marriage 
of your oldest brother to an African American 
woman—a relationship violently rejected, 
at least at first, by both your North Carolina 
parents, you found that your sister-in-law be-
came just about your favorite family member, 
mainly because she was not judgmental about 
you.  Shortly thereafter, you came to the follow-
ing realization about your mother:  “I began to 
realize that the things we accepted as ‘normal’ 
and ‘natural ’ in society were often of human 
creation and often grossly unfair.  And nothing 
came to seem to me as unfair as my mother’s 
lot in life. I knew Mom was smart….but she 
never had a shot at a decent job” (p. 79).   How 
did those realizations help you in your personal 
struggle?  Are these 3 examples of injustice (re-
jection & diminished opportunity for African 

An Interview with Kevin Jennings

By John Ketterer

JENNINGS INTERVIEW, cont'd, pg 20 

Kevin Jennings is Executive Director of 
the Arcus Foundation, a leading global 
foundation advancing pressing social 
justice and conservation issues. From 
2009-2011 He served as Assistant Depu-
ty Secretary of Education. Mr. Jennings 
has a long and distinguished career as 
an educator, a social justice activist, a 
teacher, and an author. 
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Americans, women and gays) simply analo-
gous, or is there a commonality of experience 
that points to a larger truth?

KJ:  I see the root of all of these issues be-
ing the failure of our societies to truly value 
each person as being of equal worth and to 
accord each person a truly equal opportuni-
ty to fulfill their potential.  Too often issues 
like race, class, gender, religion and sexual 
orientation get in the way.

QEd.: It appears that, because you had 
been raised in what you describe as a 

violent culture in North Carolina, that as 
you became older you began to react violently 
to abuse and rejection.  In fact, you had some 
significant successes in defending yourself and 
defusing the tormentors.  What do you advise 
to young people who may be in similar situa-
tions?  Bluntly, is there a redemptive or cleans-
ing feeling in standing up to the people who 
delight in tormenting others?

KJ:  I think whenever one has to turn to 
any kind of violent reaction, there’s been a 
failure in the system.  The CDC has found 
in the U.S., for example, that both LGBT 
students and students who have been bul-
lied are far more likely to carry weapons 
to schools than non-LGBT or non-bul-
lied students, basically for self-protection.  
That’s tragic and a real indictment of the 
adults who are failing to insure their basic 
safety.

QEd.: Although you were encouraged by 
your colleagues at Concord Academy 

(some of them also gay) not to “come out,” you 
had come to feel it was a moral obligation.  
To your surprise, most students already knew 
you were gay. That’s not much of a surprise to 
me—students are the most observant creatures 
in the world!  Perhaps this is part of the pre-
carious nature of our profession. It appears to 
me that you attribute the positive reception you 
received to their sophistication and affection 
for your teaching.  Would it be fair for me to 
suggest that it was also because you had estab-
lished a more complete identity as a nurturing, 
effective, gentle teacher?  I guess I want you to 
respond to the idea that “gayness” is a fact—

like heterosexuality—and not a complete iden-
tity.  Please feel free to correct me.

KJ:  Studies have shown that the cost ef-
fective way to reduced prejudice against 
lesbian, gay, bisexual and transgender 
(LGBT) people is when you actually know 
someone who is LGBT.  That enables you 
to understand that they are “people who are 
gay” not “gay people” – an important dis-

tinction.  Yes, I’m gay, but I’m also white, 
male, Christian, grew up in poverty, a Har-
vard graduate – I’m the outcome of many 
influences on my identity, not just one.  My 
students came to understand that by inter-
acting with me on a daily, routine basis.

QEd.: In 1993, in your address to the stu-
dents in the Concord Chapel, you quoted 

the black lesbian poet, Audre Lorde: “I know 
the anger that lies inside me like I know the 
beat of my heart and the taste of my spit.  It is 
easier to be angry than to hurt…It is easier to 
be furious than to be yearning.”  You went on 
to say for yourself:  “…I experienced a shock of 
recognition.  Anger is an emotion I experience 
daily as a gay man in a homophobic society” (p. 
208).  It seems to me that you passed the stage of 
anger through acts of will and intellect.  Please 
comment on that, and suggest how schools may 
take practical steps to defuse the anger—and 

the unjust abuse and real dangers—experi-
enced by young people whose sexual and gender 
identities differ from the established norm.

KJ:  I think being angry when you are the 
victim of injustice is a healthy reaction: 
it means you care enough about yourself 
to want to be treated fairly.  In fact I’d be 
nervous if anyone who was victimized by 
prejudice did not get angry!  The best way 
to defuse that anger is to eliminate the in-
justice that caused it in the first place.  Ob-
viously though that’s a long term goal so in 
the short term the best thing to do is to lis-
ten, validate that what the young person is 
feeling is in fact valid, and then help them 
find strategies to put that energy to positive 
uses instead of self-destructive ones.

QEd.: Please tell us about some of the 
achievements realized during your time 

in the Office of Safe and Drug Free Schools 
and about your new project as Executive Di-
rector of the Arcus Foundation.

KJ:  I was most proud of the work we did 
with President Obama to combat bully-
ing.  We did the first-ever White House 
Conference on Bullying Prevention, which 
the President keynoted, which I think 
was a major step forward in making bul-
lying unacceptable in America.  At Arcus 
we have a new focus on young people and 
what we can do to create greater acceptance 
of LGBT people among them.  We’re just 
getting started with this new funding strat-
egy so check back in a year or two and I will 
have some results. J

QEd.:  Let’s break now, and I hope you’ll 
allow me to come back with just a couple 

more follow-up questions.  If I have missed 
anything important, please feel free to make 
suggestions.  I want to make sure to get your 
viewpoints here correctly.

KJ:  I think one thing every educator needs 
to realize is that it is statistically impossible 
that they do not have LGBT students.  If 
you’re hearing nothing on the issue at your 
school, that’s a very troubling sign, because 
it means the LGBT members of your com-
munity have been terrorized into silence.  
That’s the biggest warning sign that you 
have a problem – silence.

JENNINGS INTERVIEW, 
continued from page 19 

I see the root of all

 these issues 

being the failure 

of our societies to 

truly value each person 

as being of equal worth 

and to accord each person 

a truly equal opportunity 

to fulfill their potential.
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A day or two later. . .

QEd.:  Thank you for that final comment.  
Let’s build off of that.  I’d like to turn to 

the question of private schools, which is entire-
ly within the purview of your experience.  But 
the private schools I refer to are U.S.-sponsored 
and U.S. or British style schools embedded in 
some deeply conservative and traditional so-
cial contexts.  The few schools that I know of 
that have policies and practices that support 
LGBT students are in Western Europe. Do you 
have any suggestions about how to introduce 
the dialogue (about bullying and LGBT rights 
and protections) in a school climate of denial 
or in an extremely conservative social context?

KJ:  I think it’s best to start around values 
that we all share, regardless of our back-
grounds: that everyone deserves to be re-
spected, that every child deserves a safe 
school so they can concentrate on learning, 
that every person needs to feel welcomed 
in our school communities.  Then discuss 
what the implications of those commit-
ments are when it comes to diverse popula-
tions.  Starting with what we have in com-
mon is always better than focusing on how 
we are different.

QEd.:  Many international schools (U.S. 
sponsored or otherwise) follow the lead 

of U.S. practices.  Yet, here in the U.S., 14th 
amendment protections (in particular, the 
equal protection clause) have not been extend-
ed to LGBT populations.  This fact generates 
a wide range of consequences, but particularly 
with respect to employment and benefits (prop-
erty rights) and marriage (a liberty right)…. 
at least according to some constitutional ex-
perts. There are two gay-rights cases heading 
for the Court at present: the Olson-Boies Prop-
osition 8 case (California), and the Massachu-
setts case known as Gill v. Office of Personnel 
Management, which challenges the constitu-
tionality of the federal Defense of Marriage 
Act (DOMA). A petition for certiorari review 
was filed in Gill on June 29th by the conser-
vative lawyer Paul Clement, representing 
Republicans in the House of Representatives, 
who are prosecuting the case for DOMA, since 
the Obama Administration declined to defend 
it. The Justice Department recently asked the 
Court to consider the Gill case and another 
DOMA case, Golinski v. O.P.M., even before 
it was decided by the Ninth Circuit. **I apolo-
gize for the length of my question, but these are 
not simple processes, and they have to do with 
human rights and hope.  Do you think there 
is hope for a solution favorable to the LGBT 
community and faithful to the sense of the 14th 

amendment?  And, in case of disappointment, 
what are the next steps to be taken?  

KJ:  I think we need to separate out politi-
cal “issues du jour” from educational issues.  
Every educator knows that a student who 
feels safe and valued in school does better 
than one who does not.  That’s the issue to 
focus on here – student well being and per-
formance – not politics.

QEd.:  And, as I promised, I want to give 
you the last word.  Do you have any ad-

vice for the Heads of Schools, Administrators 
and Board Members around the world that 
will be reading this conversation?

KJ: Kids’ lives are at stake here. Do the right 
thing. Yes it may be hard, yes there may at 
times be controversy, but you deal with 
hard and controversial things all the time.  
You know how to do this.  Just do it. 

======

Jennings, K. (2006).  Mama’s boy, preacher’s 
son: A memoir. Boston: Beacon Press

Principal 
ASOS

VLAD
The 

P.

Mr. PresidentPrincipal

The Gay 
Alliance wants 
to meet?!?!?

"Riot?--a 
"what" 
riot?!?!

Leaders who should be thinking about Social Justice...

V. 
Putin

Leaders who should be thinking about Social Justice...



22 fal l  2012 intered

.

SOCIAL JUSTICE
.

In the low income countries, effec-
tive measures for poverty reduction 
rely in a large part on the generos-
ity of outside donors. These donors 

favor projects and policies aligned to their 
own preferences. Efforts at coordinating 
the goals of various ministries and private 
projects require the beneficiary government 
to define its short and long term policies 
while carefully negotiating the sometimes 
contradictory efforts of their donors. These 
donors may be multilateral organizations 
such as the World Bank, the UN, the US 
and European or regional organizations. 
They may also include bilateral donors, in-
cluding individual higher income countries 
or NGOs (non-governmental organiza-
tions) such as CARE, Doctors Without 
Borders, OLPC (One Laptop Per Child), the 
Grameen Foundation or various religious 
organizations (Hayman, 2005).

Two commonly found poverty reduc-
tion goals focus on providing educa-

tion to all children and providing rural 
people loans for small village based projects 
such as microloans for providing access to 
cell phones—called village phones—for 
hire by villagers who can’t afford their own. 
The “village phone” is particularly relevant 
in the light of rural income in some areas 
in Africa—under one US dollar per day for 
half the population and under two dollars 
per day for more than three quarters of the 
population. An added bonus of the village 
phone setup is an antenna that increases 
the range up to thirty miles from cell tow-
ers and the ability to run the phone from 
a charged car battery for up to a month in 
areas remote from the power grid (Futch, 
McIntosh, 2009).

The United Nations, the World Bank and 
various aid organizations have evolved 
guidelines and recommendations for low 
income countries focusing on universal ac-
cess to education for children and equitable 
access to education for rural and disadvan-
taged populations. Governments are begin-

ning to push for Information and Commu-
nications Technology (ICT) infrastructure 
for long term development including ef-
forts to include ICT education in the na-
tional curriculum. The OLPC project has 
worked with the educational authorities of 
low income countries to distribute millions 
of XO laptops worldwide (OLPC, n.d.). 
Unfortunately, the schools distant from the 
wired network are unable to take advantage 
of the precious dividends of ICT, exacer-
bating the inequities between urban and 
rural access to e-learning, local language 
computer-based curricula, etc. However, a 
laudable effort is underway in the creation 
of web-based instructional units (Rwanda 
Education Commons, n.d.).

The Grameen foundation, in cooperation 
with governments and companies involved 
with wireless infrastructure expansion, has 
provided micro-loans for micro-entrepre-
neurs in poor rural areas to set-up Village 
Phones. For a cost of about $250 monthly, 
villagers are given access to the use of a 
cell phone for a nominal per-call fee or per 
minute rate usually benefitting small trad-
ing activities (Futch, McIntosh, 2009).

In few places is the challenge more starkly 
formidable than in the small land-locked 

country of Rwanda, poor in natural re-
sources, mineral or agricultural, and struck 
in 1994 with the debilitating blow of the 
Genocide. Rwanda ranks 152nd out of 169 
countries on the UN Human Development 
Index (OLPC, n.d.). However, the govern-
ment of Rwanda has focused on a long term 
plan that favors human capital. Emphasis 
on ICT education and infrastructure to le-
verage Rwanda’s central location in Africa 
and its multi-lingual status (at least partial-
ly the result of the post-genocide return of 
the Rwandan Diaspora—English-speaking 
input into a French-speaking infrastructure 
in dynamic interplay with the traditional 

language, Kinyarwanda). The outside pres-
sure towards favoring primary education 
with an emphasis on social justice and eq-
uitable access conflicts with an ICT focus 
that often favors higher education levels 
and schools typically located near urban 
centers thus reducing access to education 
for rural populations (Hayman, 2005).

Making the Village Phone available to the 
school headmaster would combine several 
social advantages. As in small communities 
in many countries where the most educated 
person in the village might be someone like 
the priest (in the multiple roles of  de-facto 
advisor, problem solver, provider of outside 
information and interpreter) the school 
headmaster in rural Rwanda would gain 
status in his community. The presence of 
the phone would give a small incentive to 
ensure that useful wireless data access (3G, 
GPRS, SMS) be brought and maintained 
for school e-curriculum access. The school 
headmaster, unlike the micro-entrepreneur 
would be less inclined to charge unauthor-
ized fees to users such as when receiving 
calls. Small accommodations favoring par-
ents of students in good standing could 
create an incentive for not dropping out of 
school, an important goal in the face of a 
high dropout rate in Rwandan schools. Ad-
ditionally, the school headmaster would be 
able to access and advise villagers on the 
various e-government forms and informa-
tion available or necessary. Additional divi-
dends would likely come to light quickly.

The diversity of external and interna-
tional influences (however well-mean-

ing) may present obstacles that block the 
exploitation of potential synergies among 
well-intentioned players. However, in the 
case of Rwanda, the strong focus on educa-
tion by the government, and its dedication 
to ICT infrastructure is an opportunity to 
empower government employees, school 
teachers, nurses and others to be given the 
tools to better access information and dis-

Strategies Promoting Social Justice: 
Putting the Village Phone in Rural Schools

By Gianni Bottazzi
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Global Issues Service Summit:
ISK Nairobi ~ February 21-21, 2013

The Global Issues Network 
http://www.global-issues-
network.org/ continues to 

grow and thrive around world.  The 
upcoming conferences are listed 
at the website, and they are often 
streamed live for all of you to enjoy 
in real time. For this issue,  I have 
included a letter from Lee Fertig, 
Graded Superintendent, on the 
GIN Conference that just con-
cluded in Sao Paolo, Brazil.   The 
Graded Conference dramatically 
impacted the lives of so many 
students who attended from 12 
countries. At the conference, we 
had a student panel on the elimi-
nation of single use plastic on our 
campuses.   These efforts were the 
result of the impassioned talk by 
Manuel Maqueda last year at the 
GIN at FDR--Lima.   I asked 
Manuel to write a follow-up ar-
ticle about his work on eliminat-
ing plastic pollution (Cf., http://
plasticpollutioncoalition.org/) 
around the world.   It is a power-
ful and important message that all 
of our AASSA schools have taken 
to heart as they strive to eliminate 
plastic from their campuses. See 
it at http://www.youtube.com/
watch?v=GudEuDTrSLU! 

We also collaborate closely with 
the NewsAction Network--http://
newsaction.org/.  Please go to their 
website often to benefit from our 
many the student journalists con-
tributing from around the world. 
 
I look forward to seeing many of 
you in San Francisco at AAIE.   
I will have an exhibitor’s table 
and will be available to talk with 
you about the Global Issues 
Network(GIN) and your future in-
volvement.  I will also be making a 
presentation on GIN at the confer-
ence; please plan to attend. 

Linda Sills may be reached at linda.
sills@gmail.com

        GIN NOTES

Editor’s Note:  “Amani” is an African 
name of Swahili origins (often found in 
Arabic contexts, too) meaning desires, 
aspirations, wishes.

The AISA-Global Issues Service 
Summit (AISA-GISS) is a unique 
conference that combines the ide-

als of the successful Service Summit Africa 
2009, initiated and hosted by the Interna-
tional School of Uganda (Michael Lees, 
Service Summit founder & coordinator) 
and the Global Issues Network (GIN) con-
ferences hosted around the world. 

This unique conference builds both stu-
dent and faculty partnerships across 

the African continent and 
beyond. It provides an op-
portunity for students and 
educators alike to share 
best practices and learn 
new ideas for sustain-
able solutions to global 
issues and strategies to 
promote service and ser-
vice learning. After two 
days of being informed, 
inspired and equipped to 
make a difference, stu-
dents devote the final day 
of the three-day conference to act and work 
together on sustainable service projects 
around the hosting city. 

What were past outcomes?

1. Creation of a collaborative group to 
identify possible areas for joint com-
munity service projects or global issues 
projects;

2. Provision of an enriching and interac-
tive experience during which students 
and service leaders discuss the prob-
lems and strategies associated with ad-
dressing global needs;

3. Promotion of self-reflection at the 
individual, school and organizational 
level and development of critical eval-
uation skills;

4. Establishment of partnerships be-
tween international schools, local 
communities and volunteer organiza-
tions to promote sustainable action to-
wards solving global issues;

5. Fuelling of greater service opportuni-
ties for participating schools and em-
powering students with the necessary 
skills and tools to tackle global issues;

6. Facilitation for educators to share best 
practices and model learning side by 
side with students;

7. Celebration of the collective service 
successes of participating schools;

8. Inspiration and empowerment of 
young people to make a 
difference in our world.

What’s the inspiration 
behind this summit?

The  summit  is  
closely  linked  

to  the  Global  Issues  
Network  (GIN).  The  
Global  Issues  Net-
work  aims  at empow-
ering  young  people  
to  collaborate  locally,  

regionally  and  globally  in  order  to  cre-
ate  sustainable solutions  for  global  issues.   
Its  inspiration  is    J.F.  Rischard,  former  
World  Bank  Vice  President  Europe,  and 
his book High Noon: 20 global problems, 20 
years to solve them. In his book, J.F. Rischard 
demonstrates that exponential  changes  
creating  unprecedented  global  issues  
mean  that  complementary  solutions  to  
existing institutions are needed. The con-
cept of networks will bring speed, flexibility 
and action. 

Uniting  the  Service Summit  with  the  

GISS, continued page 29 

Amani
One world, one harmony        
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Education is in 
rapid transi-
tion, “disrupt-

ed” by new technologies.  Schools, how-
ever, are largely stuck in the old paradigm 
of content-dominated instruction, using 
assessment models that fail to measure vi-
tal competencies. The global employment 
marketplace will 
increasingly seek 
graduates who 
can demonstrate 
critical thinking, 
the synthesis of 
ideas, creativ-
ity, collaboration, 
n e t w o r k i n g , 
and the skills of 
media produc-
tion.    Students 
will need to cre-
ate knowledge, 
not just consume 
it, and will want 
to distinguish 
themselves with 
their own online portfolios.

  The news media epitomizes such skills 
and publicizes achievement. However, 
young people are greatly underrepresented 
in the production of news media.  Around 
the world, they have stories to tell about 
their local and national communities, but 
their social platforms promote superfi-
cial exchanges, and their school journal-
ism programs are self-focused and stale. 
The curriculum often feels irrelevant.  We 
need to be training and promoting stu-
dents who can produce and distribute 
quality articles, videos, and other media 
to a global audience, thereby developing 
a new generation that expects high stan-
dards in journalism.

The Washington International School 
(WIS) has built a professional qual-

ity WordPress platform found at newsac-
tion.org and is uniting partnering schools 
strategically located in major regions 
worldwide.  Manipulation of the site will 
be distributed to these schools for 24 hour 

updating. Student 
contributors will 
build their own 

portfolios. Collectively, they will assemble 
a body of research and media content 
that is easily searchable. The site contains 
codes of ethics for journalists, tutorials, 
and terms of service. The project is en-

dorsed by the Pulitzer Center for Crisis 
Reporting who also wishes to promote a 
new model for student journalism.

Our students working collabora-
tively worldwide have an unprec-

edented opportunity to build this news 
network, with hundreds of media pro-
ducers distributed worldwide and with a 
vast readership of their peers. However, 
they cannot do this without the support 
of teachers and administrators who will 
provide the scope and infrastructure for 
such a bold enterprise.  We must help our 
students to define and ultimately own a 
new paradigm. 

Clayton W. Lewis, a member of the Board 
of Trustees of AAIE, has been Head of 
School at WIS since 2007. Mr. Lewis is 
recognized as the founder of the Global 
Issues Network now involving over 125 
schools around the world, and was honored 
by the National Association of Independent 
Schools with the first Leadership Award for 
Global Initiatives. 

 

WIS Introduces Newsaction.org

By Clayton W. Lewis

GIN NOTES GIN Thanks 
from Graded of 
Sao Paolo, Brazil
To my colleagues around the continent,

We all know the phrase, “It takes a village to 
raise a child.” Well, to extend that just a bit... 
it takes a global network to ensure real, sus-
tainable positive change!

I want to thank all of you for entrusting 
Graded School to serve as this year’s host for 
your students at the Global Issues Network 
(GIN) Conference of the Americas. The 
past three days have been inspiring, energiz-
ing, and empowering. From the phenomenal 
keynote speakers to the incredibly well done 
student presentations to the reflective global 
village meetings... this entire conference has 
been a wonderful learning experience for all 
involved. Thank you for sharing your impres-
sive students and dedicated advisers with us. 
This network that began in Lima, Peru a year 
ago has strengthened in Sao Paulo this week-
end, and I am confident it will  thrive  even 
more by the time students meet up with each 
other again in Quito, Ecuador in a year. 

“Sustainability is a new idea to many people, 
and many find it hard to understand. But 

all over the world there are people who have 
entered into the exercise of imagining and 
bringing into being a sustainable world. They 
see it as a world to move toward not reluc-
tantly, but joyfully, not with a sense of sacri-
fice, but a sense of adventure. A sustainable 
world could be very much better than the one 
we live in today.” [Donella H. Meadows, The 
Limits to Growth]

A special thanks goes to Linda Sills, the true 
engine that keeps GIN moving forward (re-
member “The Little Engine That Could”?) 
and Paul Poore for the tremendous support 
provided by AASSA. We also want to sin-
cerely thank our corporate sponsors as well 
as the Office of Overseas Schools for all of 
their support. 

At Graded, we’ll take our lessons and guid-
ance from GIN and integrate them into 
our next regional large-scale event,  Inno-
vate 2013. We hope to see many of you here 
in January for that conference! 

Mr. Lee Fertig  Superintendent of Graded 
School of Sao Paolo; lee.fertig@graded.br 
/ www.innovate2013.org 
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Ready, Fire, Aim!—
Is AdvancED Shooting Itself in the Foot?

DIALOGUE ON ACCREDITATION

Accreditation has been viewed 
as a powerful tool in protecting 
the public’s trust in education, 
and AdvancED and The South-

ern Association of Colleges and Schools 
have consistently supported responsible, 
quality education for young people around 
the world.

Accreditation has continued to evolve un-
der AdvancED leadership, moving away 
from an “inputs” perspective to one that 
more clearly emphasizes researched-based 
decision making and instructional practice, 
growth/improvement processes and stu-
dent outcomes/results (1). Does this vision/
direction ensure that accredited schools will 
educate young people for their potential fu-
tures, as opposed to our current generation’s 
present?  Absolutely.  Unfortunately, howev-
er, there are times when the good intentions 
reflected in a vision hit obstacles when the 
realities of execution set in.

As AdvancED has worked to realize this 
vision, it appears that this core value 

may have been lost in its drive to get affili-
ated schools to the target point.  The vision 
is clear, but implementation is coming at 
such a rapid pace that details are not ready 
in time for people to implement them as 
required.  In pulling the trigger so quickly, 
various issues are coming up that require 
consistent responses of, “I don’t know, but 
let me find out” when questions are posed 
in training sessions.  That is fine when it 
happens every once in a while but, when a 
trainer leaves a session with multiple pages 
of questions, something is not right with 
execution processes.  Avoiding “analysis pa-
ralysis” drives a process to make the analy-
sis happen under time pressures that lead 
to inadequate reflection and insufficient 
“what-if ” exercises and pilots. “Plan - Do - 
Study - Act” deteriorates into “Ready - Fire 
- Aim”.   That said, however, let’s move to 
some specifics that are getting a good deal 
of attention in informal discussions among 
heads of school in Latin America.

Consistency of Expectations
Standards of Accreditation are the foun-
dation of the entire accreditation process.  
They are the bedrock upon which every-
thing else is built and which drives school 
improvement efforts.  Efforts need to be 
continuous for institutions to be able to 
grow and develop as they work toward 
the expectations defined in the standards.  
Consistency is important in order for or-
ganizations to develop over time; varying 
expectations at the standards level leads to 
uncertainty.

AdvancED is required to review the 
Standards for Accreditation every five 

years (2).  Over the last eight years they 
have been reviewed twice and have changed 
significantly each time, going from ten 
standards to seven standards to, effective 
September 2012, five standards.  Each time 
the standards are changed, the indicators 
are changed.  Each time the indicators are 
changed, the evaluative rubrics are changed.  
Each time the rubrics are changed, perfor-
mance expectations are effectively adjusted.  
While the organizational response from 
AdvancEd has been that current changes 
reflect collapsing the Standards and that 
the content and expectations really did not 
change, the operational impact on schools 
going through the process does not sup-
port that contention.  The new 5-year cycle 
for the standards review effectively means 
that a school—also in a 5-year term for its 
accredition (3)—will likely not be held to 
the same standards as it was in its previ-
ous accreditation review cycle.  In my own 
experience, Cotopaxi Academy prepared 
for a Quality Assurance Review (QAR) in 
2009 that was based on standards that were 
different from the previous report (2004), 
so the school team doing the School Ac-
creditation Review (SAR) found it quite 
difficult to bridge the two and started from 
scratch.  The next team, now called the Ex-
ternal Review Team (ERT - presented by 
AdvancED as a change in name only) is 

due in 2014, and the Internal Review Team 
(IRT) leaders have been going through 
the training.  After discussion, we are cer-
tain that they, too, will have to start from 
scratch and reorganize.  Adjustments will 
be made, faculty will again see us as jog-
ging off in a new direction and reinventing 
the wheel, and attempts at creating some 
sense of purposeful, orderly change is again 
undermined.

Training is a related issue.  Large-scale, 
broad-based training for ERT members 
and chairs, not to mention school heads 
and IRTs that execute the process locally, 
is necessitated by every change made dur-
ing the Standards Review Cycle.  Trying 
to get everyone up to speed with the cur-
rent changes seems to be a challenge be-
cause materials are simply not completed.  
This conclusion is supported by the recent 
moves to cancel training sessions not only 
in overseas venues, but also in the State of 
South Carolina, because trainers and ma-
terials were not ready... and this is to train 
people for implementation effective Au-
gust 2012 [Editor’s Note: This article was 
submitted during the summer].  Looking 
ahead, schools will be accredited under dif-
ferent standards virtually every year and 
there need to be people able to do take part 
in teams to execute reviews under at least 
two different sets of standards.  With the 
five year cycle, everyone is in constant tur-
moil, a turmoil that is only exacerbated by 
the parent organization not being prepared.

This issue clearly surfaces through a lack 
of readiness, going right to execution be-
fore assuring that the foundational material 
needed for execution is ready.  Continuity 
of expectations can be addressed by simply 
adding one or two years to the standards re-
view cycle, assuring that schools will be ac-
credited against the same standards for two 
accreditation review cycles.  Such a shift 
gives schools time to truly work through 
the expected Plan - Do - Study - Act pro-
cess, adjusting their School Improvement 
Plans to assure continuous progress over a 
ten year period, and then going into adjust-

By William F. Johnston
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ments to “tweaked” standards.  

Adding years to the cycle also provides 
more time do build organizational readi-
ness to execute through for training, gain-
ing greater clarity to be able to aim at what 
is truly important before pulling the trigger.

Survey Says... Or Does It?
The National Study for School Evaluation 
(NSSE) climate surveys have been used by 
schools for decades.  NSSE was absorbed 
by AdvancED a few years ago and contin-
ued with the surveys and the various scor-
ing services.  Surveys are available hard copy 
and electronically in multiple languages, 
and the various language formats have been 
cross-validated so responses from multiple 
langauge populations can be pooled.  The 
consistency of the surveys has allowed 
schools to generate cross-sectional data, 
one sound source to use to look at school 
improvement over time.  They represent an 
outstanding and powerful tool.

As a function of the review and revisions 
of the Standards of Accreditation, climate 
surveys were developed to better align with 
the revised standards (4).  The surveys are 
currently available in hardcopy format in 
English and other languages (“and there 
are more translations on the way”), and in 
electronic format in English (“the others 
will be ready within a year”).  The surveys 
have been presented as having been piloted 
and checked for reliability, but it appears 
that the schools included in that work were 
all in the United States—not necessarily 
a representative sample of the AdvancED 
network.  Questions were asked about 
whether the different language forms had 
been cross-validated, and about whether 
the alignment with standards and grouping 
into sub-topics were determined statistical-
ly from the pilot data or were done by eye-
ball consensus.  The questions were written 
down, but have not yet been answered.

These revised surveys will be required of 
all schools participating in the Schools 

of Excellence program, an issue that will be 
discussed in the next section.  Unfortunate-
ly, this also means that cross-sectional data 
currently being used by schools becomes 
obsolete.

However, the bottom line here is that the 
surveys were presented and the expecta-
tions for use announced before they were 
ready.  Since the questions raised and writ-

ten down have not been answered as yet, we 
can only assume that they are still not ready 
and still have problems being addressed.  

All of the issues generated around the new 
surveys could have been avoided if release 
and use were delayed until all of the materi-
als were completed, and if all of the popula-
tions impacted by the move were involved 
in the pilot and validation studies.  The 
good news is that it appears that AdvancEd 
has now gone back and postponed pulling 
the trigger a year.  There is now more time 
to get ready and take more careful aim.

Schools of Excellence Program
Currently schools are accredited, or they 
are not.  AdvancED’s policy has been not 
to divulge the status of a school.  That di-
rection is changing.

The rationale for doing this has been more 

than a little unclear.  Transparency is a 
good, but in multiple worshop sessions, no 
particular rationale was given other than it 
looked to be a good idea to identify higher 
levels of accreditation.  This concept ap-
pears to be well-intentioned and adds two 
levels above simply being accredited: ac-
credited, Distinction and accredited, Excel-
lence.  AdvancED very clearly states that 
participation in the program to get one of 
the new ratings is to be optional for schools 
(5).  Given the realities of school commu-
nity and school board politics, this position 
strikes me as rather naive since no school 
will be able to withstand the pressure from 
its community to participate and, as such, 
the new levels should just be added to the 
structure or dropped.  Be that as it may, let’s 
assume that everyone does participate.

In order to participate, schools would 
need to follow a particular set of proto-

cols, including beginning with the approved 

surveys of the community stakeholders, al-
ready discussed.  Unfortunately, the surveys 
are only available electronically in English, 
creating major issues for schools with di-
verse populations.  Some international 
schools tried to work with AdvancED to 
make this happen by requesting permission 
to take the Spanish versions— available in 
hard copy and which AdvancED offered to 
provide at cost, including the scoring—and 
set them up in local electronic format with 
specific credit given and no alterations to 
content to facilitate data collection.  Ad-
vancED, citing property rights/copyright, 
has denied that permission (6).  

When asked about the extended expecta-
tions in the assorted protocols, workshop 
attendees were given only one example, 
response rates on surveys, stating that the 
others were not yet finalized.

The point here, however, is more that 
an idea was put out for implementa-

tion—including timelines and general pro-
tocols—but admittedly missing a number 
of details.  As schools peppered the trainer/
presenter with questions the ongoing re-
sponse to requests for flexibility was “no” 
and for clarification on processes was “I 
don’t know, but let me find out.”  More and 
more issues have arisen, and AdvancED has 
postponed the implementation of the over-
all program, originally scheduled for Au-
gust 2012, to work them out.  Once again, 
things were simply not ready.  The trigger 
was pulled to put it all in action, and the 
lack of preparation has made AdvancED 
go back to take more careful aim at what it 
needs to accomplish as its desired outcome.

NOIR
The fourth and final question to be raised is 
perhaps the one of greatest concern and has 
to do with the use of rubrics.

Under the new protocol, the accreditation 
decision is shifted from the process cur-
rently used.  The current process has the 
Quality Assurance Review Team (QART) 
do a cross-verifcation of the school’s re-
ports and agrees on the rubric descriptor 
that is appropriate for each indicator un-
der each standard.  Having compiled all of 
those descisions, the Team then goes over 
the material and assigns a rubric score on 
each Standard based on the preponderance 
of data.  Finally, based on the preponder-

Building trust takes time,

 adequate planning, 

and communication…

[it means] taking careful aim 

BEFORE pulling the 

implementation trigger.

ACCREDITATION, cont'd page 28 
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ance of evidence from across the standards, 
an accreditation status recommendation 
is made and sent to the appropriate Ad-
vancED committee for confirmation.

Under the revised approach, the Ex-
ternal Review Team (ERT) has a 

different task, which begs the question of 
whether it really is nothing more than a 
change in name as originally presented by 
AdvancED.  The ERT will be charged with 
doing the cross-verification of the school 
report at the indicator level, assigning a ru-
bric score to each.  There is no longer any 
Team empowerment to review those indi-
cators and make a call on the status of each 
standard, nor is there a Team review of the 
evidence related to the standards to make 
a recommendation on accreditation status.

Instead, the team will now send the vari-
ous indicator rubric scores to AdvancED, 
where the data will be loaded into a com-
puter algorithm that will determine the 
final accreditation rating based on the as-
sorted indicators.  It appears that ratings 
on each standard will not be done, but that 
the accreditation decision will be based on 
indicator rubric levels.  If that is not the 
case, then it would mean that the indica-
tors are moved through algorithms that 
yield ratings on standards, and then on the 
standards to get to an accreditation rating.  
Either way, it would appear that the reduc-
tion of the process to an algorithmic analy-
sis would clearly lend greater consistency to 
the overall analysis and further address tra-
ditional issues with the statistical reliabil-
ity of accreditation decisions.  Similar data 
would yield similar results, regardless of the 
team members involved.  Better decisions, 
greater consistency, all good... almost.

The problem here is that much is being 
done in the dark. The algorithm is not 

being released, and discussions about it are 
either vague or simply denied.  Transpar-
ency is only a minor part of the problem, 
however.

This bigger issue is not about being in the 
dark, it is about “black.”  The French word 
for “black”, noir, is a nice mnemonic device 
for remembering the different scales of nu-
merical data, and I hope you will permit 
a digression to explain this rather critical 
concept (7).

Nomininal data names things or divides 
them into general classes/groups and 

does nothing more than label.  Colors are 
a great example... red, green, blue give us 
general groups, but say nothing of quantity 
or relative characteristics.

Ordinal data does what nominal does 
but also puts things in order.  For ex-

ample, places in a race tell us in what order 
the competitors finished, but do not guar-
antee that the distances between the finish-
ers were the same.  The second place person 
may have finished 2 seconds behind the 
first and the third 10 minutes behind the 
second, but they are still just listed as first, 
second and third.

Percentile ranks are another good example 
for ordinal data - the difference between 
the 50th percentile and the 55th percen-
tile is much different than the difference 
between the 90th percentile and the 95th 
percentile.

Interval data names and orders, but also 
has equal intervals between the points, 

and Ratio level data goes one better by hav-
ing an absolute zero point on the scale.  The 
difference between these two is a fine line, 
but really is not particularly important here.  
What is important - in fact it is critical - is 
that mathematical operations can only be 
performed on interval and ratio level data.  
Performing mathematical operations on 
nominal or ordinal level data violates a ba-
sic principle of the mathematics/inferential 
statistics and renders the results meaning-
less.  

Rubrics are ordinal data. Essentially, 
using an algorithm that involves any 

mathematical process on rubric data is an 
inherently invalid process.  That is why 
using rubrics requires the use of the con-
cept of preponderance of evidence and the 
qualitative process currently in place in the 
accreditation decision process.  The purpose 
of using rubrics is to improve reliability by 
limiting the scope of interpretation open 
to those reviewing the data, but rubric data 
are still essentially qualitative and cannot 
be processed quantitatively.  What is even 
more unfortunate is that AdvancED in-
timates that averaging rubric levels is ac-
ceptable for schools engaged in their self-
assessment work (8).

Simply maintaining the current structure, 
where teams make judgment calls based on 
the preponderance of evidence around the 

descriptive rubrics resolves this issue.

Now What?

None of these issues is unresolvable, and 
anything done to address any of them 

will involve two things: time and leadership.  
To pull a Ted W. Engstrom quote from one 
of the AdvancED training session mate-
rials (8), “Though leadership may be hard 
to define, the one characteristic common 
to all leaders is the ability to make things 
happen.”  While Engstrom was, I believe, 
right on the money, this sound byte misses 
the point: making things happen can mean 
that something other than the desired ef-
fects tends to emerge if those behind the 
leader cannot follow the steps being taken 
to get to the destination or, worse, lose their 
trust in the leader’s judgment or ability to 
make the expected happen.  Building trust 
takes time, adequate planning, and com-
munication.  Building trust means getting 
ready and taking careful aim at the target 
BEFORE pulling the implementation 
trigger. 

Bill Johnston has been in education for 40 
years, over 25 of them overseas.  He has been 
an international school head for over 20 
years, serving in five schools/four countries 
and is currently superintendent at the Pan 
American School of Bahia, in Brazil. Bil-
ljohnst50@aol.com

FOOTNOTES
(1) AdvancED Accreditation Protocol: Overview and 
Update for the 2012-2013 Academic Year: Learning 
Guide, undated document distributed at the Ad-
vancED Latin American Fall Conference, Dec 2011 

(2) AdvancED Standards for Quality Schools: Learning 
Guide.  Undated document distributed at the Ad-
vancED Latin American Fall Conference, Dec 2011

(3) AdvancED Accreditation Protocol, op. cit.

(4) Material in this section taken from AdvancED 
Surveys for Quality Schools: Learning Guide.  Undated 
document distributed at the AdvancED Latin Ameri-
can Fall Conference, Dec 2011, and notes taken in the 
orientation workshop

(5) Notes from workshop and training sessions giv-
en at the AdvancED Latin American Fall Confer-
ence, Dec. 2011 and at the Association of American 
Schools in South American Annual Educator’s Con-
ference, March 2012.

(6) Personal email, 12 April 2012

(7) See Lemke, E. and Wiersma, W. Principles of psy-
chological measurement.  Chicago: Rand McNally, 1976.

(8) AdvancED Self-Assessment Workbook for Schools: 
Concept Maps.  Undated document distributed at 
March 2012 workshop, pg. 3, item 4.

(9) AdvancED: External review team chair training: 
leading the external review.  PowerPoint presentation 
handout, slide 2. 2012.
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Global Issues Network  within  one  con-
ference  emphasizes  the  bridge between  
understanding  and  action.  After  two  full  
days  of  student  workshops,  activities,  ex-
pert  panels  and guest  speakers,  the  final  
day  of  the  three-day  conference  will  be  
devoted  to  students  working  together  on 
sustainable  projects  around  the  Nairobi  
area.  Students will learn new ideas, build 
lasting relationships and networks, and re-

turn to their schools empowered to make 
positive changes in their communities.

Can you list some successes?

Students  who  attend  a  GISS  confer-
ence  come  back  fully  motivated  and  

inspired  to  make  a  positive  change in 
the world. At ISK, especially, it is clear that 
GISS participation has impacted student 
awareness and action. After attending the 
2010 summit in Lusaka, ISK students cre-
ated an annual football tournament (Goals 

2 Go) in order to raise awareness about 
poverty and to collect funds to support a lo-
cal partner school. Students also organized  
a  Hunger  Banquet  in  2011  to  raise  
awareness  about  the  drought  and  famine  
in  Northern  Kenya and Somalia, and to 
raise funds (approx. USD 7,000 were col-
lected during this single event). In addition, 
the Global Issues Network club has taken 
root on campus, and in 2011/12 had 50 
participants. On a regular basis, these stu-
dents engage with raising awareness about 
global issues and run campus-wide events 

such as One Day With-
out Shoes and a plastic 
recycling campaign.  At 
all other AISA member 
schools, similar successes 
are evident. 

Why and how is ISK as an 
educational institution af-
filiated with this summit?

Every year, an AISA 
member school 

with a Global Issues 
Network affiliation 
hosts the Global Issues 
Service Summit.  ISK  
(high  school)  has  had  a  
Global  Issues  Network  
club  for  4  years;  until  
last  year  there  was also  
a  club  in  the  middle  
school.  Students  from  
ISK  have  attended  the  
past  3  summits  in  Lu-
saka,  Maputo and in Jo-
hannesburg.  The  club  
aims  at  raising  aware-
ness  of  global  issues  
and  how  to  solve  them  
among students  and  
the  community.  In  ad-
dition  to  the  activities  
mentioned  above,  GIN  
students  were  successful  
in implementing a policy 
to make ISK plastic-free, 
thus resulting in no plas-
tic bottles being sold on 
campus. ISK volunteered 
to host the 2013 GISS. 

GISS, 
continued from page 24 
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FOCUS ON HEADS OF SCHOOL

The American Sponsored Overseas School Headship:  
Two Decades of Change and the Road Ahead

By Theron J. MottEditor’s Note:  InterED policy is normally to 
publish only the abstract of recent disser-
tations.  However, it seems to us that the 
trends described in Dr. Mott’s research are 
of consummate importance for Interna-
tional School Board Members (and Heads 
of Schools).

American Sponsored Overseas 
Schools

The U.S. Department of State, 
Office of Overseas Schools (A/
OS) has served as the govern-
ing body for grants distributed 

to American sponsored overseas schools 
(ASOS) since 1964. In 2011-12, A/OS ap-
propriated funds to 195 ASOSs with a pro-
fessional staff of 16,334, 43.2% of whom 
were U.S. Citizens. They served 126,573 
students worldwide, 27.6% of whom were 
U.S. citizens. The combined annual operat-
ing budgets of the 195 schools totaled over 
$500 million, most of which was derived 
from tuition payments though each ASOS 
received a portion of approximately $10 
million worth of grants from the A/OS 
(U.S. Department of State, 2012). 

Nearly 5,000 English language interna-
tional schools exist beyond those sponsored 
by the A/OS (ISC-Research, n.d.). ISC-
Research identified 979 American-style 
international schools (ASIS) offering U.S. 
based curricula including missionary or 
church related schools, proprietary schools, 
company-sponsored schools, and interna-
tional schools.  However, ASOSs remain 
the most frequently researched category of 
ASISs (Orr, 1974) with the recent publica-
tion of Mancuso, Roberts, & White (2010) 
among many others (see Kite, 1989, for rea-
sons why ASOSs are frequently sampled).

Recruiting & Retaining Heads of 
American Sponsored Overseas 
Schools

Whether referred to as head of school, 
principal, director, superintendent, 

headmaster or headmistress, ASOS heads 
are responsible for the overall programs and 

finances of their schools (Gilmour & Kin-
sella, 2009; Kowalski, 2006; Vogel, 1992). 
Furthermore, ASOS heads serve as an inte-
gral link between the school and communi-
ty with direct accountability to the school’s 
Board of Directors. The importance and 
demands of such a position require that 
ASOSs recruit the best possible match be-
tween the school’s needs and the personal 
and professional qualifications of the se-
lected candidate (Brewitt, 1993; Glass & 
Franceschini, 2007; Kelleher, 2006).   

Personal and Professional Characteristics. 

Vogel (1992) and Brewitt (1993) con-
ducted studies of ASOS heads during 

the 1992-93 school year. In general, heads 
of the early 1990s were non-minority 
males. They tended to be close to 50 years 
old having secured their first position as 
head around age 39. Approximately half 
of the respondents held a Master’s degree 
as their highest degree while about a third 
held a doctoral degree. Researchers found 
a stronger trend toward doctoral degrees 
among heads of the largest international 
schools suggesting a positive correlation 
between school size and highest degree 
earned. Slightly more than 80% of all 
ASOS heads held at least an administrative 
level certification, and heads entered the 
headship with an average of fifteen years 
experience, half of which was as a lower 
level administrator.

Career Path Trends.  

Descriptive data regarding ASOS 
heads’ career paths have found that 

most heads started in smaller schools and 
moved to larger schools as they gained 
more experience (Brewitt 1993; Vogel, 
1992). Vogel noted that of the respondents 
over age 55, 43.5% had moved to schools 
whose student enrollment was smaller than 
that of their first headship. However, he hy-
pothesized that while the movement to a 
smaller school may mean a decline in career 
status related to age, size is not necessar-

ily an indicator of quality when it comes to 
ASISs. Heads of school may have chosen 
smaller schools that they perceived to be 
better in a number of significant charac-
teristics including location, reputation, and 
remuneration.

Beyond the relationship between career 
path and school size, results showed that 
approximately 60% of the heads of school 
followed a traditional path of teacher-
principal-head (Brewitt, 1993) despite an 
increasing U.S. trend toward the teacher-
principal-central office-superintendent ca-
reer path (Knezevich, 1970; Cunningham 
& Hentjes, 1982; Glass, 1992). Brewitt 
(1992) argued that the difference between 
career paths in the U.S. and in ASOSs 
could be attributed to the fact that most 
ASOSs had few, if any, central office po-
sitions. Glass’ (1992) data supported Bre-
witt’s argument by showing that 54% of 
large district superintendents had passed 
through central office administration while 
most small district superintendents had not 
done so. Glass’ explanation, like Brewitt’s, 
was that small districts lacked central office 
positions due to their size. 

Heads of School Longevity.  

Given the fundamental importance 
of the continuity of leadership in 

ASOSs (Wilkinson, 2002), heads of school 
were found to stay in their positions for 
3-4 years (Hawley, 1991; Vogel, 1992) 
while U.S. superintendents had an average 
length of stay of nearly 6.5 years (Glass, 
1992). It is unclear as to whether all three 
researchers calculated length of stay in the 
same way. The average length of a typical 
ASOS head’s initial contract was not re-
ported. However, given that initial head 
of school contracts tend to be for two to 
three years (Search Associates, n.d.) and 
that a superintendent’s length of stay has 
been positively correlated with increased 
student achievement (Waters & Marzano, 
2006), these relatively short lengths of stay 
are cause for concern. 
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School and Community Conditions.  

Studies have found that the school’s 
reputation, the quality of education 

the school could provide for the candi-
date’s children, and the living conditions 
in the city and country where the school 
was located were key to attracting and re-
taining heads of school in the early 1990s 
(Brewitt, 1993; Hawley, 1991). However, 
while the curriculum offered, the availabil-
ity of a position for the candidate’s spouse, 
the size of the school, and the salary and 
benefits package were considered of lesser 
importance for attracting heads of school 
candidates (Brewitt, 1993), those same fac-
tor have been established as important for 
retaining them (Hawley, 1991). 

Recent U.S. Superintendent 
Characteristics and Career 
Paths. 

Though no recent data was available on 
ASOS heads prior to this study, re-

searchers had collected and analyzed data 
on U.S. superintendents as recently as 2006. 
According to Glass and Franceschini’s 
(2007) random sample of 1,338 U.S. su-
perintendents, the average superintendent 
was a white (94%) male (88%) around 54 
years old. He held a doctoral degree (55%) 
or at least a Master’s degree (80%). He had 
served his current district for about six years 
before moving to another superintendency 
or retiring. He was likely to be serving in 
his first superintendency (50%). If he was 
in a large district, he likely moved into the 
superintendency from a central office ad-
ministrative position (43%). However, if he 
was in a small district, he was more likely to 
have followed the traditional teacher-prin-
cipal-superintendent career path. While 
Glass and Franceschini’s sample was small-
er than each of the three previous studies 
of the American superintendency (Cun-
ningham & Hentjes, 1982; Glass, 1992; 
Glass, Bjork, & Brunner, 2000), their data 
appeared to be representative of the popu-
lation as a whole.

Purpose of the Study and Research Questions

This study served three purposes. First, 
this study helped to maintain accurate 

and up-to-date data on the characteristics 
and career paths of ASOS heads. Second, 
this study investigated what changes, if any, 
occurred between the ASOS heads in the 
1992-1993 and 2010-2011 school years by 
comparing current data to data collected by 

Brewitt (1993). Finally, this study provided 
valuable information on recruiting and re-
tention factors as well as perceived expecta-
tions placed on heads by their boards of di-
rectors.  Thus, the primary question for this 
study was: What is the current state of the 
American sponsored overseas school head-
ship? The specific research questions were 
as follows:

How do the personal and professional 
characteristics of ASOS heads in 2010-
2011 compare to those of ASOS heads 
during the 1992-1993 school year? These 
comparison variables included: age upon 
entering education profession, age upon 
becoming an administrator, age upon be-
coming a school head, age at time of re-
sponse, amount of experience in education 
before becoming a school head, length of 
stay as head, gender, nationality, ethnic 
heritage, highest degree held, certifications 
held, first position held in education, ad-
ministrative positions held before becom-
ing a school head, career paths followed, 
whether the first school head position was 
in the same school, student enrollment of 
the school where the first school head posi-
tion was obtained, and student enrollment 
of the school head’s current school.

What variables were related to the recruit-
ment and retention of ASOS heads? These 
variables included: degrees held by school 
size, type of school level teaching experi-
ence beyond first position, type of school 
level administrative experience, school and 
community conditions, factors related to 
salary, length of stay, contract length, rea-
sons for leaving previous position, reasons 
for considering leaving current position, 
perceived reason why heads were hired, 
current board’s primary perceived expecta-
tion of the head, and the heads’ perception 
of their career status in five years. 

Methods
Population and Sample

The heads of the 194 ASOSs during the 
2010-2011 school year comprised the 

population of this study, which facilitated 
direct comparison with data from previous 
studies of ASOS heads conducted during 
the 1992-1993 school year. Of the 194 
ASOS heads invited to participate, 157 
(80.9%) completed usable survey instru-
ments. Results showed no statistically sig-
nificant difference between the population 
and sample by region and school size. 

Instrument

The Characteristics and Career Paths 
Inventory (CCPI), a web-based survey 

of 31 items was based upon survey instru-
ments developed and used in previous stud-
ies of heads and superintendents (Brewitt, 
1993; Glass & Franceschini, 2007; Hawley, 
1991; Vogel, 1992).  A pilot study was con-
ducted with 22 current non-ASOS heads 
and former heads. Besides providing feed-
back on the relevance, clarity, and format of 
the CCPI, they were surveyed twice, three 
weeks apart, to estimate test-retest reliabil-
ity.  The items that asked for a numerical 
response resulted in a correlation of .98.  
The percentage of matching responses for 
non-numerical items was 90.1%. The few 
items with non-matches were reviewed and 
modifications were made to the wording of 
items.

Procedure

ASOS heads were contacted in Febru-
ary 2011. ASOS heads who voluntari-

ly chose to participate accessed the CCPI 
online using the link provided in the cover 
letter. Heads were asked to provide their 
school name on the instrument in order to 
determine who had responded to facilitate 
follow-up contacts. E-mail and personal 
follow-ups were made to non-responders.  
The response rate of 80.9% exceeded Vo-
gel’s (1992) 72.3%, and Brewitt’s (1993) 
77.1%.

Data Analysis

Data were analyzed using descriptive 
statistics including the mean, median, 

range and standard deviation. Inferential 
statistical procedures were conducted us-
ing an Alpha level of .05 to determine the 
statistical significance of the comparisons 
made between subsets of this study’s data as 
well as between the data collected for this 
study and data collected by Brewitt (1993). 
Though Vogel’s population most closely 
approximated the population of this study, 
Brewitt provided the only comprehensive 
source of data on the career paths of ASOS 
heads in the early 1990s.  The type of data 
collected for his study most closely ap-
proximated the data collected for this study. 
Although Brewitt’s study excluded a large 
number of ASOS heads, his overall charac-
teristics results were quite similar to those 
collected by Vogel in his study of the entire 
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population of ASOS 
heads. 

Results
Changes Over Time

Table 1 [at right 
of page] shows 

no significant change 
for several personal 
and professional 
characteristics be-
tween the 1992-93 
and 2010-11 school 
years. Heads were 
about 24 years old 
upon entering the 
education profession 
and their average 
length of stay in their 
current head position 
remained at 4.2 years. 
Americans of Eu-
ropean decent con-
tinued to dominate 
the headship with no 
significant change in 
the number of heads 
holding doctor-
ate degrees. Though 
the percentage of 
respondents with 
central office experi-
ence increased from 
16.0% to 26.8%, this 
change was not sta-
tistically significant. 
The percentage of 
heads obtaining their 
first head position as 
a result of an internal 
move in the same 
school remained 
steady at about 
34%. Finally, results 
showed no statisti-
cally significant dif-
ference between the 
percentages of heads 
serving in each size 
of school between 
1992-93 (small, 
32.1%; medium, 
40.7%; large, 27.2%) 
and 2010-11 (small, 
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Table 1: Results from 2010-11 ASOS Heads 
as Compared to ASOS Heads During 1992-93 School Year 

Note. 1 Not reported. 2 Five current heads listed two nationalities each. 3 First position was in a university setting. 
T=Teacher; VP=Vice Principal; P=Principal; CO=Central Office; H=Head

Comparison Factors
1992-93 2010-11 1992-93 2010-11
f % f % X SD X SD

Age upon entering education profession 23.8 3.3 24.5 3.9
Age upon becoming administrator 31.9 3.9 35.3 6.7
Age upon becoming a head 39.6 5.8 44.7 8.5
Age at time of response 50.8 5.7 55.9 8.6
Experience in education before becoming a 
   head (yrs.)

15.4 6.5 19.9 7.9

Length of stay as head 4.2 1 4.2 1.3
Gender
   Male 76 93.8 120 76.4
   Female 6 6.2 37 23.6
Nationality2

   American 73 90.1 129 79.6
   British 3 3.7 11 6.8
   Canadian 0 0.0 9 5.7
   Australian 2 2.5 3 1.9
   Other 3 3.7 10 6.2
Ethnic Heritage
   European 74 91.4 148 94.3
   African 0 0.0 3 1.9
   Hispanic 1 1.2 2 1.3
   Asian 2 2.4 1 0.6
   Other 4 4.9 3 2.5
 
Highest degree held
   Bachelor’s 2 2.4 1 0.6
   Master’s 41 50.6 99 63.1
   Doctorate 38 46.9 57 36.3
Certifications held
   Teacher 77 95.1 146 93.0
   Principal/Admin. 67 82.7 118 75.2
   Superintendent 48 59.3 61 38.9
First position held 
   ES teacher 16 19.8 38 24.2
   MS teacher 6 7.4 50 31.8
   HS teacher 49 60.5 49 31.2
   Counselor 3 3.7 3 1.9
   Central office 2 2.5 0 0.0
   Other teacher 0 0.0 11 7.0
   Other non-teacher 4 4.9 63 3.8
Administrative experience
   Vice principal 8 9.9 53 33.8
   Principal 74 91.4 121 77.1
   Central office 13 16.0 42 26.8
   Other 1 1.2 5 3.2
Career paths
   T-P-H 50 61.7 52 33.1
   T-VP-P H 6 7.4 41 26.1
   T-P-CO-H 4 4.9 18 11.5
   T-H 10 12.3 18 11.5
   T-CO-H 5 6.2 14 8.9
   T-VP-P-CO-H 0 0.0 9 5.7
   Other 6 7.4 5 3.2
First head position as a result of internal move 27 33.3 54 34.4
School size first head’s position
   Small (0-400 students) 41 50.6 84 53.5
   Medium (401-1000 students) 22 27.1 46 29.3
   Large (>1000 students) 18 22.2 27 17.2
School size current head’s position
   Small (0-400 students) 26 32.1 64 40.8
   Medium (401-1000 students) 33 40.7 60 38.2
   Large (>1000 students) 22 27.2 33 21.0
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40.8%; medium, 38.2%; large, 21.0%). 

However, other personal and pro-
fessional characteristics of heads 

showed significant changes. In terms of 
demographics, ASOS heads in 2010-11 
were older upon becoming an adminis-
trator, becoming a head, and responding 
to the CCPI. Current heads averaged 3.4 
years older upon becoming an administra-
tor for the first time, 5.1 years older upon 
becoming a head for the first time, and 
5.1 years older than their 1992-93 coun-
terparts. Current heads averaged 4.5 years 
more experience in education upon becom-
ing a head, and they spanned a wider range 
of ages than Brewitt’s respondents when 
comparing the age of heads at the time of 
response: 32 to 76 years old in 2010-11 as 
compared to 40 to 64 years old in 1992-
93. Finally, the percentage of female ASOS 
heads rose from 6.2% in 1992-93 to 23.6% 
in 2010-11. 

In terms of preparation 
for the head position, 
20.4% fewer heads in 
2010-11 held super-
intendent certificates 
as compared to their 
1992-93 counterparts. 
Furthermore, Table 1 
shows a greater bal-
ance of ASOS heads 
in 2010-11 who be-
gan their careers as 
elementary (24.2%), 
middle (31.8%), and 
high school (31.2%) 
teachers. Heads who 
began their careers as 
high school teachers 
decreased significantly 
from 60.5% to 31.2% 
while the percentage 
of heads starting as 
middle school teach-
ers increased signifi-
cantly from 7.4% to 
31.8%. The percent-
age of heads starting 
as elementary teachers 
increased only slightly 
from 19.8% to 24.2%. 

Heads’ career paths also changed dur-
ing this period.  Table 1 shows an 

increase in heads who had served as a vice 
principal during their career from 9.9% to 
33.8%. Meanwhile, the percentage of heads 
who had served as a principal during their 

career decreased from 91.4% to 77.1%. 
While the percentage of current heads fol-
lowing the Teacher-Principal-Head career 
path decreased from 61.7% to 33.1%, the 
percentage of current heads following the 
Teacher-Vice Principal-Principal-Head 
career path increased from 7.4% to 26.1%. 

Recruitment and Retention of ASOS Heads 

Respondents rated several school and 
community conditions as very impor-

tant when considering whether or not to 
become a candidate for a school head posi-
tion.  In order of highest importance were: 
the quality of education for their own chil-
dren, the type of school (non-profit, propri-
etary, company-owned), salary and benefits 
as compared to the cost of living, living 
conditions in the city and country where 
the school is located, and the school’s repu-
tation. Whether a position was available 
for a spouse was rated of least importance. 

Although the quality of education for one’s 
own children received high ratings, 92 re-
spondents (58.6%) indicated that the qual-
ity of education for their own children was 
not applicable to them—the only condition 
with such a high N/A response. With an 
average respondent age of 55.9 years, N/A 

responses were likely due to the fact that 
their children, if any, were no longer of 
school age.

In terms of compensation packages, in-
formation on heads’ salaries was the only 

data collected because compensation be-
yond salary could not be reliably reported in 
U.S. dollar values.  Table 2 shows that 108 
respondents (68.8%) did not have their sal-
ary tied to performance. Of the 49 respon-
dents (31.2%) who had at least a portion 
of their salary tied to performance, fifteen 
indicated that they could earn an annual 
performance bonus but did not elaborate 
on the terms of the bonus. Furthermore, 
118 heads (75.2%) negotiated the terms 
of their contract, and a significantly higher 
frequency of negotiated salaries than fixed 
salaries were performance related. Finally, 
while average salaries ranged from $81,890 
for small school heads to $213,705 for large 
school heads, negotiated contracts yielded 

a mean of $41,407 more than fixed scale 
contracts. Performance related contracts 
yielded a mean of $58,747 more than non-
performance related contracts. 
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Table 2: Conditions Affecting ASOS Heads’ Salaries 
and Salary by School Size 

Factors related to current salary
Salary

  f  %  X  SD  Range

Conditions affecting salary (n = 157)
   Negotiated, non-performance-related 76 48.4 $126,113 $60,585 $35,000-$300,000
   Negotiated, performance-related 42 26.8 $185,774 $91,697 $66,000-$450,000
   Fixed, non-performance-related 32 20.4 $98,768 $53,404 $45,000-$220,000
   Fixed, performance-related 7 4.5 $130,571 $42,890 $90,000-$200,000

Salary by school size (n = 141)
   All schools 141 100.0 $134,632 $74,744 $35,000-$450,000
   Small schools (0-400 students) 62 44.0 $81,890 $32,132 $35,000-$200,000 
   Medium schools (401-1000 students) 52 36.9 $158,341 $54,641 $75,000-$300,000
   Large schools (>1000 students) 27 19.1 $213,705 $82,909 $85,000-$450,000

Heads indicating dissatisfaction with current 
salary (n = 34)
   All heads 34 21.7 $93,144 $40,816 $35,000-$190,000
   Small schools (0-400 students) 22 34.4 $76,079 $34,265 $35,000-$190,000
   Medium schools (401-1000 students) 10 16.7 $131,000 $29,639 $90,000-$185,000
   Large schools (>1000 students) 2 6.1 Insufficient Data Insufficient Data
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A strong positive correlation was found 
between school size and salary. Table 

2 shows that small school heads earned 
an average of $81,890, medium school 
heads, $158,341, and large school heads, 
$213,705, respectively.  These earnings gaps 
were further reflected in heads’ reported 
satisfaction with their salaries with 34.4% 
of small schools heads, 16.7% of medium 
heads, and 6.1% of large school heads indi-
cating dissatisfaction with their salaries. No 
significant difference was found between 
the average salaries of satisfied and dissatis-
fied small and medium school heads, and 
insufficient data prevented the analysis of 
large school heads’ salaries related to satis-
faction levels. 

The overall sample of current heads report-
ed an average length of stay of 4.2 years to 
4.6 years throughout their careers as heads 
of schools. Those results were similar to Vo-
gel’s (1992) findings that heads had served 
in their current position an average of 4.2 
years but were different from Hawley’s 
(1991) findings that ASIS heads averaged 
only 2.8 years in their positions. When 
analyzed by school size, significant differ-
ences were found in the length of stay for 
heads at small schools (3.7 years) as com-
pared to heads at medium (4.9 years) and 
large (5.6 years) schools¾a relationship first 
noted by Hawley (1991). A significant dif-
ference was found between small school 
heads who stayed an average of 3.7 years 
and large school heads who stayed an aver-
age of 5.6 years. 

In terms of why they left their previous 
position, 35.0% of respondents indi-

cated they were looking for opportunities 
for professional advancement; 31.2% were 
seeking professional challenge; and 21.0% 
left as a result of issues related to the board 
of directors. Nineteen heads (12.1%) added 
unsolicited comments that they had met 
their professional goals or that they left 
for personal family reasons. These results 
represented a considerable change in con-
ditions for heads when compared to Haw-
ley’s (1991) results which indicated that 
heads had left their previous position due 
to issues related to the board of directors 
(71.1%) followed by opportunities for pro-
fessional advancement (15.7%) and salary 
and/or benefits concerns (14.5%). 

When asked why they might consider leav-

ing their current head’s position, 29.9% of 
respondents indicated they would do so 
seeking professional challenge, 28.7% for 
retirement, 25.5% due to issues related to 
the board of directors, and 21.0% because 
of salary and/or benefits. Of the 33 respon-
dents who stated they would consider leav-
ing due to salary and/or benefits, those who 
indicated dissatisfaction with their current 
salary (44.1%) earned a mean of $96,169. 
Those who indicated satisfaction with their 
salary (55.9%) but still stated they would 
consider leaving because of salary and ben-
efits earned an average of $124,333 as com-
pared to a mean of $134,632 for all heads. 

Finally, only 81 respondents (51.6%) in-
dicated that they intended to be serv-

ing as a head of school in five years. The 
remaining heads stated they would be retir-
ing (24.9%) or working in another type of 
position (22.9%). Eight (5.1%) commented 
that they intended to work while retired ei-
ther as a consultant or as an interim head 
of school. 

Discussion 
The Changing Face of the Headship

Comparisons between the characteris-
tics of current ASOS heads and their 

1992-93 counterparts show that although 
both sets of heads entered the education 
profession at about the same age, current 
heads took significantly longer to ascend to 
the headship. They spent an average of 10.8 
years teaching and 9.4 years as an adminis-
trator as compared to their 1992-93 coun-
terparts who spent 8.1 years teaching and 
7.7 years as an administrator. Though cur-
rent heads and their counterparts have both 
averaged 11.2 years as heads of schools, the 
fact that current heads are on average 5.1 
years older suggests that they will serve 
in the headship for fewer years than their 
counterparts. Furthermore, age related in-
ternational work visa restrictions of the 
countries in which they work might pro-
hibit heads from continuing in their role 
beyond the age of 60 or 65, thus further re-
stricting the likelihood of serving the same 
duration as their 1992-93 counterparts. The 
aging of the headship and resulting pres-
sures facing these aging heads likely con-
tribute to the perceived shortage of head of 
school candidates. 

Results showing that 52 ASOSs in 1992-
93 each served 500 or more students 
(Vogel, 1992) compared to 91 ASOSs in 

2010-11 (US Department of State, n.d.a) 
demonstrate that schools have increased in 
size. These increases have likely resulted in 
an expansion of potential career paths and 
time-in-rank pressures related to the in-
creased number of vice principal positions.  
Heads may be entering the headship later 
in their career because of increased oppor-
tunities and the accompanying expectation 
that they serve as a vice principal prior to 
becoming a principal.  Results showing a 
three-fold increase in the number of cur-
rent heads who had served as vice princi-
pal suggests that obtaining a principalship 
may be increasingly difficult without first 
obtaining vice principal experience. This 
condition was not likely encountered when 
schools were smaller and vice principal 
positions were less prevalent.  Such time-
in-rank pressures may be one explanation 
for the increase in the percentage of heads 
passing through the vice principalship on 
their path to becoming a head of school.    

Another explanation for the increase in 
service as vice principal and the in-

crease in the range of school level teaching 
and administrative positions held may be a 
perception that these more diverse experi-
ences provided novice administrators with 
a better foundation upon which to build 
their administrative careers as they ascend-
ed to the headship. A study investigating 
the relationship between a wide range of 
teaching and administrative experience and 
the perceived efficacy of heads would be 
necessary to determine if such a perception 
was founded in practice. 

Finally, some heads may have sought a 
wider range of school level teaching and 
administrative experience in an effort to in-
crease their chances of attaining their first 
administrative and first head position at 
a top tier school. For those with children, 
a lower tier school may not have been at-
tractive because they may have wanted a 
more prestigious school for their children 
as indicated by their high ratings of the 
importance of the quality of education for 
their own children. Whether as teachers 
or administrators, these heads may have 
waited at various points in their careers 
for their children to graduate from their 
current schools before pursuing their next 
position including the headship. The per-
ception exists among many ASIS educators 
that aspiring heads traditionally move from 
a principalship or central office position in 
a top tier school to a headship in a lower 

HEADS OF SCHOOL, 
continued from page 33 



 intered  www.aaie.org 35

tier school before obtaining a headship in 
a top tier school.  However, no empirical 
research exists to support this perception.  
Therefore, an investigation should be con-
ducted to first determine the characteristics 
that describe schools at each tier level, then 
to determine the frequency with which as-
piring heads accept their first headship in a 
lower tier school before obtaining a head-
ship at or above the tier in which they most 
recently served as a lower level administra-
tor.     

Challenges for Recruitment and Retention

Recruitment and retention are highly 
interdependent. One way to combat 

the shortage of head of school candidates 
is to increase the retention of these heads 
thereby reducing demand. The results of 
this study suggest several possible ways to 
improve both the recruitment and reten-
tion of ASOS heads. 

Focusing on recruiting women into the 
headship may be one key to increasing the 
pool of heads. Though the percentage of fe-
male ASOS heads has increased, some U.S. 
states reported high percentages of female 
teachers (>70.0%) and female administra-
tors (>60.0%) (California DOE, 2011b; 
Texas Education Agency, 2011b) that far 
exceeded the percentage of women serving 
in the ASOS headship (23.6%). Further-
more, the results of this study showed that 
significantly more female heads (62.2%) 
than male heads (44.2%) intended to leave 
the headship over the next five years. There-
fore, the challenge lies not only in finding 
ways to recruit female heads but also in 
finding ways to retain them (Kamler, 2009). 

Mentoring aspiring female heads is 
frequently proposed (Brunner & 

Grogan, 2007; Dana & Bourisaw, 2006; 
Kamler, 2009; Sutton, 2008; Terranova & 
Rogers, 2009) although few formal pro-
grams specifically targeting this population 
appear to exist. Such programs could be 
developed within individual schools, by re-
gional educational organizations that sup-
port ASOSs (regional and international as-
sociations). These mentoring programs may 
facilitate the building of support networks 
for both mentors and mentees thereby aid-
ing in the recruitment, retention, and ulti-
mately the efficacy of female heads.  

Specifically focusing mentoring programs 
on women aspiring to the secondary prin-
cipalship may yield positive results. Re-

search in the U.S. shows that school boards 
recruiting U.S. superintendents favor can-
didates with secondary administrative ex-
perience (Tallerico, 2000), yet the most 
common administrative experience among 
female administrators in the U.S. is the el-
ementary principalship (Brunner and Gro-
gan, 2007). These findings are consistent 
with this study’s results showing that 51.4% 
of current female heads have previously 
served as secondary principals whereas only 
3.2% have served only as elementary prin-
cipals. 

Regardless of gender, implement-
ing succession plans within schools 

may also alleviate the shortage of head of 
school candidates. The increased competi-
tion among schools for heads reinforces 
the need for boards and current heads to 
actively recruit and mentor principals and 
central office administrators who have 
the potential to succeed the current head 
(Kamler, 2009) thereby reducing the need 
to look outside the organization for a new 
head of school. Furthermore, succession 
planning builds capacity within the orga-
nization (Senge, 2001) and facilitates the 
maintenance of systemic change (Kamler, 
2009) that is often lost with a new head of 
school (Shand, 2010). 

Overseas schools have experienced con-
tinuous growth both in terms of size and 
number over the last century (ISC-Re-
search, n.d.; Orr, 1974; U.S. Department of 
State, n.d.; Vogel, 1992).  Prior to the mid 
1980s, heads were often recruited with little 
or no international head experience (Haw-
ley, 1991), likely due to a dearth of such 
candidates.  As the pool of internationally 
experienced head candidates grew in the 
late 1980s and 1990s, boards came to prefer 
candidates with international teaching and 
administrative experience. Results showing 
that only 9 current heads (5.7%) obtained 
their first overseas headship after serving 
as a U.S. superintendent without previous 
overseas educational experience suggest 
that U.S. superintendents represent a large-
ly untapped source of head candidates. The 
retirement age for educators in many U.S. 
states is based upon a formula that results 
in an option to collect retirement benefits 
starting around age 55. Though these su-
perintendents have most frequently spent 
their careers in their home country, many 
have experience leading large and com-
plex school districts for considerably lower 
salary and benefits packages than many 

heads reported in this study (for example, 
California DOE, 2011a; Oklahoma State 
DOE, 2011; Terranova & Rogers, 2009; 
Texas Education Agency, 2011a). Having 
secured a guaranteed retirement in their 
home country, these superintendents may 
find late-career, high-income opportunities 
overseas to be appealing, thereby broaden-
ing the pool of candidates (Winter et.al., 
2007). 

Beyond recruiting, a focus on retain-
ing heads within the profession may 

be another key to increasing the supply of 
heads. Nineteen (52.8%) of the 36 heads 
who indicated that they intended to leave 
the headship in the next five years without 
retiring from professional life stated their 
relationship with the board of directors 
was one of the reasons they would consider 
leaving. In contrast, only 21 heads (17.4%) 
who indicated that they intended to retire 
or continue serving as a head of school 
identified issues related to the board as one 
of the reasons they would consider leaving 
their current position. These results suggest 
that the quality of the relationship between 
the head of school and the board of direc-
tors plays an important role in retention 
not only in the current school but also in 
the profession (Terranova & Rogers, 2009).

Further reinforcing the importance of 
board-head relationships in small schools 
are results indicating that positive relations 
combined with other school and commu-
nity factors may contribute to head reten-
tion despite salary dissatisfaction. Results 
showed that 22 small school heads (34.4%) 
claim salary dissatisfaction, yet only 2 of 
them (9.1%) left their positions at the end 
of the 2010-11 school year and only 6 of 
the 22 (27.3%) indicated they would con-
sider leaving due to issues related to the 
board. Because limited resources restrict in-
creases to small school heads’ salaries as re-
ported by one dissatisfied head whose sal-
ary accounted for 10% of the overall salary 
budget, the importance of other retention 
factors including the board-head relation-
ship is amplified for small schools.  

Research reveals a number of problem-
atic findings for board-head relation-

ships including role confusion and the 
boards’ desires for quick fixes as well as the 
relationship between motivation for board 
membership and trustees’ conceptions of 
power (Kamler, 2009; Mountford, 2004; 
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Richardson, 2005; Waters & Marzano, 
2006). However, many graduate and non-
degree training programs for heads fail to 
specifically address the importance of these 
relationships or how to deliberately develop 
and cultivate board membership to over-
come these frequently cited pitfalls. Fur-
thermore, frequent turnover of the board 
chair and board members results in the 
need for commitment to an ongoing train-
ing cycle (Kamler, 2009). Programs for as-
piring and current heads should emphasize 
the skills for building these critical rela-
tionships while developing the head’s abil-
ity to lead ongoing board training. Critical 
to board training are reflection on motives 
for board membership and conceptions of 
power including how those might impact 
board-head and board-community rela-
tionships (Mountford, 2004) as well as un-
derstanding and practicing behaviors such 
as the board’s governance role and how 
that role relates to working with the head 
(Richardson, 2005; Sutton, 2008).

Where do we go from here?

Although the response rate and the 
scope of questions in this study went 

beyond previous studies, only ASOS heads 
were sampled, thereby limiting the abil-
ity to generalize from these results. In or-
der to gain a fuller picture of international 
school heads, a broader population of heads 
should be sampled from the range of non-
A/OS sponsored overseas schools includ-
ing missionary or church-related, proprie-
tary, company-sponsored, and international 
schools. These results could help determine 
whether the same patterns exist in these 
populations. Results from this study should 
also be compared to results from studies of 
American superintendents. Particular fo-
cus should be placed on comparisons with 
heads of schools that hold membership in 
the National Association of Independents 
Schools (NAIS) in the United States. The 
qualifications of the administration and 
faculty, the socio-economic status of the 
student body, and the resources available 
at NAIS schools would more closely ap-
proximate those of most A/OS and non-
A/OS sponsored schools thereby providing 
a more appropriate sample for comparison 
than U.S public school superintendents. 

This study provided rich data in terms of 
describing the current status of heads on 

many key variables. However, the results do 
not describe in detail the reasons for some 
of the responses given. For example, why are 
heads waiting longer before securing their 
first headship despite the perceived short-
age of head of school candidates over the 
last decade? How do candidates rank fac-
tors when deciding whether to move from 
a higher tier school to a lower tier school in 
order to facilitate a career path transition? 
Why are women leaving the headship at 
higher rates than their male counterparts? 
How do heads without previous overseas 
experience and their boards rate their suc-
cess in their first headship? What are the 
specific issues cited by those heads who said 
that they would consider leaving due to is-
sues related to the board of directors and 
what implications might those issues have 
for head and board training? 

Finally, given the key role that the board 
of directors plays in recruiting and re-

taining heads, members of ASOS boards of 
directors should be sampled. Such studies 
should focus on factors that contribute to 
successful board-head relationships, the 
kinds of training that have contributed to 
those successes, and more generally, the 
level of training that exists among over-
seas boards. Studies may also explore the 
relationship between motivation for board 
membership and trustees’ conceptions of 
power (Mountford, 2004), and the boards’ 
perceptions of their role and that of the 
head of school. Finally, an investigation 
should be conducted into which personal 
and professional characteristics boards 
most frequently associate with highly ef-
fective heads and how those characteristics 
relate to how they define highly qualified 
head of school candidates? Boards may dis-
cover a mismatch between the expectations 
for head of school candidates and the abil-
ity of an individual to meet those expecta-
tions as Hurwitz (2002) illustrated when 
he wrote, 

“Imagine a job that requires an Army officer’s 
leadership skills, a C.E.O.’s management ex-
pertise, a lawyer’s negotiating talents and an 
educator’s understanding of how to teach chil-
dren. That’s what it takes to be a school super-
intendent in the 21st century.” (p. 8)

This study is but one tile in the mosaic 
that builds toward a more complete 

portrait of the critical issues surrounding 
the ASOS headship and the path forward 
in helping both candidates and schools 
understand the process of recruiting and 

retaining heads. Although additional re-
search is needed to further illuminate the 
path forward, this study suggested several 
keys to increasing the pool of ASOS head 
candidates. Understanding these dynam-
ics and deliberately targeting these areas of 
educational leadership will not only deepen 
the head of school candidate pool, but it 
will do so with a more diverse, better-pre-
pared group of professionals who are ready 
to confront the multitude of fast-paced 
challenges that await them as they step for-
ward to lead the next generation of overseas 
schools. 

Dr. Theron J. Mott is Middle School Vice 
Principal at Shanghai American School, 
Puxi Campus.  Since 1999, he has served as a 
teacher and administrator in both A/OS and 
non-A/OS sponsored schools in Korea, Chile, 
and China.  His dissertation research was 
supervised by Dr. Roland K. Yoshida, Lehigh 
University.  tbmott@gmail.com 
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The world needs more well-pre-
pared teachers who are equipped 
to meet the learning needs of 
tomorrow’s students in an ever-

changing technological world.

A report by UNESCO in 2008 stated:  
“Any attempt to improve education in the 
world by increasing the number of teach-
ers must be prepared to recruit, train and 
deploy 10 million new teachers, and maybe 
even up to 50 million new teachers. Train-
ers are needed to train these new teachers.”

In June 2012, UNESCO announced a new 
Strategy On Teachers (2012-2015), stating:

The main emphasis of the UNESCO 
strategy is on supporting teachers for 
quality learning. 

A major effort has to be made to ensure 
that teacher preparation is aligned with 
the intended school curriculum…. Con-
temporary school curricula frequently 
refer to active learning, adopt student-
centred approaches, focus on outcomes 
and processes, emphasize competences/
capabilities, promote integrated knowl-
edge and cross-curricular dimensions, 
etc.  How well are teachers prepared to 
face this major paradigm shift?  (UNES-
CO Strategy On Teachers, June 5, 2012, 
p. 3.)

The use of diversified teacher training 
strategies will be promoted, including a 
better use of technology-based training, 
particularly for coaching new teach-
ers and monitoring their performance 
through mentoring and peer review 
mechanisms. (Ibid., p. 3)

Such diversified teacher training strate-
gies are in the making, one of which is 

Teach-Now, a virtual program that can be 
taken by candidates for teaching anywhere 
in the world.  In addition, Teach-Now can 
be adopted and adapted by providers of 
teacher preparation programs already in 
existence.  

Throughout the world, regardless of coun-
try, most teachers have been trained to 
teach through college-based teacher prepa-
ration programs. Upon completion of such 

a program, one is automatically eligible for 
employment as a teacher.

Some countries, including the United 
States, require that teachers be certi-

fied before they can be employed to teach 
in public-supported schools.  In the United 
States, it is up to each of the 50 states to 
set the standards and requirements for is-
suing a certificate to teach in that state.  
While all teachers must be certified by the 
state where they teach, there is no uniform 
reciprocity across state lines, nor is there a 
uniform measure across the country for en-
suring quality.

Beginning in the mid-1980s, the United 
States began creating “alternative routes 
to teacher certification” as a way to attract 
and train more individuals who know their 
subject matter to teach in specific subjects 
and in geographic and socioeconomic areas 
where demand for teachers is greatest, as 
well as to improve the quality of teachers 
entering the profession.  

Three large states (New Jersey, Texas 
and California) separately created al-

ternative teacher certification routes as a 
way to attract non-traditional candidates to 
teaching, i.e., individuals who already had 
at least a college degree.  Historically, the 
pipeline for new teachers was almost ex-
clusively undergraduates who completed a 
teacher education program.

What three decades of intense wrangling 
among law makers, policy makers, col-
leges of education and the associations that 
represent them, education researchers and 
individuals and organizations intent on 
change resulted in a plethora of alternative 
ways of preparing teachers – from no col-
lege education courses required to regular 
Master’s in Teaching Degree programs and 
everything in between.

So, what have we learned?  In the United 
States, some 1,440 colleges and universities 
have teacher preparation programs lead-
ing to state certification.  Collectively, they 
grant about 102,000 baccalaureate degrees 
in education and about 175,000 master’s 

degrees in education, most of which are 
awarded to already existing teachers seeking 
to obtain a Master’s Degree, which, among 
other reasons, guarantees increased teacher 
remuneration.  Not all education degree re-
cipients from these institutions are eligible 
for -- nor do they receive -- certification 
to teach.  In fact, 21 percent of baccalaure-
ate-degree recipients who are teaching the 
year after graduating neither prepared nor 
were certified to teach as undergraduates.  
To complicate matters further, about one-
fourth of all undergraduates who graduate 
trained and certified to teach never enter 
teaching.  

Some 500 alternative teacher preparation 
programs leading to state certification are 
currently in existence.  About half of them 
are actually administered by colleges of 
education, but they are generally innovative 
programs quite different in their require-
ments and delivery than the traditional 
college-based teacher education degree 
programs.  About one-fourth of alternate 
route programs are administered by school 
districts, a few by the state itself, some by 
non-profit organizations such as Teach For 
America and The New Teacher Project, and, 
increasingly, alternate routes are being de-
veloped by for-profit companies. 

What does research say about all of 
this?  Short answer:  The path-

way one takes to become a teacher in the 
United States does not seem to make much 
difference as far as student achievement 
is concerned.  Studies comparing teachers 
who enter teaching through college-based 
teacher preparation programs with teach-
ers who entered through alternative routes 
to teacher certification show mixed results, 
with neither having a clear edge over the 
other (Boyd, Grossman, Lankford, Loeb, & 
Wycoff, 2009). 

Among the most significant contributions 
of alternative teacher certification programs 
in the U.S. has been the identification of 
bright, educated people who are eager to 
become teachers.

Other lessons learned from alternative 
routes to teaching include:

1. Huge numbers of talented individuals 

New Solutions for Preparing 
Tomorrow's Teachers for Tomorrow's Students

By C. Emily Feistritzer
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who already have at least a bachelor’s 
degree, many of whom have years of 
successful experience in other careers, 
want to become teachers.  The #1 
reason they give is they want to help 
young people learn and develop.

2. Taking more education courses does 
not necessarily make a new teacher 
more effective.

3. Actual teaching experiences and other 
clinical experiences are seen as most 
valuable in developing competence to 
teach.

4. Working with effective teachers is crit-
ical to learning to teach effectively.

What is emerging from this wide 
range of alternative ways of prepar-

ing teachers is a better understanding of 
what components make the most difference 
in production of effective – and, may I add, 
innovative – teachers.  At the top of the list 
are: actual teaching practice and collabora-
tive learning.  

That’s after being selective about who gets 
into a teacher preparation program.  A 
degree in education does not necessarily 
make a good teacher.  Neither does a 4.0 
grade point average or an 800 SAT score.  
While there are still no fail-safe measures 
of teacher “dispositions” there is growing 
consensus that not everybody who wants 
to can be – or become – a good teacher.  
Qualities such as compassion, patience, 
tolerance, tenacity, willingness to adjust to 
fast-changing circumstances, resourceful-
ness, love of young people, desire to help 
them learn and develop, belief that all stu-
dents can learn, ability to “get along” with 
colleagues and superiors, ability to commu-
nicate and collaborate – these are essential 
characteristics of effective and innovative 
teachers.

Once candidates are selected, we know 
that they learn best to be effective 

teachers through practice teaching and col-
laboration (Feistritzer, 2011).

Alternative teacher certification routes, as 
well as numerous colleges of teacher edu-
cation are increasingly adding more and 
more clinical experiences in their programs.  
But, as is often the case, more is not nec-
essarily better.  Inexperienced teachers in 
classrooms without coaching and mentor-
ing can be a disaster.  Learning on the job 
without instructors guiding the way is not 

only not an efficient way to learn, but can 
be damaging to the customer – in this case, 
the students.

So, how should we be preparing tomor-
row’s teachers for tomorrow’s students 

in tomorrow’s learning world?

We should be starting with the world we 
live in – a rapidly changing world that is 
not only radically different than it was when 
colleges of education were created to train 
teachers some 50 years ago, but also differ-
ent than it was when alternative routes to 
teacher certification really took hold in ev-
ery state in the U.S. 15-20 years ago.  

The variable that has made the world a very 
different place is technology.  Teaching and 
learning in the context of schooling as we 
have known it and to a large extent are te-
naciously holding on to can’t go on.

For generations, schools were where young 
people went to learn how to read, write and 
do arithmetic.  They learned history and 
geography, read literature.  They acquired 
knowledge and left formal schools “educat-
ed.”  Teachers were the dispensers of that 
knowledge.   

Anybody anywhere in this world can 
acquire knowledge at the touch of a 

screen on a mobile device – even babies!  
Young people who don’t even have TV’s in 
their homes are walking around with hand-
held smartphones.  And there are schools 
all over the world that make them turn 
them in when they arrive at school so they 
will not be a distraction in the classroom 
where the teacher will teach them.  

In a world where anybody can find out any-
thing they want to know – or need to know 
– so easily, why would we want to continue 
to train teachers to “manage” 25-30 stu-
dents to listen to a teacher lecture?

Every teacher in the world needs to 
be able to utilize the ever-advancing 

technologies to facilitate the learning of ev-
ery single student he or she is responsible 
for in the context of schooling.  Teachers 
need to be at least as digitally savvy as the 
children who walk into their classrooms 
-- or whatever learning environment they 
find themselves in.  Teachers should be 
facilitators, coaches, directors of learning.  
They should be able to diagnose/assess the 
learning needs of every student and design 
learning experiences that ensure that every 
single one of those students learns.  

Teacher preparation programs should en-
sure that every one of its candidates is 
empowered and enabled to be this kind of 
teacher.

Neither states – nor countries – need to 
take more years to create legislation 

allowing for alternative routes to teacher 
certification like the U.S. and the United 
Kingdom have done over the last three de-
cades.

The discussion should be beyond alterna-
tive versus traditional teacher preparation/
certification.  What is needed are vastly 
different models for delivering the train-
ing tomorrow’s teachers need to teach to-
morrow’s students in tomorrow’s learning 
world.

Several such programs are emerging. One 
of them – Teach-Now – is being developed 
for this explicit purpose.  Teach-Now’s 
motto is “Preparing tomorrow’s teachers for 
tomorrow’s students in tomorrow’s learn-
ing world.”  It is an online, digitally savvy 
teacher preparation program based on In-
TASC Standards (The Interstate Teacher 
Assessment and Support Consortium) and 
built on a highly interactive platform cen-
tered on the con-
cepts of flipped 
classrooms and col-
laborative learn-
ing models.  Can-
didates anywhere 
in the world can 
participate in 
the Teach-Now 
preparation pro-
gram.  

Dr. C. Emily Feistritzer, Ph.D. is the Presi-
dent of the National Center for Education 
Information and recent Founder, Teach-Now 
(www.teach-now.org); emilyf@ncei.com
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tion advancing pressing social justice and 
conservation issues, as one of its featured 
conference speakers.  Specifically, the Arcus 

F o u n d a -
tion works 
to advance 
LGBT (les-
bian, gay, 
b i s e x u a l , 
and trans-
g e n d e r ) 
equality as 
well as to 
c o n s e r v e 
and protect 
the great 
apes.  Mr. 
J e n n i n g s , 
a former 
A s s i s t a n t 
D e p u t y 
Secretary of 
Education 
who headed 
the Office 
of Safe and 
Drug-free 
S c h o o l s , 
has a long 

and distinguished career as an educator, a 
social justice activist, a teacher and an au-
thor.    

The Sunday Morning Solutions session will 
address the topic of Futures Learning.  Dr. 
Peter Bishop from the University of Hous-
ton and Willis Goldbeck, an independent 
social and economic policy consultant will 
facilitate this session.  It will include a panel 
of educators who will share how they are 
addressing futures learning, and will be 

followed by an audience Q & A 
discussion.  Dr. Peter Bishop is 
an Associate Professor of Strate-
gic Foresight and Coordinator of 
the graduate program in Futures 
Studies at the University of Hous-
ton. He specializes in techniques 
for long term forecasting and 
planning. In addition to conduct-
ing seminars on the future, he also 
facilitates groups in developing 
scenarios, visions and strategic 
plans for the future.  Mr. Gold-
beck is an independent social and 
economic policy consultant.  He 
serves on the Board of the Insti-
tute for Alternative Futures (IAF). 
The IAF’s work in education fo-

cuses on 
monitoring 
the lead-
ing edge 
of research 
on how in-
d i v i d u a l s 
and groups 
l e a r n , 
e m e r g -
ing tech-
nologies for 
l e a r n i n g , 
and future-
responsive 
c u r r i c u -
lum design.  
B u i l d i n g 
on a strong 
track record 
with re-
spect to the 
future of 
education, 

the IAF, under the direction of Mr. Gold-
beck, created the Center for Education and 
Learning Innovation in 2009.  

An impressive list of school leaders, 
consultants, and other innovators in 

the field of international education will 
round out the list of featured conference 
speakers and presenters.   In addition to 
stimulating and informative sessions and 
exhibits of innovative school resources, 
AAIE’s annual conference is known for the 
hospitality and camaraderie afforded by its 
various social events.  One of the not-to-be 
missed events is AAIE’s annual welcome 
reception on Thursday, Feb. 14th, 6:30 p.m. 
– 8:30 p.m.  The venue for this will be a 
Hornblower ship, and will include a cruise 
of San Francisco Bay.   Don’t miss it!  Make 
your plans now to join with colleagues from 
around the world and take advantage of the 
many opportunities AAIE’s annual confer-
ence offers to connect, share, learn, and be 
inspired.  

2013 SAN FRANCISCO CONFERENCE

SOCIAL JUSTICE, cont'd from page 22 

tribute it as stewards of  poverty reduction, 
social justice and economic progress. The 
One Laptop per Child project allows, when 
certain conditions are met, the child to 
bring the laptop home,  greatly amplifying 
the usefulness of the laptop as an educa-
tion tool for all age groups. Various projects 
such as AIDS awareness campaigns may be 
promoted or kept in circulation or archived 
for later retrieval by the school headmaster, 
who should be considered a mediator and 

facilitator of information. 

Gianni Bottazzi is a graduate student at 
the University of Alabama, Department of 
Interactive Technology (CHES). He grew up 
in Rwanda and has been interested in social 
justice issues, particularly as they impact on 
his beloved Africa. He welcomes your com-
ments at bottazzigianni@gmail.com
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In addition to his keynote, 
Dr. Stronge will pres-
ent sessions on How to 
Hire the Best Teachers, 
Teacher Evaluation for 
International Schools, and 
Principal Evaluation in 
International Schools.

Dr. Frances Kendall, fea-
tured conference speaker, 
and 35-year expert on 
organizational change and 
diversity.

San Francisco's annual welcome Hornblower 
cruise awaits you, February 14-17, 2013.
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From the early 1950’s, Interna-
tional Schools Services (ISS) has 
had the unique opportunity to 
be a dynamic part of the world 

of international education.  In 1955, as 
companies began to expand internationally 
after WWII and governments established 
greater numbers of embassies and outposts 
around the world, Arthur Sweetser, an 
amazing internationally focused journal-
ist and statesman, founded the Interna-
tional Schools Foundation (the precursor 
of ISS).  This not-for-profit organization 
was initially funded through grants from 
organizations like the Ford and Rockefeller 
Foundations. It directed its early efforts 
toward identifying the needs of the grow-
ing number of American and international 
schools around the world and it held its 
first regional educational conference in the 
Philippines in 1958. 

As the needs of the schools and the inter-
national institutions they served were iden-
tified, ISS began to develop service lines 
that attempted to meet those needs: school 
start-up, ongoing school management, ed-
ucational staffing, educational supplies and 
materials purchasing/consolidation/pack-
ing/shipping, foundation setup and man-
agement, administrative search, risk man-
agement, back office financial/accounting/
payroll services, etc.  

ISS today remains a 501c3 not-for-profit 
organization that enthusiastically pur-

sues its mission to “advance the quality 
of education for children in international 
schools by providing innovative services 
and solutions for learning communities and 
corporations throughout the world.”  As 
the pace of change and the interconnect-
edness of the world increase, the pursuit of 
this mission requires agile, proactive adapt-
ability and ongoing attention to the trends 
emerging in the international community.

It is from this service perspective over time 
that we will share observations about trends 
in the world of international education, hop-
ing that other organizations and schools will 
find this informative and valuable.

School Start-up and Ongoing 
Management
In its early days, ISS primarily served the 

international business community by open-
ing and operating schools around the world 
for oil, mining and other extractive indus-
try companies that had set up operations 
camps in isolated locations.  For example, 
in the 70’s ISS managed a large number 
of schools in Iran prior to the fall of the 
Shah.  Over the years, ISS has established 
over 100 schools for more than 80 clients in 
40 countries on 6 continents.  We presently 
manage 16 schools around the world - 13 
for clients and 3 that we own ourselves.  

Over the last 20 years, the profile of 
our school management clients has 

changed.  The international companies have 
become more multi-national and multi-
lingual and the schools we operate for them 
have developed a more internationally fo-
cused curriculum and a greater capacity to 
handle English as an Additional Language 
(EAL) students.  

In addition, we have seen an increased inter-
est from property developers wanting to es-
tablish high quality international schools as 
magnet amenities to draw families to their 
developments.  In many of these projects the 
schools are established to attract local fami-
lies as well as expatriates. Riffa Views Inter-
national School (RVIS), an ISS-managed 
school in Bahrain, is purposefully bi-cultural 
in curriculum, social environment for stu-
dents, school holidays, etc. 

We have also received school start-up 
and consultation enquiries from national 
systems of education.  The King Abdul-
lah University of Science and Technology 
(KAUST) School is the preK-12 part of 
a project of the King of Saudi Arabia that 

aspires to be the best graduate school of 
Science and Technology in the world.  This 
three-year start-up project has produced an 
excellent school that is an essential part of 
this potentially transformational enterprise.  

The newest shift in client profile for 
school start-up and ongoing manage-

ment services has been the emergence in 
China of schools developed to serve Chi-
nese national students who are interested in 
an international HS program that will fa-
cilitate their entrance into US, UK or other 
non-Chinese universities.  Such schools 
have strong EAL programs, a rigorous fo-
cus on higher order thinking and problem 
solving skills, as well as cross cultural ad-
aptation skills. Nansha College Preparatory 
Academy is our first venture in this arena.

World Language Initiative (WLI)
As the schools we manage have moved 
away from primarily serving a North 
American and expat student body, some lo-
cal communities have begun to recognize 
serious deficiencies in how their languages 
are traditionally taught. This has crystal-
lized as a need for a more robust and in-
tegrated approach to language learning for 
native speakers, non-native speakers and 
what are categorized as “heritage speakers” 
– those children whose families desire that 
they round out and strengthen their skills 
in their heritage language.  

Facing this issue at RVIS, ISS has devel-
oped Arabic language learning standards 
and materials for students, teachers and 
teacher trainers that apply modern language 
literacy principles and teaching methods to 
the teaching of Arabic.  In 15 well-estab-
lished schools in the region we have piloted 
a two-year teacher-training model to sup-
port the implementation of the materials 
and to develop a cadre of teacher trainers 
who can continue the professional develop-
ment of each school’s teachers of Arabic.  

As another example of countrywide trans-
formational initiatives, the Abu Dhabi Ed-
ucation Commission (ADEC) has recently 
adopted the ISS WLI Arabic standards for 
use in schools throughout the Emirate.

As our schools for Chinese national stu-
dents develop, we are extending the WLI 

ISS: A Long View of a Changing Landscape

By Rob Ambrogi

ISS Mission…

"advance the quality 

of education for children 

in international schools 

by providing innovative 

solutions and services…"
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program to include a rigorous and thorough 
integration of EAL teaching skills in all 
teaching areas in a way that moves beyond 
the traditional ESL approach.  Ultimately, 
we hope to develop similar materials and 
approaches to the teaching of Mandarin to 
the three tiers of language learners in our 
Asian schools.

Educational Staffing
One of our most valuable and visible service 
lines is our Educational Staffing service. As 
we developed the resources we needed to 
staff our schools, it became clear that grow-
ing that pool of candidates and offering 
this service to other schools would serve 
us and the other schools well.  In the 70’s, 
ISS began to host International Recruiting 
Conferences (IRCs) that brought together 
candidates and recruiters for several days 
during February and March. As other orga-
nizations set up similar events, schools sent 
out recruiting teams that traveled between 
events “on the trail” using these face-to-face 
opportunities to strengthen the quality of 
employment decisions and condense the 
recruiting cycle.   Opportunities to directly 
interact with recruiters and other expe-
rienced teachers allowed new candidates 
more easily to make the leap into the over-
seas teaching world.

With the development of personal 
computers and information resourc-

es, the use of candidate and school data-
bases increased the efficiency of sorting and 
searching for candidates and jobs.  Over 
time, as other digital tools have entered the 
recruiting world, many schools now use the 
databases as the primary way to organize 
and facilitate recruiting.  As Laura Light, 
ISS Director of Educational Staffing notes, 
“For many schools it seems that the IRCs 
now are used more in a supporting role to 
fill only the positions that cannot be filled 
outside the fairs.  Today Skype, other video 
conferencing tools, email, digital portfolios, 
etc. combine to allow much richer data ex-
changes, both asynchronously and face-to-
face from afar.”  

Thus, we have noted several recruiting 
trends: 

1. Hiring has moved to a year-round ac-
tivity for many schools.

2. Employment offers are made and re-
sponded to as early in the cycle as pos-
sible. 

3. The hiring cycle is often compressed.  
When a good fit is found, schools 
move more directly to close the deal, 
often without physically meeting the 
candidate.

4. Schools and candidates continue to 
rely heavily on referrals, especially 
for candidates who have been in the 
system and for schools that are well 
known.  

5. Less reliance is put on big IRCs, with 
more but smaller regionalized events.

6. IRCs are still seen to be of high val-
ue by candidates new to the overseas 
world. 

Recruiting agencies and services have 
worked to embrace these trends. Our 

new recruiting database tools now include 
live email and Skype links, live time zone 
information, the ability for candidates and 
schools to embed multi-media resources 
such as YouTube videos, Prezi presenta-
tions, and Animoto videos.  The database 
also allows schools to ask candidates to an-
swer tailored recruiting questions in a video 
format.  The system has push-out function-
ality when jobs are posted, as well as the 
ability to record notes within the database 
to share with other individuals recruiting 
collaboratively at a school.  We expect that 
these enhancements will proactively lead 
schools and candidates to stay ahead of the 
trends.

Our November to June schedule of IRCs 
now includes events in Europe at ECIS, in 
Atlanta with CASIE, in the Middle East 
(Dubai), Bangkok, and the US. We expect 
to serve over 2600 candidates and 240 
schools this year.  

Administrative Searches
The Administrative Search service also has 
changed over time. Today, many school 
head searches begin earlier than in the past, 
in some cases two years in advance. Many 
schools now also use search services for 
principal positions.  

At ISS we have responded to feedback 
that schools are interested in a range 

of search services. In fact, ISS now offers 
three levels of service, each offering the 
same level of professional commitment 
and quality of work, but providing gradu-
ated tiers of support. In addition,	at a cli-
ent’s request, ISS can customize a proposal 

to work within the client’s budget should 
none of the levels meet expectations in 
terms of service and cost.  

School Supply Service
Since the 1980’s our School Supply Service 
has extended the scale of the purchasing, 
consolidating, packing and shipping ac-
tivities we had developed to outfit our ISS 
schools to over 120 schools, processing over 
30,000 purchase orders to 6,000 vendors, 
making over 200 shipments annually.  

Even in the face of major technologi-
cal developments in this arena (better 

communications, global logistics networks, 
etc.), increased deployment of international 
sales reps, and online ordering opportuni-
ties, schools using the service still report 
that they value the consolidated advantages 
that it provides: 

• access to a one-stop professional pur-
chasing rep, 

• one monthly invoice, 

• consolidated shipments with fewer oc-
casions to clear customs, 

• centralized customer service by some-
one in a US time zone, 

• transparent pricing with pass-through 
discounts at the highest levels and 

• high volume leverage when resolving 
disputes with vendors.

Our new Enterprise Resource Planning 
software will automate much of the pa-
perwork, provide more timely and accurate 
status reporting, as well as increased effi-
ciency and accuracy in controlling the flow 
of freight to allow more time for customer 
service interactions.  

Foundation Management

As many international schools matured 
and began to consider fundraising and 

institutional development, ISS has estab-
lished a Foundation Management service.  
We have assisted over 45 schools to set up 
501c3 foundations. We also assist them 
to comply with related legal requirements 
(IRS forms, board meetings and minutes, 
accounting, etc.).   As the reporting require-
ments have become more burdensome, this 
service has taken on a higher profile with 

ISS, continued page 44
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our clients.

Risk Assessment and Management 

Now more than ever, schools face a 
series of risks that, if not managed 

well, can harm their overall health and 
operations, budgets and reputations. For 
our managed schools we have developed 
a Risk Assessment and Risk Management 
tool and protocol, which we use as part of 
our strategic internal scans as we prepare 
for accreditation visits and audits. These 
tools and related resources (policy samples, 
handbook language, procedural guidelines, 
etc.) have helped our schools identify and 
manage risk, and do so in a way that is easy 
to implement.

Other Service Initiatives
The ISS Board of Directors has established 

a scholarship fund to directly support the 
educational expenses of needy, high caliber 
students at our ISS-owned schools.  Our 
most recent scholarship graduate of Cay-
man International School, Appolina Bent, 
leveraged this opportunity into three in-
ternships at law firms – the last of which 
came with a full U.K. university scholar-
ship.

Additionally, as part of our mission to 
enhance the education of students in 

international schools we continue to spon-
sor speakers at regional conferences and at 
the AAIE conference each year.

Closing thoughts
In looking back over the past 57 years and 
gazing into a future of rapid and exciting 
change through the lens of service, the idea 
that dynamic educational systems call for 
adaptive responses continues to inspire us 
to keep opening minds and doors. 

Dr. Rob Ambrogi is Vice President and head 
of the School Management Department 
at ISS.  He is in his 10th year at ISS and 
directly supervises the ISS-managed schools in 
Kazakhstan, 
Madagascar, 
Sumatra, and 
Kalimantan, 
Indonesia.  He 
has served as 
head of school 
in Yaounde, 
Monrovia, 
Lisbon, Is-
lamabad, and 
Johannesburg. 
In 2003 he 
received the 
AAIE Su-
perintendent 
of the Year 
Award. ram-
brogi@iss.edu

This study examined the percep-
tions of faculty on the maturity 
of Professional Learning Com-
munities (PLC) in international 

schools. Administrator and teacher percep-
tions of the specific actions that indicated 
features of a PLC were measured and com-
pared. Fifty-three international schools in 
the capital city of Bangkok, Thailand were 
chosen to participate in the survey. Twenty-
one administrators and teachers were also 
interviewed at their school sites. In the sec-
ond part of the study, the interview partici-
pants were selected based on the responses 
of the data collected in the initial electronic 
survey.  

The instrument used to gather the sur-
vey data was the School Professional 

Staff as a Learning Community Question-
naire (SPSaLCQ) created by Shirley Hord 
of the Southwest Educational Develop-
ment Library (SEDL) and modified into 
e-format by the researcher.  Supporting the 
data further was a set of questions designed 
by the researcher to inform on demograph-
ic information. The results of the data col-
lected from the international schools were 
examined to find relationships between 

perceptions of the five dimensions, and ac-
tions of the staff in schools with high, me-
dium and low measures on the survey scale. 

The five dimensions assessed by the SP-
SaLCQ were: Supportive and Shared 
Leadership, Shared Values and Vision, 
Collective Learning and Application of 
Learning, Shared Personal Practice, and 
Supportive Conditions (Hord, 2003).  A 
Likert scale was used to allow respondents 
to gauge perception. The reliability scores 
for the scales were: Shared and distributed 
leadership (.83), shared values and vision 
(.91) , collective learning (.93), supportive 
structures (.90) and peer observation and 
sharing (.86). 

A total of fifty-seven administrators and 
five hundred and fifty-two teachers 

from thirty-one schools responded, for an 
overall school response rate of fifty-eight 
percent. Schools participating in the sur-
vey were members of the International 
Schools Association of Thailand (ISAT) 
and member schools of the East Asian 

Regional Council of International Schools 
(EARCOS), which gave professional sup-
port to the study. 

The researcher found that Administrators 
typically rated their school organization as 
a more mature PLC than did the teaching 
population at the same school. It was also 
discovered that perceptions on the five di-
mensions of a PLC do vary based on de-
mographic variables including gender, age, 
school level (elementary, middle or high 
school), and, most significantly, on number 
of years of teaching experience. 

Most importantly, it was found that 
school organizations do change and 

mature when staff work knowingly and col-
laboratively towards PLC practices, and the 
actions of school leaders in this regard are 
the most significant variable in bringing 
about this transformational change. 

Dr. Gerhard completed his doctorate in Edu-
cational Policy and Administration at the 
University of Minnesota, Twin Cities. He 
is currently the Secondary School Principal, 
International School Yangoon, Myanmar 
(Rangoon, Burma). jgerhard@isyedu.org 

Doctoral Abstract: The International School as a 
Professional Learning Community

By James H. ( Jim) Gerhard
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Future Global Entrepreneurs—The Pennsylvania School of 
Global Entrepreneurship at Lehigh University, Iacocca Institute

By Diana Q. ShepherdEvery summer the Iacocca Insti-
tute of Lehigh University brings 
American and international 
high school students to our cam-

pus for an opportunity to explore all aspects 
of entrepreneurship required by tomorrow’s 
leaders. These students view today’s global 
economy, exploring entrepreneurship both 
within the classroom and through external 
projects in partnership with the local busi-
ness community.

In fact, the College of Education has 
awarded scholarships of $3,400 to students 
from International Schools for the past five 
years with a selection process that was re-
viewed and approved by AAIE leadership.

The recipients selected for the 2012 sum-
mer program were: Andre Cerqueira 

Domingues of the Carlucci American Inter-
national School of Lisbon, Portugal.  Andre 
is a citizen of Brazil, but moved to Lisbon, 
Portugal.  Andre was selected to be the Class 
of 2012 Reflection speaker at the Pennsylva-
nia School for Global Entrepreneurship. At 
the closing ceremony he shared his learning 
experience and appreciation for the once-
in-a-lifetime opportunity to meet his new 
49 American and 27 International friends 
in the four-week residential experiential 
program at Lehigh University. Andre is an 
open-minded person who enjoys experienc-
ing new cultures through school trips and 
scholarship opportunities.  Andre consid-
ers himself to be a global citizen and “wants 

to do something that will benefit in a large 
scale [rather] than simply a domestic one.” 
Andre is currently the Editor for his school’s 
newspaper and soon-to-be Eagle Scout.  
He is also a member of CAISL Habitat for 
Humanity Braga fundraiser group and does 
weekly volunteer work at the Clinica Veteri-
naria da Bicuda. Andrew is fluent in English 
and Portuguese.  

The second student, Yun Kyung ( Juddy) 
June is a native of South Korea but lives 
in Guangdong, China.  Juddy is attend-
ing the American International School 
of Guangzhou. She is fluent in English, 
Korean, Chinese (Mandarin) and Span-
ish.  She volunteers at local orphanages as a 
member of the Korean Catholic Church of 
Guangzhou. Juddy has received numerous 
academic awards and is a member of the 
volleyball team at her school.  

The third student, Qussai Ramzi, is 
Palestinian and lives in Jordan (due to 

family displacement from regional conflict) 
with  his mother and brother.  Qussai is at-
tending the American Community School 
of Amman under a full scholarship spon-
sored by the US State Department’s Middle 
East Partnership Initiative (MEPI), which 
identifies Jordanian students who are “aca-
demically strong and willing to bridge the 
gap between cultures.”  Qussai is a natural 

leader who leads with the combined grace 
of humor and humility.  Qussai is fluent in 
Arabic, English and French.

The Pennsylvania School for Global En-
trepreneurship is open to all current 10th 

and 11th grade students from the Internation-
al School community. And, although two Le-
high University College of Education schol-
arships were granted for the summer of 2012, 
students from other International Schools 
were also accepted into the PSGE program 
for a total of 27 international students.

The Pennsylvania School for Global En-
trepreneurship was developed to inspire the 
spirit of entrepreneurship and expose stu-
dents to the creative processes, cultural un-
derstanding and effective business practices 
required of tomorrow’s leaders. Working as 
partners, Lehigh’s College of Education and 
the Iacocca Institute developed the applied 
curriculum, which will be delivered again 
during the four-week residential academic 
program from July 7–August 3, 2013. 

Dr. Shepherd is the Director of the Pennsyl-
vania School for Global Entrepreneurship. 
For further information regarding this 
program, interested parties may contact her 
at: dqs206@lehigh.edu.  Applications and 
course information can be downloaded from 
the website,  http://www.iacocca-lehigh.org/
Iacocca/psge/ 

Lehigh University 
College of Education International Programs ad
International Educator  10” W x 3” H
color
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If you have listened to or read any-
thing by Dr. Ian Jukes (Cf., 21st Cen-
tury Fluency Project), you might con-
clude that our educational plane has 

crashed.  The current educational system 
operating all over the world was designed 
over a hundred years ago for a culture that 
no longer exists.  For instance, we do not 
need to schedule our school year accord-
ing to a 19th century agricultural cycle, but 
we still do. Similarly, we no longer need to 
train people to follow orders and do repeti-
tive tasks so they will be good factory work-
ers, but we still do.

A thought to come back to frequently: 
People who survive a plane crash when 
others perish probably learned how to do 
three things: overcome their paradigm pa-
ralysis, own their own authority, and take 
action. (Sherwood, 2010).

Our curricula, which places math, sci-
ence, and literacy at the top and puts 

the arts at the bottom, leaving dance out all 
together, was designed in the 19th century 
to prepare students for the industrial revo-
lution, according to Sir Ken Robbins in a 
2007 TED talk.

At best, according to Dr. Heidi Hays-Ja-
cobs, (curriculum21.com), our schools are 
preparing students for 1970. To paraphrase 
her:  “Students should not have to travel 
back in time when they enter school, but 
right now most of them do. We need to 
add the word ‘individually’ to every mission 
statement, so that students know how to 
take action on their own and not wait to be 
told what to do and how they should do it.”

If educators want to survive the plane 
crash that is our educational paradigm, 

they need to quit tinkering with a system 
that no longer serves our students, staff, 
parents, or society.  We need to own our 
own authority and quit waiting for some-
one to tell us what to do.  Passengers who 
wait to be told what to do will burn up in 
their seats. We need to get out of the burn-
ing plane now. 

If we are to thrive in this world where 
knowledge doubles every year, then we 
need to initiate radical action and be ready 
to innovate. We need to become leaderless 

leaders, emancipating creativity and inno-
vation in everyone around us.

These are our three tasks then:  to get 
over our paradigm paralysis and admit 

we need to start over in our thinking, to 
own our own authority and not wait to be 
told by experts what to do, and to have the 
courage to initiate and innovate, and stop 
being afraid of failure.

If educators could commit to developing 
the following three habits, we would be able 
to take on these tasks and enjoy the process 
as well.  The three habits of a  21st century 
educator are a commitment to embracing 

rather than fearing mistakes, an attitude of 
playfulness, and a practice of saying “Yes, 
and” instead of “Yes, but.”

Many successful businesses practice these 
three habits. Personally, I am able to speak 
a bit about Google, since my son works for 
them and I’ve seen their philosophy in ac-
tion.

Google believes in committing time 
and resources to playing with ideas by 

encouraging their employees to spend 20% 
of their time on projects that will probably 
fail.  “How do you know an idea is a good 
one or a bad one until you try it out?” says 
one longtime Google engineer.  The idea 
for gmail came out of one of those forays 

into possible failure (Google Official Blog, 
2006). 

When we learn to celebrate mistakes, 
we start to sound like Thomas Edi-

son, who, when asked how he dealt with 
failure, said, “I have not failed. I’ve just 
found 10,000 ways that won’t work.” 

At Google’s Mountain View, California 
campus (the Mother Ship), visitors will 
find a dinosaur statue in the courtyard, a 
napping spot shaped as a giant whale, and 
perhaps even a rendition of Van Gogh’s 
Starry Night  recreated with dry erase 
markers.  Chess boards, pool tables, and 
a slide from one floor to another, plus an 
award-winning designed interior help 
Google employees learn to not take them-
selves so seriously, and that play is an im-
portant part of productivity.

My point here is that playfulness is se-
rious business. Play improves prob-

lem solving by heightening our imagination 
(Gray, 2008). When we play, our brains are 
more relaxed.  We learn more, and are more 
creative.  Yet Boards of Education in many 
US states have ordained that recess—play-
time—is not learning time.  Many schools 
offer physical education thirty minutes 
twice a week despite research showing that 
for physical, emotional, and mental health, 
people need to move at least thirty minutes 
a day (Pica, n.d.). 

Just one more point about the importance 
of play: In Reality is Broken: Why Games 
Make Us Better and How They Can Change 
the World, Jane McGonigal shares research 
about what truly makes people happy:  hard 
work plus choice.  Our current educational 
paradigm is based on coercion.  Hard work 
plus coercion leads to rebellion, mindless 
conformity, derision and the death of cre-
ativity.

Why learn to say “Yes, and” instead of 
“Yes, but?”  This habit is the foun-

dation of improvisation, and, though we 
sometimes forget it, life is an improvisation. 
Tina Fey, in her book Bossypants  (2011), 
says her entire life was changed for the bet-
ter when she learned the rules of comedic 
improvisation while working with Chica-
go’s Second City improv troupe. 

The Power of Play at Work
What happens when we learn to say “Yes, and” instead of “Yes, but.”

By Vicki Hannah Lein

“Creativity 

is the process of 

coming up with 

original ideas 

that have value.”

Sir Ken Robinson

www.ted.com/talks/ken_robinson_

says_schools_kill_creativity.html
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To paraphrase her: “I’m still shocked by 
people who greet an idea with a ‘No.’ It’s 
jarring and ends the flow of ideas.”  Saying 
“Yes, and” does not mean you agree with 
an idea.  It means you have let an idea in, 
honored the speaker and the idea, and have 
added your own en-
ergy to it with your 
“and.”  This creates 
a creative flow of 
positive energy and 
increases problem-
solving ability. Take 
note, especially, of 
the section entitled 
“Tina Fey’s Rules 
for Improv….and 
the Workplace."

Want to survive and 
thrive after our cur-
rent educational 
plane crash? Then 
get over it. Admit 
the past is over. 
Greet the present with a playful, “Yes” at-
titude, and enjoy your mistakes along the 
way.

Do it now.  Find an educator you can say 
“Yes” to, and then have the courage to 

try things and fail.  Learn from each other 
and follow where “Yes” leads. Emancipate 
creativity everywhere you find it, learn from 
what happens, and celebrate what you dis-

cover.  Rinse and re-
peat. 

Vicki Hannah Lein, 
M.S., Counseling, is 
an award-winning 
international mo-
tivational speaker, 
singer, songwriter, 
author, humorist, and 
educational consul-
tant. Her experi-
ence as a high school 
English teacher, 
elementary school 
counselor, Distin-
guished Oregon 
Educator, and trainer 
of teachers worldwide 

has helped her develop a clear vision about 
how to bring rigor, relevance, and relation-
ship to all content areas. 
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U of Alabama Honors Dr. Barrie Jo Price
—Award for Innovative Technology—

News & Noteworthy

Each year The University of Alabama will sponsor the Barrie Jo Price Award 
for Innovative Technology Use in International Schools (BJP-IT) 

Dr. James E. McLean, Dean of 
the College of Education of 
the University of Alabama, 
announced that the College 

of Education of that institution will spon-
sor an annual award for innovative uses of 
technology in international schools, to be 
awarded at the annual conference of AAIE 
each year.  In announcing this award, Dean 
McLean noted the history of collaboration 
between the University of Alabama and 
international schools, dating back to the 
early 1960’s.  According to Dr. McLean, 
“The University of Alabama is justifiably 
proud of the contributions made over the 
years in the training of school personnel, 
the dissemination of best practices among 
administrators and instructional person-
nel, and its collaboration with the Office of 
Overseas Schools (AOS).” 

Dean McLean went on to make the fol-
lowing observation about Dr. Barrie Jo 

Price’s unique contribution to this history: 
“Since joining The University of Alabama 
in 1989, Dr. Price has continued her focus 
on the work done in international schools, 
especially the use of technology to enhance 
the experiences of teachers and students. 
Anyone who knows her or has had the op-
portunity to work with her knows that she 
puts great emphasis on collaboration and 
credits her collaboration with Drs. Anna 
McFadden and George E. Marsh II as an 
important feature in her work. This award 
recognizes the leadership in international 
education she has demonstrated in tech-
nology and collaboration, both considered 
core values at The University of Alabama.” 

Each year The University of Alabama will 
sponsor the Barrie Jo Price Award for Inno-

vative Technology Use in International Schools 
(BJP-IT) with the aim of highlighting best 
practices concerning the use of technology 
in a global context.  Any educator or team 
of educators, IT specialists, administrators 
or others who work in an 
AAIE-member school may 
apply or be nominated. The 
award recipient(s) will re-
ceive a plaque and prize of 
$500. Following a selection 
process, the Award will be 
made at the annual AAIE 
Conference in the Spring 
of each year.  School Heads 
will receive the award on 
behalf of the Award Re-
cipients, and are encouraged 
to include this recognition 
in their own end-of-year 
awards and press releases.

Eligibility for Award

This award is intended to 
recognize individuals, 

teaching teams, IT Teams 
and School-Home-Business 
Partnerships that exemplify 
the innovative integration 
and application of technol-
ogy with the achievement of 
the learning objectives of the school at any 
or all levels.  As such, it is anticipated that 
there will be significant diversity in applica-
tions/nominations. The process will be con-
ducted by nomination or self-nomination 
through the website of the University of 
Alabama’s Office of International Educa-
tion (cf., education.ua.edu/international) 
according to Dr. Robert Summers, Inter-
national Office Director and member of 

AAIE and frequent presenter at interna-
tional conferences since assuming his posi-
tion in 2009.  

Initial Award & Deadlines

Links will be provided 
for the online nomi-

nation or self-nomination 
process on the AAIE web-
site.  A University of Ala-
bama faculty committee 
will evaluate all submissions 
and advise AAIE of the 
awards.  The initial award 
is scheduled for the Spring 
Conference in San Francis-
co, 2013.  The deadline for 
all application materials for 
this award will be Decem-
ber 15, 2012.

AAIE Executive Director 
Elsa Lamb expressed her 
satisfaction that the Univer-
sity of Alabama has chosen 
to recognize AAIE Hall of 
Fame Member and For-
mer Board Member, Barrie 
Jo Price. She commented, 
“Barrie Jo, George [Marsh] 
and Anna [McFadden] 

were among the first to systematically fo-
cus on preparing international schools for 
the Information Age.  They all deserve this 
recognition.” 

Dr. Barrie Jo Price is 
Professor, Human Envi-
ronmental Science, The 
University of Alabama, 
Institute for Interactive 
Technology, and a Partner 
in emTech Consulting. 

Calling All Writers
Check out standards for InterED  submissions: www.aaie.org
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NAESP Recognizes 
Distinguished International Principals
The U.S. Department of Education and the National Association of Elementary School Principals 
(NAESP) honors exceptional elementary and middle school principals.

The U.S. Department of Educa-
tion and the National Associa-
tion of Elementary School Prin-
cipals (NAESP) 

have once again sponsored 
the National Distinguished 
Principals Award Program.  
This award recognizes out-
standing educators who en-
sure that children acquire a 
sound foundation for lifelong 
learning and achievement.  
Each year this program hon-
ors exceptional elementary 
and middle school principals 
from each of the fifty states, 
the District of Columbia, 
Puerto Rico, Department of 
Defense Schools and Ameri-
can overseas schools assisted 
by the Office of Overseas 
Schools, U.S. Department of 
State.

This year the two award 
winners from the De-

partment of State-assisted 
schools are Paul Buckley, 
Elementary School Principal at the Jakarta 
International School and Rachel Har-
rington Metcalf, elementary principal at 
the Colegio Franklin Delano Roosevelt —
the American School of Lima. 

Paul Buckley, an Australian, began his 
international career at the Shanghai 

Community International School.  Af-
ter positions 
in Beijing 
(BISS Interna-
tional School), 
he moved to 
the Overseas 
School of Co-
lombo, Sri Lan-
ka, where he 
became Deputy 
Head of School 
and stayed for 
four years.  He 
next moved to 
Jakarta where 
he became the 
e l e m e n t a r y 
principal at Ja-
karta Interna-
tional School, 
P a t t i m u r a 
Campus, a po-
sition he cur-
rently holds.  

Rachel Harrington Metcalf is the ele-
mentary principal at Colegio Franklin 

Delano Roosevelt—the American School 
of Lima.  She began her career in Man-
chester, England teaching dance and el-
ementary education. 

In 1996 she and her husband moved to 
Venezuela where she taught at the Cole-
gio Internacional de Caracas, where she 

held positions as Assistant 
Elementary Principal, and 
finally Elementary Principal 
at the school.  In 2008 she 
assumed the position of Ele-
mentary Principal at Colegio 
F.D.R., the American School 
of Lima.  Prior to moving to 
Lima, her husband passed 
away, but she determined to 
continue to pursue her pas-
sion of making a difference in 
student lives.

Paul Buckley and Rachel 
Harrington Metcalf, 

along with the other hon-
orees, received their awards 
on October 19, 2012 during 
a formal banquet and award 
ceremony at the Capitol Hil-
ton Hotel in Washington, 
D.C.  The festivities also in-
cluded a reception on in the 
National Archives, hosted by 

the Department of State’s Assistant Secre-
tary for Administration. 

Paul Buckley, Elemen-
tary School Principal 
at the Jakarta Interna-
tional School.

Rachel Harrington 
Metcalf, elementary 
principal at the Colegio 
Franklin Delano Roos-
evelt—the American 
School of Lima.
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Educators Worldwide Attend AAIE Institute for 
International School Leadership 

News & Noteworthy

First-of-its-Kind Initiative Developed By AAIE and Performance Learning 
Systems Prepares Aspiring Leaders for Positions in International Schools 

BUFFALO (Sept. 19, 2012) – Ed-
ucation leaders from more than 
15 countries are enrolled this fall 
to attend the AAIE Institute for 

International School Leadership, an online 
educational initiative co-developed by the 
Association for the Advancement of In-
ternational Education (AAIE) and Perfor-
mance Learning Systems (PLS). 

The AAIE Institute for International 
School Leadership delivers eight, seven-
week online courses featuring the fun-
damental components that are unique to 
international school guidance. The courses 
cover a variety of topics, including gover-
nance in international schools, manage-
ment and leadership skills, building and 
sustaining a healthy school culture, and 
diplomacy in school communities. An as-
signed mentor supervises the eighth course, 
which focuses on continuous professional 
growth for educators and completes the 
two-year sequence. 

“I’m looking forward to learning with col-
leagues from around the world, expanding 
my online learning capabilities and delv-
ing deeper into international school ad-
ministration,” said Patricia Puia, secondary 
principal at Pechersk School International 
in Kyiv, Ukraine. “Since educators at inter-
national schools are often very isolated, I’m 
taking this opportunity to build a stronger 
global network.” 

The initiative supports participants in 
obtaining real-world knowledge with 

research-based frameworks for leader-
ship within international schools. Partici-
pants will receive a certificate of comple-
tion upon successfully concluding all eight 
components. Educators may also engage 
in individual courses based on their needs. 
Graduate credit for this program is avail-
able through Wilkes University, a partner 
of PLS for nearly 30 years. 

“We want to maximize professional devel-
opment opportunities for current and aspir-

ing international school educators, wherev-
er they may be,” said Elsa Lamb, Executive 
Director of AAIE. “Partnering with PLS 
on this initiative enables our association 
to provide participants with the instruc-
tion, course material and tools required to 
become effective leaders in schools around 
the world.” 

The AAIE Institute for International 
School Leadership courses are de-

livered through The Quad®,a custom-
designed professional learning community 
developed by 3rd Learning, a wholly owned 
subsidiary of PLS. The Quad integrates 
social media functionality into the course 
platform, which enables enrolled students 
to communicate with cohorts and mentors 
as well as fulfill assignments from any loca-
tion. 

“We’re excited to debut The Quad, which 
was specifically developed to support this 
groundbreaking initiative,” said Donald Ja-
cobs, Ph.D., CEO of 3rd Learning. “Our 
online learning environment, in collabora-
tion with coursework from PLS and the vi-
sion of AAIE, produce a dynamic, global 
community to support leaders in interna-
tional education.” 

For more information about the 
AAIE Institute, visit www.aaie-
institute.com. 

About AAIE 
[Editor’s Note:  This section has been ex-
cised from the original press release for ob-
vious reasons.] 

About Performance Learning 
Systems 

For over 45 years, Performance Learn-
ing Systems, Inc. and its wholly owned 

subsidiary, 3rd Learning, have been com-
mitted to providing educators with the 
highest standard of online and on-site 
graduate education courses, professional 
development and technological resources. 
The PLS team of experts has helped more 
than one million teachers obtain the skills 
and strategies necessary to meet the needs 
of today’s students and beyond. With over 
45 courses and more than 13 published re-
sources available in all 50 states and over 
30 countries internationally, PLS and 3rd 
Learning are market leaders in education 
services. For more information, visit www.
plsweb.com. 

About 3rd Learning 

Headquartered in Buffalo, NY, 3rd 
Learning is an award-winning edu-

cational company that provides standards-
based software solutions for educators 
throughout the world. Founded in 2007, 
3rd Learning develops state and country 
education portals, curriculum tools and re-
sources, and teacher/leader professional de-
velopment resources, as well as new school 
start-up and turnaround school strategies, 
products, and services. For more informa-
tion, visit www.3rdLearning.com. 

Press Release, http://www.plsweb.com/
EMCLP/Web-Versions/September-2012-
AAIE-Institute 

"We want to maximize 

professionnal development 

opportunities for current 

and aspiring international 

school educators, 

wherever they may be." 

–Elsa Lamb
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WeRemember...
Editor’s Note: The policy of InterED is to limit notices of the 
passing of AAIE members and other friends of our Associa-
tion to a limit of 125 words.  Additional descriptions of their 
lives and honors can be found at the site indicated, if avail-
able.

CHARLES BARTON
Charles Barton died on April 23, 2012, in Ho Chi Min City, Viet-
nam, where he had been the Head of School of Saigon South In-
ternational School since 2007. His career in international schools 
included the American School of Tangier (1975-1982), the Ra-
bat American School (1982-1989), the International School of 
Kuala Lumpur (1989-1991), and the Nagoya International School 
(1991-2007). He is survived by his wife, Marion. 

RUSSELL BEECHER
Russell Beecher died on September 14, 2012 at Chapel Hill, North 
Carolina. He was 69. Beecher has been High School Principal at 
the American School of Rio de Janeiro from 1975 to 1979. He fol-
lowed that as head of the American School in Madrid, the Ameri-
can Community Schools in London, and the St. John’s School in 
San Juan, Puerto Rico. He also was an administrator at the Inter-
national School of Geneva and lately at the Peterson Schools in 
Mexico City.  He is survived by his wife, Jackie, and four children. 

ROBERT WENGER
Robert D. “Bob” Wenger, 70, formerly of Waynesboro, Virginia, 
passed away from cancer, in Bangkok, Thailand, on Sunday, April 
22, 2012, while serving as a school administrator. Bob worked in 
Manila, Taipei, Budapest, Beirut and most recently at Concordian 
International School in Bankok. Bob is survived by his wife, Lisa; 
four sons, Brad, Brent, David, and Tim; two step- children, Chris 
and Dana: seven grandchildren; and four siblings, Paul Jr., Ann, 
David, and Carol. 

ROBERT J. SIMPSON
Bob Simpson was columnist on legal matters for InterED and 
policy consultant for AAIE for many years. He is a member of 
AAIE’s Hall of Fame. He is Dean Emeritus of the University of 
Miami (FL) School of Education.  He was Co-Editor with Charles 
R. Duke (Dean of Appalachian State University’s Reich College 
of Education) of American Overseas Schools (PDK, 2002). Dr. 
Simpson passed away on June 7, 2012 in Lakeland, Florida. Rob-
ert is survived by his high school sweetheart and wife of over 63 
years, Delores E. (Yost) Simpson of Lakeland; his daughter, Susan 
D. Osborne, Melissa E. Simpson-Barber (Mike), Robbie J. Emert 
(Ken), James R. Simpson (Brandi) and July A. Schwetschenau 
(Tom). Robert is also survived by his nine grandchildren and sev-
enteen great-grandchildren. 
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47th	Annual	AAIE	Conference

February 14-17, 2013
Hyatt Regency 
San Francisco, California

Summer	2013	AAIE Institutes

Translating Brain Research 
into Effective Language 
and Literacy Instruction
Consultant: Dr. Virginia Rojas

Reach and Teach All Students: How to 
Address Diverse Educational Needs
Consultant: Dr. Yvonne Bui

Meeting the Social and Emotional Needs 
of Students in International Schools
Consultant: Dr. Pamela Ward

Monday, June 24 - Friday, June 28, 2013
Nova Southeastern University, Davie Campus
Fort Lauderdale, Florida

48th	Annual	AAIE	Conference

February 6 - 9, 2014
Westin Copely Place
Boston, Massachusetts

Details	and	registration	at	www.aaie.org

Please join us for our future events!


