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Welcome to the Spring Issue of Perspectives. 

With so much uncertainty in the world, we are hard-pressed to always be forward-looking. But sometimes, 

reflection on the past is the best step towards mindfulness in a world searching for a better future. There is much 

for us to reflect on this year. It is 65 years since William Brickman founded what would become the Comparative 

and International Education Society. It is 20 years since the terrorist attacks of 9/11 upended foreign policy in the 

US and beyond. And, as of the publication of this issue, it is just over 1 year since massive lockdowns swept the 

world in the wake of COVID-19. Considering the impact of these events we invite you to reflect on what you have 

learned in light of the changes in the world.

With the theme of reflection in mind, we invite you to read Erwin Epstein’s reflection on 65 years of the Comparative 

and International Education Society.  We would also like to present some words from the past several recipients of 

the CIES fellowship award, including Mark Ginsburg, Joel Samoff, and Dan Wagner. Please take a moment to read 

about the lives and contributions of those we have lost in our obituaries. Special guest authors have contributed 

pieces on hybrid education models, historical US citizenship goals, and displaced students, among others. Finally, 

we have updates and an overview of the first virtual conference for CIES in April.

When reflecting on his career, the philosopher Michel de Montaigne reminds us, “If I speak of myself in different 

ways, that is because I look at myself in different ways.” Consider the ways our world has changed, and how scholars 

and academics have changed in the way we look at the world. We at CIES work to provide the tools with which to do 

that. As you read through, consider: how do I see myself differently, as an academic, a teacher, a student, as a person?

Finally, we welcome you to vCIES 2021 under the theme of Social Responsibility within Changing Contexts. Good 

luck with your presentations and wishing you all an engaging conference. We hope to publish in our next issues 

some reflections on the conference, so please send us your thoughts. 

Letter from the Editors
TAVIS D. JULES AND MATTHEW A. WITENSTEIN, EDITORS  

Tavis D. Jules  
Editor

Richard Arnold 
Editorial Assistant

Matthew A. Witenstein 
Editor
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Although 2020 is over, its turbulent 

trajectory continues into 2021 — from 

the tragic impact of the COVID‑19 

pandemic, to the widening political 

division and economic inequality, to 

the intensifying climate crisis, just 

to name a few. 2020 has exposed 

serious problems with how the 

US politics, private economy, and 

entire way of living (and being) 

have developed over the last several 

decades. The COVID-19 epidemic has 

further compounded these problems, 

revealing glaring racial and class 

inequalities in access to health care 

and economic safety nets, as well 

as job security and wages. As the 

immense impact of the pandemic 

continues to reverberate globally, it 

affects us personally, professionally, and academically in 

significant ways, and it continues to claim more lives than 

we could have ever imagined. My deepest condolences go 

out to the friends and colleagues who have lost their loved 

ones and to everyone who has suffered — and continues to 

suffer — during this pandemic. 

While the trajectory of the COVID-19 pandemic is 

unlikely to change significantly over the next several 

months, some major changes are happening on the 

political front. With the inauguration of the Biden/Harris 

administration, we are witness to some exciting historical 

‘firsts’ in US politics: Kamala Harris as the first female, Black 

American, and person of South Asian descent elected 

Vice President; Dr. Jill Biden as the first First Lady holding 

an Ed.D. and the first one to keep her job as an English 

professor at Northern Virginia Community College during 

Biden’s Presidency; Avril Haines as the first female national 

intelligence chief; and an all-female communications 

team! Meanwhile, President Biden is moving quickly to 

dismantle Trump’s damaging legacy by reversing course 

on immigration, climate, racial equity, and the handling 

of the coronavirus pandemic. Just on the first day of the 

Biden/Harris administration, the United States rejoined the 

Paris Agreement and World Health Organization, bringing 

the United States back to collective policy action on the 

national and international scale! 

On a related front, the CIES Statement Urging the United 

States to Rejoin UNESCO has been successfully delivered 

to the Biden/Harris administration, 

along with a similar statement 

issued by the World Congress of 

Comparative Education Societies 

(WCCES). We have worked closely 

with our colleagues at the Global 

Campaign for Education to 

coordinate action in bringing this 

important issue to the national 

policy agenda. We believe that our 

work is gaining some traction and 

that the US reengagement with 

UNESCO is now a matter of ‘when’, 

not ‘if’. In recent interviews, the US 

Ambassador to the United Nations 

(UN), Linda Thomas-Greenfield, has 

passionately argued that “we need 

to be at the table” with the United 

Nations, referring to the UN as “an 

indispensable institution for advancing peace, security, and 

our collective well-being.” I am excited and proud that CIES 

has played such an active role in supporting efforts for the US 

re-engagement with UNESCO — not only recently, but also 

over the course of the CIES history (for more information, 

please listen to an engaging podcast with our colleague 

Aaron Benavot, who was recently interviewed by Alexander 

Draxler, a NORRAG Senior Advisor, formerly at UNESCO 

and a longtime CIES member). I would like to thank all of 

our colleagues who have been working behind the scenes to 

mobilize our academic and professional networks to further 

advance this important policy agenda.   

As we move forward, CIES has a tremendous opportunity 

and an important responsibility to continue its efforts 

in social and policy engagement both nationally and 

internationally — as well as within its open operations 

—  in the face of complex and continuous challenges 

that range from the role of education in institutionalized 

racism and systemic social injustice to COVID-19 and the 

climate crisis. To address the challenges that loom ahead 

and to undo the damaging legacies of the previous 

US administration — while simultaneously striving to 

envision radically different futures — will require hard 

work, creative energy, and collective action. I count  

on the CIES community to play an active role in this 

historic moment.

perspectives

Letter from the President
IVETA SILOVA, PRESIDENT, CIES (2020-21)

Iveta Silova

https://www.cnbc.com/2021/01/22/biden-says-nothing-can-change-the-trajectory-of-covid-pandemic-over-the-next-several-months.html
https://www.cnbc.com/2021/01/22/biden-says-nothing-can-change-the-trajectory-of-covid-pandemic-over-the-next-several-months.html
https://www.cnbc.com/2021/01/22/biden-says-nothing-can-change-the-trajectory-of-covid-pandemic-over-the-next-several-months.html
https://www.cies.us/general/custom.asp?page=statement-urging-usa-reengage-unesco
https://www.cies.us/general/custom.asp?page=statement-urging-usa-reengage-unesco
https://campaignforeducation.org/en/
https://campaignforeducation.org/en/
https://www.devex.com/news/what-linda-thomas-greenfield-s-hearing-says-about-us-leadership-at-un-98998
https://www.devex.com/news/what-linda-thomas-greenfield-s-hearing-says-about-us-leadership-at-un-98998
https://www.norrag.org/norrag-senior-advisor-hosts-podcast-urging-the-u-s-to-re-engage-with-unesco/
https://www.cies.us/page/social-policy-engagement
https://www.theatlantic.com/ideas/archive/2021/01/undoing-trump-damage/617736/
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Comparative Education Review’s  
Ethical Procedures: “CERethics”

How can an Editorial Board hold itself accountable for being ethical in its decision-making? How 

can we ensure transparency in our decisions?

These are some of the questions the Comparative Education Review (CER) editors, volunteer 

Advisory Board Members, and a Senior Publisher from the University of Chicago Press 

have examined during several meetings in 2020 and 2021. We have very rarely heard 

back from authors about perceived discrimination (to my recollection, we have received 

written negative feedback only three times during our more than seven years of service).1 

 However, in addition to these three cases, we understand that other authors may have felt it difficult to speak up against 

an editorial decision. After much reflection and consultation, we have instituted a process for review of cases where the 

author(s) has/have felt our decisions were erroneous and showed an unjust or prejudicial treatment, especially on the 

grounds of race, color, religion, or gender. We want our editor desk reviews and subsequent double-blind peer reviews to 

continue being efficient and just.2  If any of our decisions can be perceived as discriminatory in any way, we want to address 

that. Accordingly, we have created a statement for the CER webpage: 

The Comparative Education Review Editors, Peer Reviewers, Managing Editors, Advisory Board Members and 

associated staff do not and shall not discriminate on the basis of personal characteristics, including race, color, 

religion, gender, gender expression, age, national origin, disability, marital status, sexual orientation, employer or job 

status in any of their activities. We encourage professional submissions from all theoretical stances, and are seeking 

greater diversity in our publications.3

We also do, however, recognize that at times errors may happen, and we have established procedures to deal with them. 

The Journal’s web page (under “Instructions for Authors”) will inform authors that if they feel their submission (whether a 

research paper, book or media review, or other item), has been the subject of any discriminatory statement or action, they 

have the possibility of having their submission and communication(s) from the CER editors reviewed by CERethics, an 

independent ethical review committee (currently, this committee is composed by three volunteer members from the CER 

Advisory Board: Teresa Tatto, Stephen Heyneman and Stephen Carney).4 This committee will review the case and come 

back to the author(s) and the CER editors with a suggested course of action. 

With this new initiative, we hope that authors will continue feeling confident that our review and decision-making is based 

on transparent processes and fairness. If we make errors, we want to address them rapidly — and continue serving as trusted 

outlet for the publication of your research.

perspectives

CER News
BJORN H. NORDTVEIT, EDITOR Comparative Education Review

Bjorn H. Nordtveit

Notes
1   Once an author felt we were anti-European; another felt we were discriminating against a specific religion, and a third 

author felt we discriminated against one particular language.
2   For a more detailed presentation of our processes, see my editorial in Vol. 63(3), pp. 309–314, which is analyzing some of 

the difficulties we encounter in selecting the pieces we publish. 

3  See https://www.journals.uchicago.edu/journals/cer/instruct.

4   Email: CERethics@umass.edu. This email account is maintained by the managing editors and other members of the 
editorial board cannot access it.

https://www.journals.uchicago.edu/journals/cer/instruct
mailto:CERethics%40umass.edu?subject=
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Amber Gove

1)  Tell us about some of your recent 

research in comparative and 

international education. 

As a bit of background, I work at RTI 

International, a non-profit research 

Institute based in North Carolina. 

Our International Education team 

receives funding from organizations 

such as the United States Agency for 

International Development (USAID) 

to provide technical assistance and 

support to education ministries, largely 

in low-and middle-income countries. 

As a researcher, I am privileged to 

collaborate with staff and practitioners 

all over the world to support and learn 

from our education programs, beginning with inception 

and design and ending with analyzing and publishing 

the results several years later. I was recently appointed to 

the role of RTI Fellow, which grants me additional time 

and resources to pursue my research interests, including 

measurement and improvement of early learning, 

education finance, and tracking and reporting of local and 

global education indicators to inform policy and practice. If 

you are interested in learning a bit more about my work, you 

can find my publications here and access RTI’s shared tools 

and resources on our open access platform: shared.rti.org. 

I’m always seeking more effective ways to communicate 

complex findings whether through data dashboards 

such as our Early Grade Reading Barometer or through 

advocacy efforts, including to the US Congress in support 

of investments in early childhood and basic education. To 

coincide with International Literacy Day, I reflected on the 

last decade of our work in this blog, noting that “With just 

ten years to go to achieve the Sustainable Development Goal 

of ensuring ‘that all girls and boys complete free, equitable 

and quality primary and secondary education leading to 

relevant and effective learning outcomes’ we have a lot of 

work ahead of us.”

2)  Tell us about your work as a CIES 

Board member (responsibilities, 

challenges, joys, etc.) 

As Treasurer, I provide oversight of the 

Society’s financial position and work 

to ensure the long-term health of our 

Society. This includes reviewing and 

approving expenditures, providing 

input on the annual budget process, 

monitoring our investment accounts, 

and chairing the Finance and 

Investment Committee.  My three-

year term, which ends in April, has 

seen many changes to how the Society 

operates, including transitioning the 

Office of the Executive Director to 

the University of Pittsburgh and moving both the 2020 and 

2021 conferences to an all-virtual format. Our Board has had 

to be flexible and responsive in these turbulent times and 

I’m honored to have served alongside my fellow members 

to help the Society grow and thrive despite the challenges 

we have faced. Our Society will confront many pivotal 

choices in the coming years, particularly around sustaining 

our membership base, providing year-round services and 

opportunities for engagement, adjusting the conference 

format to be more inclusive, and improving access for 

non-US members and conference attendees. CIES is no 

long a small group of US-based academics: in 2020 more 

than half of conference registrants were non-US residents 

and an ever-growing share do not work in academia. As 

we look to plan future conferences how can we increase 

participation and opportunities for engagement with these 

members? How can we best meet our purpose “to contribute 

to an understanding of education through encouragement 

and promotion of comparative education and related areas 

of inquiry and activity”? I am hopeful that current and 

future generation of members will take a greater interest 

in the operations of the Society, which has come to be an 

intellectual home for me throughout my career.

Featured Board Member

CONTINUED ON NEXT PAGE

Amber Gove

http://shared.rti.org
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3) Can you tell us one fun fact about yourself? 

My first CIES Conference was in 1997 in Mexico City, Mexico. 

After successfully delivering my slide presentation—actual 

transparencies shown on an overhead projector—I was able 

to connect with researchers and practitioners and meet with 

senior scholars—people who were genuinely interested in 

my research and future career plans. One night of extended 

conversations about the future of education ended in spirited 

salsa dancing with Carlos Ornelas, Hans Weiler and my own 

advisor, Martin Carnoy. I felt welcomed by those that came 

before me and strive to do the same for new scholars and 

practitioners during our annual conferences and throughout 

the year. Since 1997 I’ve missed just one meeting—Salt Lake 

City in 2004—as I was unable to get away from my dissertation 

fieldwork in northeast Brazil as a Fulbright Scholar.

4) What book(s) are you reading now? 

My nightstand is full of the books I aspire to read, but the one 

that I’m currently enjoying is The Education of an Idealist by 

Samantha Power, President Biden’s nominee to head USAID. 

Prior to serving in the Obama administration as human 

rights advisor and US Ambassador to the United Nations, 

Ambassador Power was a war correspondent and award-

winning author. The book vividly recounts her journey from 

passionate advocate to senior level policy maker, included 

candid accounts of her efforts to juggle the demands of 

a young family and a high demand career. The writing 

is humorous and inspiring and I am very hopeful for the 

advances USAID will surely see under her leadership.  

5)  Do you have any words of advice for new scholars  

in the field?

There are so many pathways to working in the field of 

international education, many of which are outside of 

academia. Some of my colleagues started as teachers or Peace 

Corps volunteers, others as computer coders or statisticians. 

We need to welcome people from all backgrounds and 

pathways, both as scholars and practitioners. I love my role 

as a researcher who also engages actively in the practice of 

education, including designing programs and reflecting on 

how to help all parts of an education system work better to 

improve learning for all. If you are new to this field, reach out 

and engage with those that have come before you. You belong 

here and we need your voices and viewpoints to advance the 

promise of education for all. 

CONTINUED FROM PREVIOUS PAGE
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Selection as a Comparative 

and International Education 

Society Honorary Fellow 

is both humbling and 

exciting. Humbling because 

it is a formal welcome into 

a distinguished group of 

scholars whose research 

and advocacy not only 

are respected but have 

mattered. Humbling 

too because it carries a 

responsibility for continued 

critical research. Exciting because the recognition is also a 

challenge to continue to develop perspectives, understandings, 

and insights that can make research on education empowering 

and transformative.

Education systems can maintain inequality and challenge 

it. What roles, then are there for education research? 

While some scholars urge comparative and international 

education (CIE) to become a discipline, with a common 

approach and preferred, standardized methodologies, the 

practice is imaginative departures and creative eclecticism 

(Foster, Addy, Samoff, 2012). Challenging the trail followers, 

intellectual adventurers regularly cross disciplinary and 

methodological borders.

We live in an unequal and unjust world. We should not 

accept that.

Particularly interested in Africa, I draw here on my 

chapter in a collection of analyses by CIES Honorary 

Fellows (Samoff, 2021). CIE Research on Africa reflects two 

contending threads. Both start with the decolonization of 

the mid-Twentieth Century and work toward the poverty 

and inequality of the century’s end. One seeks remedies. 

The other insists on transformation.

For many CIE researchers, Africa’s decolonization and its 

sequels are a development story. Throughout the colonial 

era the presumption and legitimizing justification was 

that Africans were not ready to manage a modern political 

economy. Even as colonial rule ended tutelage was 

embedded in the League of Nations Mandates and the United 

Nations Trusteeships. From that idea of backwardness and 

Europe’s need for a distinct and distinctly inferior Other 

came the thinking about development and a development 

gap. Stimulated by the competition between the US and the 

USS.R. for access to the formerly colonized world, foreign aid 

entered the development story. Where modernization and 

progress became key constructs, closing the development 

gap became, and remains, the important target. With 

guidance from the neoliberal Washington Consensus and 

its variants and enshrined in global goals, poverty reduction 

animates development policy and practice. 

Scholars and research were present from the birth, deeply 

enmeshed in and framed by the colonial process. Critical 

to the idea of development was the asserted distinction 

between barbarian and civilized, which scholars refined into 

traditional and modern. That core idea and its associated 

stereotypes motivated and informed a good deal of the 

research on what were termed primitive societies. Modern 

and traditional, less offensive and more friendly than 

“primitive,” became scientific terms, ostensibly detached 

from colonial motives, exploitation, and abuses. By clothing 

the traditional vs. modern distinction in scientific language 

and credibility, social science provided a foundation for the 

notion that backward is a property of Africa—that is, a cause, 

not an effect, a condition not a process.

That idea persists. Both inside and outside Africa, a good 

deal of the effort to study Africa assumes a necessary tension 

between traditional and modern. With that assumption, 

explanations for backwardness—in contemporary terms, 

poverty, ignorance, disease—must lie in Africa, not in 

the interactions between Africa and the rest of the world 

and certainly not in the actions of external countries 

and companies. This framing of events in Africa had a 

compelling purpose: creating moral legitimacy for immoral 

practices. Scholars’ sanitized racism made colonial rule’s 

crude and brutal racism more comfortable.

Alas, that continues. Researchers provide the scientific authority 

and legitimacy for framing Africa as backward, traditional, and 

underdeveloped. Discomforting as it is to the CIE community, 

those terms are effectively synonyms. Undergirded as much by 

perspectives

Joel Samoff

Remedies and Transformation
By Joel Samoff

CONTINUED ON NEXT PAGE

CIES Fellowship Award Winner
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a persisting sense of tutelage as by a liberal ethos of improvement, 

foreign aid regularly dominates development discourse. That 

combination—poverty, development, development gap, foreign 

aid—has spawned an entanglement of research and aid, a 

financial-intellectual complex that has framed and currently 

supports much of development research.

In the rationalism and empiricism of twentieth century social 

science, development is addressed as a knowable set of steps 

and stages. That creates essential roles for knowledge specialists 

with expertise on the formerly colonized world: description, 

comparison, analysis, and prescription that has shaped the 

development research environment. That much of Africa 

remains poor triggers the practical question—what works?—

which has led to a broad focus on fixing things. Identify what 

is problematic, mostly in Africa, sometimes in foreign aid, and 

develop and implement an appropriate remedy. My concern 

here is neither the problem, the analysis, or the remedy, but the 

framing—the assumptions and understandings that guide and 

validate research that is so deeply embedded that most often 

we neither notice them nor recognize their significance.

Reviewing this history must not devolve into a story of heroes 

and villains. Certainly, many CIE researchers—in my experience, 

the majority—are deeply committed to ending poverty, 

collaborative, and supportive of African voices and initiatives. 

Certainly, there are critics. Characterizing a body of scholarship 

does not ignore or doubt the goodwill and humanism of the CIE 

research community. Problematic is the role of research, not 

researchers’ motives and commitment. Directly and indirectly, 

a good deal of CIE research functions to support ideas, rules 

for inquiry and validating knowledge, and expectations about 

reporting and accountability that result in reinforcing and 

entrenching dependence and thus inequality and poverty. As 

well, this process disarms critical voices.

The second thread offers a different story. Consider foreign 

aid. If foreign aid is broken and does not achieve its stated 

objectives or the global goals, then it must be fixed. But an 

alternative perspective insists that foreign aid is working as 

intended, that inequality is not a legacy of Africa’s backward 

past but a design feature of the contemporary world system. 

From that perspective the challenge for CIE research is 

demystification and deconstruction, and its goals are 

necessarily liberation and transformation.

This second CIE thread is not a posse pursuing a straight path 

through research and findings, but more a series of efforts 

to examine, expose, and challenge the modernizing and 

missionizing CIE mainstream. A few examples must suffice. 

Paulo Freire demonstrated that learning and political mobilizing 

were integrally connected, and that self-directed and sustained 

learning cannot result from notions of education as transferring 

and delivering knowledge from the wise to the unschooled (1970). 

Carnoy challenged the assumption that education is a universal 

good, independent of its economic, political, and social context 

(1974). The Education for All campaign, primarily part of a strategy 

for managing the integration of the third world into the global 

political economy, also spawned an independent and critical 

periodic review. Though the world has committed to universal 

basic education, its current practices cannot achieve that 

(UNESCO, 2002, 2015). Charging even low school fees to the poor, 

Levin’s (2017) privatization research has shown, impoverishes 

them further and weakens both the public provision of education 

and the notion of education as a public good. Klees (2016a, 

2016b) has perceptively highlighted the distorted uses of human 

capital theory and the economics of education more generally. 

Regression analysis, he has shown, often obscures the ideas 

that are integrated into method, yielding results that are neither 

scientific nor objective. CIE critics have regularly challenged 

the common assumption that the Global North is the primary 

generator and owner of knowledge and therefore the appropriate 

provider of development advice, an orientation that entrenches, 

not reduces dependence (Samoff, 2019). 

Several shared understandings emerge clearly from this work. 

Learning is not transmission, but a participatory and interactive 

process. Education is shaped by and must be understood in its 

social, economic, and political context. A de-contextualized 

quasi-experimental approach focused on outcomes is less 

likely to develop grounded understandings than grappling 

with education as process and exploring reciprocal influences 

where causes are simultaneously effects. Capturing complexity 

and context cannot be accomplished by setting either aside.

The challenge is to the development paradigm, its funding, 

and its framing. As the two threads suggest, within the 

collegiality of Comparative and International Education lies 

sharply contested terrain. We should expect no less.

We must maintain a sense of humility and awareness of our 

role. As I have said, we live in an unequal and unjust world. CIE 

research can facilitate challenging that, but transformation 

requires political action. Central to that transformation will be 

those thought to be development-poor and their allies. CIE 

researchers can be those allies, or they can stand in the way.

Small gains do matter. The concern of the transformation 

thread is not to discount locally productive initiatives that 

strengthen learning, but to understand better how they are 

achieved. Where do authority and accountability lie? How 

can progress in pedagogy within the development frame 

empower challenging the frame?

Joel Samoff is an adjunct professor in Stanford’s Department 

of African Studies.

CONTINUED FROM PREVIOUS PAGE

CONTINUED ON NEXT PAGE
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I am humbled to be included 

along distinguished colleagues 

who have been named 

CIES Honorary Fellows. In 

accepting this award, I want to 

acknowledge – and honor – 

the many colleagues who have 

enabled me in my academic 

and professional career.

First, I wish to thank Steve 

Klees (University of Maryland), 

who orchestrated my 

nomination as well as those who wrote letters of support: Bob 

Arnove (Indiana University), N’Dri Assie-Lumumba (Cornell 

University), Dana Burde (New York University), John Gillies 

(FHI 360), Sangeeta Kamat (University of Massachusetts – 

Amherst), Vandra Masemann (University of Toronto), Nagwa 

Megahed (Ain Shams University, Egypt), David Post (Penn 

State University), Jack Schwille (Michigan State University), 

and Nelly Stromquist (University of Maryland). Of course, 

I appreciate that the CIES Board of Directors approved my 

nomination.

Second, I want to recognize the comparativists whom I 

first came to know while a master’s and doctoral  student 

at UCLA, although my specialization at that time was 

Social Foundations/Sociology of Education rather than 

Comparative Education: John Hawkins, Wendell Jones, 

Tom LaBelle, and Val Rust.

Third, I want to give a call-out to particular colleagues with 

whom I had the privilege of working at various universities: 

Henry Miller (University of Aston in Birmingham, England); 

Margaret LeCompte (University of Houston); Clementina 

Acedo, Don Adams, Linda  Bain, David Berman, Rick Donato, 

Richard Duschl, Noreen Garman, Leo Klopfer, Tom LaBelle, 

James Mauch, Don Martin, Maureen McClure, Rolland 

Paulston, Maureen Porter, David Post, John Singleton, Seth 

Spaulding, John Weidman, and John Yeager (University of 

Pittsburgh); Birgit Brock-Utne (University of Oslo); Carine 

Allaf, Monisha Bajaj, Lesley Bartlett, Regina Cortina, Kimberly 

Foulds, Hank Levin, Gita Steiner-Khamsi, and Zeena Zakharia 

(Teachers College, Columbia University); Steve Klees, Jing 

Lin, and Nelly Stromquist (University of Maryland); and 

Fatima Addine Fernandez, Luis Alnoy Dorta, Gilberto Garcia 

Batista, Yuitana Garcia Isaac, Caridad Hernandez, Rosa Maria 

Masson Cruz, Elvira Martin, Martha Susana Naufrille Morris, 

Emigdio Rodriguez Alfonso,  Johanes Romero de Armas, and 

Lydia Turner Marti (Asociación de Pedagogos de Cuba and 

Universidad de Ciencias Pedagógicas “Enrique José Varona”).

Fourth, if space permitted, I would mention all the incredible 

master’s and doctoral degree students from whom I learned 

so much during my years as a faculty member at the various 

institutions mentioned above.

Fifth, I wish to recognize the senior colleagues with whom 

I worked at the Academy for Educational Development 

(subsequently FHI 360), specifically those in the home office 

in Washington, DC: Sonia Arias, Brenda Arrington, Patrick 

Fine, Ana Florez, John Gillies, Francy Hays, Tom Lent, 

Elizabeth Leu, Stephen Luke, Natalie Louge, Steve Moseley, 

Kurt Moses, Carina Omoeva, Mary Pigozzi, Alison Price-Rom, 

Ken Rhodes, Audrey Schuh-Moore, Anne Smiley, and Joan 

Sullivan-Owomoyela. I also wish to recognize colleagues 

with whom I collaborated in projects in the field in various 

countries: Azizullah Azizi, Joe Berger, Vince Costa, Sitora 

Djonmamadova, David Evans, Ahmad Hasib Farhan, Larry 

Goldman, Fred Hayward, Mohammad Ismael Ghanizada, 

Reid Lohr, Wahid Omar, and Elizabeth Wilson (Afghanistan),  

Abdel Kareem Badran, Hassan El Bilawi, Robert Burch, Nagwa 

Meghed, Lynn Mortensen, Mounir Nazir, Maysoun Omar, 

Jack Schwille, Mark Sweikhart, and Nadia Touba (Egypt); 

Arcadio Edu Ndong and Juan Vicente Rodriguez (Equatorial 

Guinea); Teshome Nekatibeb (Ethiopia); Noor Ansari, Michael 

Blundell, Oscar Goyee, Emmanuel Morris, and Delwlebo 

Tuowal (Liberia); John Khozi, Samson Ojesi, and Joan 

Sullivan Owomoyela (Malawi); Noor Ansari, Foiza Nasim, 

and Maheed Ullah (Pakistan); Francis Lokong (South Sudan); 

Benny Mwaanga and Winnehl Tubman (Zambia).

Finally, I would like to share an overview of a chapter, 

which along with those by other CIES Honorary Fellows, 

perspectives
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Honoring Colleagues Who Helped Me to Achieve the Status of 
CIES Honorary Fellow
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will soon be published in a book edited by Beverly Lindsay: 

Reflecting on Comparative and International Education: 

Leading Perspectives from the Field (Palgrave, 2020). The 

chapter entitled “Recognizing Teachers as a Key Focus for 

Comparative Educators,” begins by noting that, in 1956, 

the Comparative Education Society (renamed C.I.E.S. in 

1968) was launched as a section of the National Society of 

College Teachers of Education, indicating that at the time 

many comparative educators taught undergraduate courses 

included in teacher education programs. However, beginning 

the 1970s such courses were less frequently offered, while 

graduate courses and programs in comparative and 

international education continued to grow in number. The 

chapter goes on to observe that, similarly, the occupational 

group and the activities of teachers, while remaining 

visible, have not truly received the attention in the field of 

comparative education that educational systems, educational 

policies, and international organizations have. The chapter 

summarizes my own and other colleagues’ work in the field of 

comparative and international education that has focused on 

teachers. Attention is given to the topics of preservice teacher 

preparation, inservice teacher development, teachers’ works 

and occupational status, teachers’ professional organizations/

unions, teachers’ engagement in educational reform, and 

teachers’ involvement in community/societal change. The 

chapter argues that coursework in the field needs to focus 

more on teachers and their situation.

Mark Ginsburg is a visiting professor from  

University of Maryland at College Park.

CONTINUED FROM PREVIOUS PAGE
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Recent decades have ev-

idenced major advances 

in meeting internation-

al educational goals. Still, 

we know that serious and 

complex challenges lie 

ahead, such as creating 

stronger and more com-

munity-sensitive educa-

tional systems, improving 

evaluation research, and 

training more effective 

teachers at all levels. These 

and other issues require skilled specialists across the globe – 

and especially those in CIES – to contribute expertise from 

diverse academic disciplines. 

Further, as we have seen during the current Covid-19 pandemic, 

the exchange of educational innovations across cultural, 

linguistic, and geographic contexts has led to unprecedented 

opportunities for bi-directional learning. Research on bilingual 

education in Bangladesh may lead to important insights on 

language issues in Los Angeles. Similarly, what happens in 

Philadelphia classrooms today could be relevant to education 

policies in Dar es Salaam. Now, more than ever before, 

we have the capacity to share these insights immediately, 

communicating directly with researchers, policy-makers and 

practitioners around the world.

It has been my privilege to be active in CIES for nearly 35 

years, and I am humbled to receive the Honorary Fellow 

Award. The CIES has a very special meaning to me, as it 

signifies a professional home where there is give and take, 

the opportunity to explore of new and exciting ideas, and a 

community of colleagues from research, policy and practice 

who are committed to trying to make the world a better 

place. It is these colleagues from across the globe, as well as 

current and former students, who have been my role models 

and essential collaborators over past decades. You are what 

have kept me motivated and hopeful about the work we 

have done together, and plan to do in the future. This award 

is, as I see it, a joint award for all of you who have labored to 

bring innovation and substantive contributions in support 

of international education.

Brief biosketch: I currently serve as UNESCO Chair in 

Learning and Literacy and Professor of Education at the 

University of Pennsylvania, as well as Director of PennGSE’s 

International Educational Development Program and 

Director of the International Literacy Institute. After an 

undergraduate degree at Cornell University, and voluntary 

service in the Peace Corps, I received my Ph.D. in Psychology 

at the University of Michigan, and later was a two-year 

postdoctoral fellow at the Harvard Graduate School of 

Education, a Visiting Fellow at the UNESCO International 

Institute of Education Planning in Paris, a Visiting Professor 

at the University of Geneva (Switzerland), and a Fulbright 

Scholar at the University of Paris. With over 200 professional 

publications, I have also written/edited more than two-

dozen books. Most of my work has focused on improving 

equitable learning, literacy and education for all.

Dan Wagner is the UNESCO Chair in Learning and 

Literacy and Professor of Education at the University of 

Pennsylvania.

Dan Wagner 

Reflections on an honorary fellow
By Dan Wagner 

CIES Fellowship Award Winner
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Strengthening Academia-Government-Industry Linkages for Education Development in Cameroon 

Strengthening Academia-Government-Industry Linkages 

for Education Development in Cameroon 

Teaching in a Master’s program in education in Cameroon 

means teaching young professionals – many of them 

already teachers or education system administrators – on 

the front lines of their country’s own development. They 

are being trained as the next curriculum and evaluation 

developers, teaching innovation leaders, education system 

managers, reform leaders, researchers, and policy makers. 

And at the University of Yaoundé I in the country’s capital, 

these students and their professors are surrounded by 

the government ministries, international aid agencies, 

nongovernmental organizations, and private consulting 

firms who are driving the very same work for which the 

students are being trained. While collaboration between 

all the above may seem an obvious objective, the links in 

Cameroon (as in many places) between government and 

industry on one side of the education development space 

and academia on the other have been sporadic, limited, and 

overall ripe for additional efforts to strengthen these ties for 

mutual benefit.  

As an international development practitioner in addition to 

a sometimes-visiting professor, my teaching is focused on 

the knowledge, skills and attitudes my students will need to 

immediately develop, implement and/or evaluate initiatives 

to greatly improve education quality and equity in their own 

communities. As a white American working over 20 years 

in the business, I am also keenly aware of the development 

industry’s overreliance on international “short term technical 

assistants” like myself when there is such untapped talent 

and expertise in each “target” country’s higher education 

institutions – people with a far greater understanding of the 

local context and evidence base.

Typically, certain local professors with ties to ministries 

or who have otherwise gotten a few consulting gigs have 

been invited into reform initiatives and are hired for short 

term work. In growing numbers, local universities might 

also receive grants and develop institutional relationships 

with government and international partners around local 

education development initiatives. Overall, however, the 

international development industry – multi- and bilateral 

aid agencies and international NGOs and firms – have not 

achieved anywhere near the potential of more collaboration 

with and hiring from the academic sector where they work. 

At the same time, rarely do graduate students receive the 

kind of practical training they need to emerge from their 

degree programs with the kind of knowledge and skills 

required for industry and government. 

The objective of the course described here was to take 

one small step in that direction as part of a larger initiative 

to strengthen ties between academia, industry and 

government at the University of Yaoundé I’s Faculty of 

Education Sciences. Or, per the dean’s adopted motto: 

“higher education in the name of basic education.” 

Course Components  

As a Fulbright US Scholar, I was invited to take on a number 

of Master’s courses at the Faculty and adapt them with 

much latitude.  One course, “Controversies and Perspectives 

in Curriculum Development,” typically a lecture class 

with roughly 65 students, was an excellent test case for 

collaboration with government and industry. This year’s 

course was innovative in two ways: it introduced more 

interactive pedagogy than is common in most graduate 

education programs in Cameroon, and it included interactive 

sessions with practitioners and the development of a research 

and policy formulation exercise that leveraged the campus’s 

proximity to these education actors.   

CONTINUED ON NEXT PAGE
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Jennifer Swift-Morgan
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In this issue, we profile a course named “Controversies and 
Perspectives in Curriculum Development,” which Jennifer  
Swift-Morgan taught as a guest in Cameroon.
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After administrating a survey to better understand the 

students’ backgrounds and research/career goals, I honed 

the syllabus to focus on key evidence and debates around 

what some have called the global learning crisis and to 

examine Cameroon’s own status and initiatives from a 

comparative perspective – particularly reforms related to the 

students’ interest areas. The course also included a deeper 

dive into early grade reading as a key global focus with its 

own set of controversies, including within Cameroon’s 

recent curricular reforms. 

The course included weekly readings and videos in both 

English and French (University of Yaoundé I is Cameroon’s 

only bilingual public university in this bilingual country) 

with a required weekly reading log, student-shared articles 

and exchanges on WhatsApp, extensive feedback on all 

continuous assessment assignments, and guest speakers 

– all rare practices in Cameroon where most courses are 

taught with little student engagement using standard 

lectures and a final bluebook exam constituting 70% of the 

total grade. Additionally, the materials we analyzed included 

authentic government and industry texts such as official 

curricula, evidence-based scope and sequence guides, 

and procurement documents used for technical assistance 

programs (such as USAID “All Children Reading” projects) 

and for publishers outlining the pedagogical specifications 

for early grade reading teaching and learning materials. Two 

of the most important course components were a mini-

colloquium on the learning crisis and the research project 

culminating in a technical brief with recommendations for 

education reform in Cameroon.   

The “mini-colloquium” included two inspectors from 

the Learning Evaluation Unit of the Ministry of Basic 

Education; a ministerial advisor and the head of pedagogy 

for the Islamic Development Bank in Cameroon, which 

funded the country’s recent curricular reforms; and the 

head of education from the World Bank’s country office, all 

speaking to reform aspects we had closely studied. Prior to 

the colloquium, students used class and discussion section 

time to prepare questions for each panelist based on their 

readings and own experiences as teachers and other 

professionals on the frontlines of these reforms. During the 

colloquium, students followed panelist remarks with these 

questions, leading a highly engaging session that addressed 

many of the controversies we had examined and allowed the 

government and industry representatives to provide direct 

responses. This allowed the students to better understand the 

motivations and complexities behind reform choices, even 

if in the end some participants agreed to disagree. Finally, 

the colloquium ended with a discussion of new research 

and potential internship support sought by government, aid 

agencies and NGOs, providing the students with ideas for 

their theses and future engagement in ways also beneficial 

to ongoing reforms. 

The research and technical brief exercise required 

students to go further and engage with education leaders 

and stakeholders outside the classroom. In groups they 

formulated a key research topic and modest questions 

related to course themes, developed questionnaires or 

frameworks for collecting existing statistics, interviewed 

local educators and stakeholders, and apply key course 

concepts and evidence-based frameworks to analyze data 

and formulate practical recommendations in the form of a 

technical brief for decision-makers. 

Organizing the Course  

One of the tests of this course was whether it would be 

possible to identify and invite guest speakers and organize 

the mini-colloquium without any funding and without 

major efforts to pass through the usually highly formalized 

and hierarchical protocols at the university that could 

easily hamper such initiatives. In the end, some snowballed 

contacts, two in-person meetings, a couple of emails and 

a phone call or two, and two oral approvals were all it took 

to invite our guests and clear the way for their presence 

on campus. No payments were required and because we 

organized the colloquium as a relatively informal gathering 

during class time in our own lecture hall, there were no 

other costs for the “event.” 

Similarly for the research exercise and technical brief, it was 

unclear at first how much access students would have to 

potential participants. A letter from me explaining they were 

graduate students doing this for a class helped open doors, as 

did encouraging students to work through their own contacts 

particularly given that no random or otherwise scientific 

sample was required for the exercise. In the end, all groups 

were able to engage with people outside the classroom and 

collect some data, and grow from that experience as well as 

the exercising of applying the evidence-based frameworks 

discussed in class for their own analyses. 

My ultimate intention was to test how replicable this model 

might be, and in the end to show other professors and the 

administration that such exercises are possible. There are 

also real limits to consider: it may be untenable to assign 

research papers or even oral presentations with graduate 

class sizes that can reach to upwards of 200 students or more 

for a single professor a teaching assistant. Additionally, the 

political economy of higher education in this and similar 

CONTINUED FROM PREVIOUS PAGE
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contexts means that lecturers and even full professors 

are often simultaneously holding down teaching jobs in 

multiple places to cobble together a living wage, and with 

few incentives to “do more,” expectations of their level of 

effort should be tempered – unless the accountability and 

other incentive structures are changed.  

Course Outcomes and What’s Next 

Student evaluations named the mini-colloquium and 

particularly the year-end research exercise and technical 

brief as key learning and consolidation moments during 

the semester, which was also shown in student assessment. 

Direct access to national and international practitioners, 

funders and policymakers was also highly valued for the 

practical and potential value for advancing their careers in 

addition to their research goals. 

With this course as a key example, the dean moved to 

establish a working group to examine increasing ties with 

government and industry under the “higher education in the 

service of basic education” vision and to bolster professional 

track options for Master’s students. The plans were to 

examine the feasibility and approach to collaboration in 

three main areas: a) curriculum and coursework design and 

implementation, both to increase relevancy related to the 

knowledge and skills needed in the workplace and to render 

instruction more interactive in support of key skill-building; 

b) internships made more systematic, broader in scope, and 

with higher quality and mutually useful experiences – as 

well as potential fellowship placements within government 

and industry; and c) research – potentially including larger 

studies commissioned by government and/or industry 

with faculty members that could generate opportunities for 

graduate students. 

Unfortunately, the COVID-19 pandemic cut short these 

strategic planning efforts this year as well as the chance 

to pursue further government and industry collaborations 

in the second semester. The dean intends to restart these 

reflections, however. And COVID-19 also provided silver-

lining opportunities: when CIES 2020 went virtual and open 

to all, Master’s students from the University of Yaoundé I 

were there. In our second semester Comparative Education 

and Globalization course, students were required to attend 

as much of the conference as possible: reading posters, 

attending or later watching panel presentations, and 

again asking questions –  often tough ones that reminded 

international scholars of critical realities that need to be 

considered and introducing different ways of thinking about 

an issue. The distance learning revolution now presents a 

world of new possibilities for government and industry links 

to academia whether or not partners are physically in the 

same place. New online coursework and training programs, 

virtual internships and virtual research collaborations are all 

possible, and all involved stand to benefit. 

Note: I myself benefitted greatly from the resources of the 

CIES Teaching Comparative and International Education 

SIG archives, the TCIE workshop organized at CIES 2019, 

and especially key SIG members Matthew Thomas, Anne 

Campbell and Lesley Bartlett, who were more than generous 

with sharing their materials and talking through options. I 

am grateful for this support and proud to be a new member 

of the TCIE SIG.

CONTINUED FROM PREVIOUS PAGE
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Almost every industry, country 

or individual was somehow 

affected by the COVID-19 

pandemic since its rise. In this 

article, I zoom in on the impact 

of COVID-19 on educational 

institutions and their operations, 

specifically, when it comes to 

delivering classes. I discuss 

the benefits of blended/hybrid 

teaching and learning, focusing on the case of Harvard 

Business School’s (HBS) hybrid classroom model as a success 

story to then highlight the digital divide between students, 

professors, institutions, and countries present in the world 

today. I end with reflective questions about this inescapable 

state of divide and inequality, and wonder how exactly might 

it impact different institutions and regions of the world. 

The Impact of COVID-19 on Teaching and Learning 

Since the rise of the pandemic, synchronous online 

classes, delivered via Zoom, Microsoft Teams and other 

communication platforms became the expected way 

of teaching and learning. Some also found benefits in 

asynchronous teaching and learning methods, where 

learning is not linked to time and place. Indeed, the benefits 

of asynchronous learning have become clear since the start 

of Massive Open Online Courses (MOOCS) in the early 2010s. 

However, when it comes to both synchronous and 

asynchronous teaching and learning, many felt that the shift 

to a different reality was a challenge. While online teaching 

and learning offered many opportunities, such as increased 

flexibility, for many instructors and students alike, it did not 

quiet replace the face-to-face interaction and collaboration 

opportunities that were present in a physical classroom. For 

instance, while teaching the universal theorem of Pythagoras 

would work well with asynchronous online solutions, research-

based teaching, personalized problem solving and mentorship 

would not work as well with such solutions (Govindarajan & 

Srivastava, 2020). Moreover, in classes that are highly based 

on discussion and collaboration, such as the case method 

pedagogy at Harvard Business School, typical online solutions 

would always minimize the integrity of the case method. 

The Hybrid Classroom Model at HBS 

Developed and driven by the global pandemic, in late March, 

Harvard Business School configured a Virtual Teaching Task 

Force, which gradually expanded and comprised individuals 

from Executive Education, HBS Online, Operations, Media 

Services, the MBA Program, IT, and some faculty and students 

(Simkin, 2020). By implementing a design thinking strategy, 

the task force had to innovatively come up with a solution 

that would support the original case method pedagogy, 

pioneered at the school. The challenge was immense, not 

only due to limited time, rather due to the difficulty of finding 

a new method that would limit face-to-face interaction but 

keep the energetic nature of the case method, which the 

classrooms are designed for. The senior director of planning 

and design explains, “Everything in the classroom — from the 

type of chair to the placement of the screens to acoustics— 

is about optimizing the conversation between the students 

and faculty. We don’t take any aspect of that critical dynamic 

lightly.” (Simkin, 2020). With all challenges in hand, the hybrid 

classroom model was born. 

In the hybrid classroom, a minimum number of students 

are in the physical classroom (following social distancing 

measures) and the rest are remote and displayed on two 85-

inch monitors in the back of the classroom. A third monitor 

displayed the active remote speaker for a clearer view. The 

professor is able to share content to the in-class students in 

the traditional way, however, remote students also have the 

option to view the content as a shared screen by clicking the 

option on their screen. Remote students have a view of the 

in-class students, and in-class students are similarly able to 

see remote students, thus creating an atmosphere of open 

communication, conversation, and collaboration. 

Blended/Hybrid Teaching and Learning; Opportunities and Challenges 
By Araz Khajarian

Source: Simkin, 2020.

Araz Khajarian
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Equity is an Important Factor

Despite the proven benefits of a hybrid model, one of the 

main challenges that are generally encountered are related 

to equity. Not only is ensuring that all students are able to 

access the hybrid classroom to partake in it important, but so is 

ensuring that the in-person and remote students are getting a 

similar experience (Yang, 2020). For example, to eliminate the 

disconnect between remote and in-class students during class 

presentation and debate, the model designed by the task force 

requires in-class students to bring laptops to class. By joining 

a separate Zoom meeting — which is connected to remote 

students’ meeting by stitching together three Zoom Rooms— 

when in-class students unmute their microphones to speak, 

their video tile is enlarged thus easing identification, which 

would be difficult without this feature, especially because in-

class students are wearing face masks (Simkin, 2020). 

Challenges of the Blended/Hybrid Model 

Blended/hybrid learning models can be beneficial in 

highlighting the important elements of face-to-face and online 

teaching and learning methodologies. These models have 

been proved to work just as well as or better than the traditional 

classroom specifically for case teaching in the US almost two 

decades ago (Webb, Gill & Poe, 2005), as well as abroad recently; 

a study based at an offshore Australian university campus 

located in Ho Chi Minh City in Vietnam found four dimensions 

of benefits for blended learning: engagement, flexibility of 

learning, online learning experience, and self-confidence 

(Bouilheres, et al., 2020). However, the achievement of blended/

hybrid learning is highly dependent on the quality of its design 

and implementation (Engelbertink, et al., 2020). 

When a hybrid model is not well-designed, its results are not 

guaranteed to be as beneficial, and designing a high-quality 

blended/hybrid classroom model requires tremendous 

software and hardware solutions and therefore extraordinary 

financial and human resources. While the hybrid classroom 

model at HBS is a success story, not all institutions are able 

to invest similar resources into their contingency plans. In 

effort to find better solutions, it is important to point out the 

digital divide between students, professors, institutions, and 

countries. As Govindarajan and Srivastava (2020) note, “digital 

inequalities need addressing.” Therefore, I end this article by 

raising questions about the future of higher education not 

only in the US, but in the world. In an era where many small 

colleges are closing, how can higher education institutions in 

less resourceful environments address the need to shift to an 

alternative model that will need to be technologically-driven? 

Where can they find the resources to invest into the future of 

their communities, and how should they approach this divide?

Araz Khajarian (arazkh24@gmail.com) is an Instructional 

Design Consultant at Harvard Business School.

References

Bouilheres, Frederique, Le, Le Thi Viet Ha, McDonald, Scott, Nkhoma, Clara, & Jandug-Montera, Lilibeth. (2020). Defining stu-

dent learning experience through blended learning. Education and Information Technologies, 25(4), 3049–3069. https://doi.

org/10.1007/s10639-020-10100-y

Engelbertink, Monique M.J, Kelders, Saskia M, Woudt-Mittendorff, Kariene M, & Westerhof, Gerben J. (2020). Participatory 

design of persuasive technology in a blended learning course: A qualitative study. Education and Information Technologies, 

25(5), 4115–4138. https://doi.org/10.1007/s10639-020-10147-x

Govindarajan, Vijay, & Srivastava, Arup (2020). What the shift to virtual learning could mean for the future of higher ed. Harvard 

Business Review, 31.

Simkin, Shona. (2020). Creating the HBS Hybrid Classrooms: COLLABORATION, Experimentation, equity, and innovation. Re-

trieved February 04, 2021, from https://www.hbs.edu/news/articles/Pages/creating-hybrid-classrooms.aspx

Webb, Harold W., Gill, Grandon, & Poe, Gary. (2005). Teaching with the case method online: Pure versus hybrid approaches. Decision  

Sciences Journal Of Innovative Education, 3(2), 223-250.

Yang, Greg. (2020, October 29). How Harvard business school prepared for a Hybrid Classroom. Retrieved February 05, 2021, 

from https://poetsandquants.com/2020/10/25/how-harvard-business-school-prepared-for-a-hybrid-classroom/

mailto:arazkh24%40gmail.com?subject=
https://doi.org/10.1007/s10639-020-10100-y
https://doi.org/10.1007/s10639-020-10100-y
https://doi.org/10.1007/s10639-020-10147-x
https://www.hbs.edu/news/articles/Pages/creating-hybrid-classrooms.aspx 
https://poetsandquants.com/2020/10/25/how-harvard-business-school-prepared-for-a-hybrid-classroom/


SPRING 2021 18

perspectives

An emerging literature in the 

US context has pointed to the 

differential effects of COVID-19 

on learners from minoritized 

groups (Browning et al., 2021), 

as well as to pronounced drops 

in enrollment in the community 

college sector, which serves 

many displaced learners (Howley 

et al., 2013; National Student 

Clearinghouse Research Center, 2020). One question related 

to these findings is how displaced students enrolled in higher 

education have been affected by COVID-related changes 

at their home institutions, whether through the iteration of 

program format, support through the Coronavirus Aid, Relief, 

and Economic Security (CARES) Act funding received by the 

home campus, or other shifts. Research in this area is pressing 

given an acknowledged data gap in terms of how displaced 

learners experience higher education and the urgency 

of institutional response to current, pandemic-related 

challenges. I outline here one possible research project that 

could contribute to a groundwork for supportive structures 

centering displaced learners.

In 2007, Migration Policy Institute staffers Audrey Singer 

and Jill Watson identified the 30 US metropolitan areas that 

received the largest number of refugees between fiscal years 

1983 and 2004. Those 30 sites represented 73% “of the total 

flow of refugees — at the time of their initial settlement, not 

necessarily where they live now” (Singer & Wilson, 2007). 

Drawing from data made available by the US Office of Refugee 

Resettlement (ORR), and synching that data with Office of 

Management and Budget Metropolitan Statistical Areas/

Primary Metropolitan Statistical Areas, the authors offered 

several visualizations of initial refugee resettlement. They 

further identified which metropolitan areas were the top 

hosts for which national groups: for example, greater New 

York City hosted 31.4% of all refugees from the former USSR, 

Orange County 10.6% of all Vietnamese refugees, and Fresno 

12.7% of all refugees from Laos.

For example, I take one of the top five refugee resettlement 

areas, Seattle, which hosted 48,573 newly resettled individuals 

during the period in question. Drawing from the worksheet 

outlining simulated CARES Act relief per HEI developed by the 

American Council on Education (2021), the flowing 10 HEIs 

received funding in Seattle proper: the Academy Of Interactive 

Entertainment; City University Of Seattle;  Cornish College 

Of The Arts; North Seattle College; Seattle Central College; 

Seattle Pacific University; The Seattle School Of Theology And 

Psychology; Seattle University; South Seattle College; and 

University Of Washington – Seattle. The combined amount 

of Estimated Minimum Amount for Student Grants across 

these 10 HEIs, all of which are designated as public or private 

not-for-profit, was $27,479,880.

A researcher tracing CARES Act funding distribution – and 

with a particular focus on displaced learners – might consider 

a series of steps. First, they might review publicly available 

information on how CARES funding was awarded at each 

institution. For example, Seattle University’s Provost issued a 

message to the campus on April 16, 2020 in which he stated: 

I have appointed members to a newly formed oversight 
committee to, among other things, establish the process 
for how students apply for CARES Act funds and document 
protocols for awarding aid to students and the means of 
distributing those funds. Melore Nielsen, Interim Vice 
President for Enrollment Management, is committee chair. 
The expenses can be anything within the meaning of “cost of 
attendance” as defined in the Higher Education Act, including 
tuition and fees, food, housing, course materials, technology, 
health care and childcare expenses. (Seattle University, 2020)

Understanding what the application process was, how widely 

publicized the available grants were, who eventually applied 

and was granted funding would all be interesting questions 

to explore from the perspective of student affairs practitioners 

as well as both enrolled and prospective students of displaced 

background. Were those individuals targeted through 

promotional channels? Were they able, encouraged, or 

required to identify any portion of their migration histories 

and lived experiences in the application process?  

Across these 10 institutions, a city-specific picture of CARES 

funding support for displaced students might then emerge. 

It might, for instance, reflect informal information sharing 

among public employees, either at the municipal, state, 

or federal levels, who regularly interfaced with displaced 

learners. Similarly, religious or nonprofit networks might 

have offered insight into CARES Act on-the-ground realities 

among student and student support networks. Alternately, 

is it the case that some sub-groups of displaced learners, 
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for example alumni of a particular high school in Seattle, 

might have applied for CARES Act funding more consistently 

across all HEIs because of a high degree of familiarity with 

relevant procedures? In parsing trends in grant application 

and funding, there will likely be important lessons for both 

support of displaced learners during the pandemic as well 

as in the years to follow. Further, while any larger study of 

displaced learners and CARES Act funding would evidence 

distinct patterns across cities and states, it seems highly likely 

that overall trends would become clear, again supporting 

student equity in the short term and contributing to the 

dismantling of policy silence in the longer term.

Lisa Unangst (lisa.unangst@gmail.com) is a Postdoctoral 

Researcher at Ghent University.
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Since the onset of the COVID-19 

pandemic, INEE has supported its 

members, partners, and the larger 

education in emergencies (EiE) 

community by equipping them 

to help mitigate the effects of the 

crisis and support the continuity of 

education for children and youth.

Not our first emergency

The COVID-19 pandemic is not the first emergency the 

EiE community has faced, but it is an emergency of an 

unprecedented scale, bringing new challenges and new ways 

of living and working. As INEE responds to this crisis, our 

priority is to empower those living and working in crisis and 

conflict-affected contexts, where the effect of the pandemic 

on access to education and overall well-being is much greater. 

Even prior to the COVID-19 pandemic, which affected almost 1 

billion learners, 127 million primary and secondary school-age 

children and young people living in crisis-affected countries 

were out of school in 2019, or almost 50% of the global out-of-

school population.  

Power of a Network

The reach of a global network, such as INEE, is a particularly 

powerful tool to connect people, share resources, advocate 

for action, and provide a supportive community during a 

pandemic. INEE’s initial response in March of 2020 focused 

on the curation of a vetted collection of free, open-access 

education resources for parents, teachers, practitioners, and 

governments living and working in crisis and conflict-affected 

contexts. Many of these resources were developed during and 

after the Ebola crisis, with a focus on water, sanitation, and 

hygiene (WASH), child protection, distance education, and 

mental health and psychosocial support; all very relevant to the 

COVID-19 crisis. Existing INEE tools, such as the INEE Guidance 

Note on Psychosocial Support and the INEE Minimum 

Standards for Education, the global framework for delivering 

quality EiE, were developed as guidance for responses to crises, 

such as COVID-19.

However, the scale and transmission rate of COVID-19 

required new guidance and resources specific to this 

pandemic, resulting in the rapid development of Guidance 

for COVID-19 Prevention and Control in Schools and the 

INEE Technical Note on Education During the COVID-19 

Pandemic, among others. 

Throughout 2020, dozens of newly-developed resources, such 

as the COVID-19: Pathways for the Return to Learning, Global 

Guidance on Reopening Early Childhood Education Settings, 

Inclusive Education sector guiding note on COVID-19, and 

the Safe Back to School: A Practitioner’s Guide, were added 

to the INEE collection, expanding the topics covered by 

COVID-19 guidance.

Cross-sector Collaboration

It was also important for INEE to connect members supporting 

the provision of education during COVID-19, to encourage 

knowledge sharing and prevent duplication. INEE worked 

closely with the Global Education Cluster to complement and 

learn from their coordination efforts while providing technical 

support and guidance. In addition, INEE partnered with 

the Alliance for Child Protection in Humanitarian Action to 

Utilizing the Power of a Network in Response to a Global Education 
Emergency: How the Inter-Agency Network for Education in Emergencies 
(INEE) has Responded to COVID-19
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develop a policy paper to help decision makers frame a holistic 

analysis of school closure on the wellbeing of children and 

young people, and to make a balanced decision on the safe 

reopening of schools. The pandemic highlighted the lack of 

funding for education in crisis and conflict-affected contexts, 

which still only receives 2.4% of all humanitarian aid. It also 

spurred new funding opportunities for INEE and partners to 

ensure the valuable work done during the immediate response 

to the pandemic would be sustained long-term. 

Capacity Building and Community

Throughout 2020, INEE held a series of 25 COVID-19-

related webinars in five languages (Arabic, English, French, 

Portuguese, and Spanish) to engage over 4,500 education in 

emergencies practitioners on relevant topics. Each webinar 

drew on the collective knowledge and experience of the EiE 

community gained over the past few decades, and sought to 

provide practical advice and technical support to practitioners 

working in already difficult contexts. The series began with 

an orientation to core tools and resources, with subsequent 

webinars addressing specific thematic topics prioritised by 

INEE members in surveys (distance education, teacher support, 

PSS/SEL, inclusion, gender, etc.). The value of these webinars 

was not only in their content, but also in the creation of an open 

space for INEE members to provide support for one another as 

we all try to balance our work with the effect of the pandemic 

on our personal lives. 

Advocacy

To reach its many stakeholders, INEE developed an advocacy 

brief that highlights some of the potential impacts of school 

closures on children, with a focus on the most marginalised, 

including those already living in crisis and conflict contexts. 

The brief provides recommendations for governments and 

donors, together with partners, to ensure that safe, quality 

and inclusive learning reaches all children and that education 

systems are strengthened and ready for the return to school.

Distance Education

As part of its wider COVID-19 response, INEE established a new 

inter-agency Reference Group on Distance Education. This 

reference group focuses on elevating the distance education 

needs of young people in crisis and conflict-affected contexts. 

To this end, notwithstanding the fluidity around the taxonomy 

of distance education , this reference group embraces a broad 

definition of distance education to encompass all relevant and 

viable high, - low, - and no-tech solutions to support out-of-

school learning during challenging times. The crisis has both 

revealed and deepened existing education inequalities. While 

education authorities in high-income countries pivoted to 

emergency remote teaching solutions leveraging existing 

digital infrastructure and resources, a high portion of the student 

population in low and lower-middle income countries and low-

income children in high-income countries were largely unable 

to continue their education by digital means.  According to 

UNICEF, at least 463 million, or 31%, of schoolchildren worldwide, 

particularly those with disabilities, refugee children and youth, 

and girls and young women, were not reached by digital and 

broadcast remote learning programs.  The COVID-19 pandemic 

will not be the last crisis to affect how learning is conducted 

and the increased frequency at which crises have occurred has 

illuminated the value of distance education as a new approach 

to teaching and learning not just now, but sustainably in the 

long-term. 

Moving Forward

The actions and outputs of INEE and our members over the last 

year will have an impact on education for millions of children 

and young people in the years ahead. Just as education 

actors looked to the Ebola emergency and other instances 

of widespread school closures for insights during this crisis, 

the COVID-19 work we do today lays a foundation for future 

responses. It is critical to document lessons learned and to plan 

ahead with new ways of working and preparedness in mind.

We still have much work to do to uphold the right to education 

for all children and young people, to provide continuity of 

learning, and ensure the safe return to school during and after 

this pandemic. This crisis will have long-lasting impacts on the 

well-being and education of many learners and we must start 

to deal with those long-term impacts now. It is essential that 

the most vulnerable children and young people—including 

those who have never been to school or have already had their 

education disrupted by conflict or crisis—are not left even 

further behind.

Sarah Montgomery (sarah.montgomery@inee.org) is the 

Knowledge Management Coordinator at INEE and serves as 

their COVID-19 focal point. Acknowledgements: Special thanks 

to the INEE Secretariat - Sonja Anderson, Peter Transburg, Kate 

Moriarity, and Dean Brooks - for their input and support.
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In 2019, writers from the New 

York Times compiled a series of 

essays that sought an alternate 

framing of American history 

by recontextualizing aspects 

from the perspective of slavery. 

This radical reframing sparked 

intense debate, including about 

which parts, if any, could be 

adapted into school curricula. 

Within a year of its publication, as protests for racial justice 

were sweeping the US, the Trump administration launched 

the “1776 commission,” with the express aim of creating 

a competing narrative that would emphasize so—called 

“patriotic education” and stated such ‘identity politics’ 

were “incompatible with American principles” (Advisory 

Committee, 2021). The commission report was widely 

dismissed as nationalist propaganda. Sean Wilentz of 

Princeton likened the 1776 project to a “hack job,” criticizing 

it as the “flip side of those polemics” of the 1619 report, and 

stating that it “reduces history to hero worship” (Brockell, 

2021). Though little came of the 1776 project—President Biden 

killed it on his first day in office—nationalist jeremiads about 

‘identity politics’ in history education have only increased in 

public discourse in the US.

If the argument over two conflicting pictures of the same 

history proves anything, it is that conceptions of history instill 

pride: either pride at what we have accomplished, or pride at 

what we are willing to confront about our own past. Whether it 

is the 1619 or 1776 project, collectively we see ourselves in our 

history, both as we are and as idealized versions of what we 

could be. But racial justice requires us to separate deeds and 

historical figures from ideas. When we boil down conceptions 

of a country to only its positive or negative accomplishments 

and the people who receive the credit for them, we lose sight 

not just of the nuances of conflict and struggle, but of how 

we see ourselves in that story. If our history and citizenship 

education is not inclusive, it becomes annihilative. What gets 

lost in the conversation is, we’ve been here before, many times.

When discussing which version of history to teach, we see just 

how important conceptions of history are to the larger goal of 

creating citizens. In the US, civics and citizenship education 

are taken to mean any educational lessons or curricula with the 

intention of imbuing social responsibility, including history, 

geography, political science, or economics. While today the 

US conceptualizes these as an umbrella discipline of ‘social 

studies,’ these subjects were once all thought of separately. 

Citizenship education is ultimately an amorphous extension of 

Horace Mann’s mission to “equalize the conditions of men” and 

initially existed in a separate sphere from history; all these ideas 

gradually coalesced into what became, at the 1916 American 

Political Science Association conference, ‘social studies’ .

So how could citizenship education, and the teaching of 

history specifically, “equalize the conditions of man?” The 

IEA, through its International Large—Scale Assessment, 

the International Civic and Citizenship Education Study 

(ICCS), measures citizenship in democratic countries via 

domains such as civic principles (do students understand the 

principles of their own democracy?), civic participation (do 

students understand how to participate in their democratic 

institutions?), and civic identity (how do students perceive 

themselves within the wider community?). The ICCS 

framework places “history and culture” within the context 

of that last domain; history being an antecedent to students 

creating their own identity within the wider community. So, 

we count on a shared understanding of our own history to 

create community. This is not a new concept, and the 1776 

project is hardly the first attempt to twist that understanding 

to reinforce hegemonic power. The idea was broadly put to 

practice in the thread that originally linked history to civic 

values: the ‘Americanization’ movement to teach immigrants, 

Native Americans, and freed slaves how to be citizens. Today 

we know it by another phrase: assimilation schooling.

In some regards, we can think of the 1776 project as another 

vestige of settler colonialism, where, like Americanization, 

the dominant race seeks to replace or erase subordinate 

races. Assimilation casts a dark shadow on ‘American 

Exceptionalism’, beginning with the treatment of Native 

Americans. Americanization of immigrants may have met 

resistance from white communities, but it was often an even 

harder sell in regard to Native Americans, who were called 

savages and subhuman in popular publications of the time. 

But, through schools, Colonel Richard Henry Pratt thought 

it could be done. He spoke out against the poor treatment 

of Native Americans; he is credited with coining the phrase 

‘racism.’ He founded the Carlisle Boarding School in 1879, 

When Our Own History Erases Us
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with the idea that he could ‘transform’ Native Americans and 

truly make them accepted by ‘White’ culture. Pratt’s motto? 

“Kill the Indian, and save the man” (Pratt, 1892). 

The government and missionary boarding schools of the late 

1800’s are notorious for the brutal, military style treatment 

of their pupils—who were separated from their families 

and not permitted to speak their native languages—as well 

as their failures: students were not accepted by the white 

communities, and suffered long—term trauma. But citizenship 

education went beyond regimentation and uniforms. Cultural 

annihilation came in the form of lessons to introduce the 

“knowledge of civilization,” while their own culture and 

ethnicity was contrasted negatively against this. During classes 

on ‘morals,’ the schools exalted that “the Indian boy is for this 

period no longer an Indian, but a man” (Eaton, 1894). The 

Federal Indian Office that oversaw the schools commanded 

that history education “Always seek to create a spirit of love 

and brotherhood in the minds of the children toward the white 

people” while Native American history should only “dwell on 

those things which have showed nobility of character” (OIA, 

1901, p. 143) while ignoring anything the schools deemed 

ignoble. In history, the “idea of civilized progress” was 

presented as the “story of man’s progression from savagism, 

through barbarism (Adams, 1995, p. 148), to civilization” with 

their own native cultures presented lowly in that progression. 

This was citizenship education that stripped the identity of the 

citizen, which pleased Pratt, who declared that “savages” would 

“grow to possess” (Pratt, 1892) civilization this way.

But history and citizenship curricula do not need force 

to marginalize students based on culture or race. History 

education that exists just to impart patriotic facts, events, 

and knowledge, like the 1776 project recommended, can 

be annihilative without the violence. The treatment of 

Asian—American students in that same time period was an 

extension of the internal colonialism that continues today. 

Internal colonialism rests upon Marxist notions of uneven 

development, which creates separate, stratified populations 

of minoritized peoples within the state. In America, the first 

community for Asian—born migrants was in San Francisco’s 

Chinatown. The question of how to use education to ‘equalize’ 

immigrants from the Far East, who were vilified in California as 

vagabond interlopers, was one that developed only gradually, 

as initially white San Francisco ignored the Chinese children 

so long as they were in their own community. But when their 

increasing number began to spur serious conversation about 

whether or not they would begin attending public schools, 

it led to a segregated school for the Chinese, and later all 

“Orientals,” after the Tape state court decision, wherein the 

city was obligated to provide basic schooling for Chinese—

American students. 

When the first Chinese school in San Francisco opened 

up, the focus was on teaching English, but also advancing 

Americanization. The very first lesson at the Chinese School 

was, in fact, a civics lesson, with Ms. Rose Thayer teaching the 

students what a ‘newspaper’ was. History lessons at the school 

included biographies of American heroes, the development of 

American democracy, and military involvements both foreign 

and domestic. It was generally assumed that families would 

either return to the East or remain within Chinatown (as the 

school only provided basic primary education) and cultural 

erasure was not seen as an imperative. Children therefore came 

wearing the traditional dress and hair queues of the Manchu 

culture, and brought abacuses and Chinese literature to school. 

They spoke both English and Cantonese within the school 

and celebrated Chinese holidays and customs. The school 

may not have had the same cultural annihilation agenda as 

the Carlisle school, but it was a segregated school, serving a 

segregated minority, rendering them invisible; American 

history education may as well have been a fairy tale. 

With textbooks, we can start to draw a line from these schools 

to the 1776 project mentality. While today textbooks are fading 

from their central role in the education debate as schools 

move to digital delivery, for decades they were paramount 

to the delivery of instruction. During my research on some 

of these textbooks, American Exceptionalism was generally 

presented as the ultimate achievement of society. If the 

American system of government was a ‘divine achievement,’ 
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then, vis—à—vis, failure of other civilizations to achieve such 

a system was ‘proof’ that natural selection had not favored 

them. Textbooks used at the Native American boarding 

schools had occasional, but blatant, references to the Native 

students as “ignorant barbarians” and “bloodthirsty savages” 

who could be noble but often descended into immorality. 

Trade paperbacks of the time, often used in schools, depicted 

Native Americans and immigrants as eternally disappointed 

and in despair, often taking their own lives within the stories. 

In a series of textbooks aimed at the Chinese dating from 

1900 to 1910, “the textbooks expressed a fascination with 

Chinese culture, while simultaneously condemning the 

‘antiquated ways’ of China” (Jorae, 2009, p. 127). But most 

telling is not what was said about American Exceptionalism 

and the cultures compared to it, but what was not: there was 

no mention in the history textbooks about social conflict or 

issues of discrimination, only American accomplishments. 

It is a mindset not so different from the 1776 project, which 

stated that “States and school districts should reject any 

curriculum that promotes one—sided partisan opinions, 

activist propaganda, or factional ideologies that demean 

America’s heritage, dishonor our heroes, or deny our 

principles” (Advisory Committee, 2021).

What should be clear by now is that, time and again, countries 

use education to try either to ‘erase’ culture or exploit it. 

History education can downplay struggles, invalidate cultural 

practices, or reinforce institutional hegemony. At a rally in 

February, Congresswoman Grace Meng said “We’ve been 

taught our entire life to just fit in…Just be quiet. Don’t speak 

up. Be invisible; if you are invisible enough, you will be seen 

as American” (Goel, 2021). Less than a month after her speech, 

a white mass shooter targeted Asian owned and operated 

businesses, killing 8, because of a perceived ‘addiction’ in his 

mind. Can any evidence be more concrete that a group can 

be pushed into the background, treated almost as invisible, 

until such time when stereotypes turn into violence? When 

the mass shooter set out, were his targets based on a mental 

illness, or a mentality; one not so different to a history textbook 

some 120 years earlier that declared that “the Chinese remain 

foreigners, no matter how long they live here. They fail to 

become Americanized, fail to adopt as their own the interests 

and customs of this country” (Jorae, 2009, p. 126) 

Today, we write off those old textbooks as part of an antiquated 

time, and we condemn Pratt (rightly so) for his edict of “Kill 

the Indian and save the Man.” Yet what is the 1776 project but 

just another attempt to ‘kill’ identities that we find subversive 

or dangerous and try to replace it with a more ‘civilized’ 

outlook? When the 1776 project chastises “activist constructed 

artificial groupings” for “further divid[ing] Americans by race, 

creating new categories like ‘Asian American’ and ‘Hispanic’ 

to teach Americans to think of themselves in terms of group 

identities” (Advisory Committee, 2021) and announcing that 

no less than Martin Luther King Jr. would be disappointed 

in them, is it not another iteration of the history education 

that invalidated social issues all those years ago? If there is an 

American Exceptionalism, then the 1776 Project was just the 

latest asterisk that pointedly declared there were exceptions 

to the exceptionalism. 

While the 1619 project is a more critical approach, it is, 

again, not a curriculum in and of itself, and its application 

as a curricular unit is problematic. Wilentz, who condemned 

the 1776 project, was similarly critical of the 1619 project 

for its reduction of complex issues to metanarratives; for 

example, that slavery was the primary factor in the American 

Revolution. Moreover, what of the other injustices inflicted 

upon minoritized peoples in the US? The illegal seizure of 

land from Native American tribes, the marginalization and 

discrimination of immigrants, and much more are also 

demanding of attention, yet it would be impossible to cover 

all of them, at least to the extent that the 1619 project proposes, 

in a single term. How do we approach history education with 

the necessary context to create a shared community, as the 

ICCS proposes to measure?
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Paulo Freire argued that, rather than using history education 

as a ‘bank’ to deposit information we must train students to 

engage with subjects; to pick it apart and draw lessons from it. 

In his conception of ‘critical consciousness’, he noted students 

should be able to critically interpret social conditions, and 

participate in efforts to create societal change. This seems 

a basic concept, but there are inherent questions that holds 

us back; not the least of which is how to effectively measure 

such a thing. But another question that may concern us: 

what if students take away the ‘wrong’ lessons from history 

without our guidance? What if we turn students loose on 

history without context, and they wind up empathizing with 

Pol Pot, or Pinochet, or Bin Laden? What is the point of history 

education, you might say, if not to imbue students with ‘right’ 

and ‘wrong’ lessons? Well, critical consciousness demands 

history education be transformative. In critiquing this idea, 

James Banks defines transformative citizenship education as 

that which encourages students to “take action to implement 

and promote policies, actions, and changes that are consistent 

with values such as human rights, social justice, and equality” 

(Banks, 2017, p. 367)

So how can history education create students who take 

action and make change? using a Focaultdian lens of 

governmentality, we don’t ask what happened and why it 

happened, we ask: what did people want to happen and 

how did they try to make it happen? History education 

should be about learning what problems we have faced, 

how those problems have been solved, and in many cases, 

how the solution created more problems. There is nothing 

inherently wrong with emphasizing knowledge of history 

as a cornerstone of citizenship identity. We must also, 

however, emphasize kindness, inclusiveness, and equality 

in our history education. Virtues may come from people, 

but they alone don’t define those people. Winston Churchill 

demonstrated a grit and determination that may well have 

saved England, yet he also had a problematic racist history 

with India. We cannot attach virtues to so—called ‘paragons’ 

or we will be constantly disappointed. Actions speak louder; 

ideas speak louder; kindness speaks louder. For racial justice 

to be heard, we need to be louder.

Rich Arnold (rarnold1@luc.edu) is a doctoral student at 

Loyola University who focuses on global citizenship.
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Introducing the Centre for 

Education and International 

Development’s (CEID) ‘Covid 

Blog’ series, Elaine Unterhalter 

and Moses Oketch wrote: 

We have read many research 
studies that alert us to the danger 
that in emergencies differences 
between people can turn toxic... 
In some disasters, heightened 

inequality has been documented in relation to all kinds of 
resources, including education. (Unterhalter & Oketch, 2020)

The relevance of this statement becomes clear when one 

considers how minoritised ethnic and racialised groups across 

the globe are feeling the brunt of government responses to 

the COVID-19 virus, as well as increased exposure through 

histories of deprivation and marginalisation to high rates 

of infection and death.  Finding examples of such ‘toxic’ 

understandings of difference and ‘heightened inequalities’ is 

relatively straightforward, sometimes expressed in terms of 

race or racial difference, or more often via categories such as 

ethnicity, nationality, culture, linguistic background or religion 

(Barker, 1981; Hall, 2006; Omi & Winant, 2015; Sriprakash et al., 

2020).  Arguably, these concepts bleed into each other, while 

categorising human value such that inequity is patterned in 

racialised terms.  What is essential is that racism – the social, 

political and economic conditions of processes of racialisation 

– is palatable (Sriprakash et al., 2020). 

Given this, as a community of practitioners and researchers in 

comparative international education, what efforts and insights 

are we bringing to bear to understand, through a lens of race 

and racism, how individuals and communities around the 

world are being impacted by COVID-19?  In other words, in this 

current time, are we taking race and racism seriously as units of 

analysis to shed light on racist and discriminatory practices and 

outcomes in education systems?

The differentiated treatment of individuals and communities 

along racialised and ethnic lines in the current COVID-19 

pandemic is extensive.  For example, criticisms have been 

raised over the Israeli Government’s COVID-19 vaccination 

programme.  In what is otherwise described as an impressive 

programme, Palestinians living in the Israeli-occupied West 

Bank and Gaza are being overlooked for inoculation (Holmes 

& Balousha, 2021).  Human value becomes a pawn in a game 

of political posturing and historical antagonisms.  This corner 

of the world is not alone in reminding us that deep-seated 

understandings of racialised differences are finding a voice – 

harsh and unapologetic – as governments mete out responses 

to the virus that favour some while vilifying others.  In India, 

citizens are differentiated, with some, the educated and those 

of higher social class, rescued, protected and repatriated to the 

homeland (Chopra, 2020).  In contrast, others, rural migrants, 

pass under the radar of government concern, forced to 

precariously travel for miles back to their villages on foot in the 

wake of a national lockdown. Their humanity further erased 

by being washed down like cattle with an unknown chemical 

mixture at various borders or checkpoints (Chopra, 2020). While 

their socio-economic status – poor and rural – no doubt plays 

a large role in explaining their treatment, one cannot sidestep 

how caste and religion are implicated in this complex dynamic 

of assigning human worth. 

This catalogue of toxic treatment does not stop there. As I 

scanned blogs, newspapers and academic journals to reflect 

on the question of race and racism during this COVID-19 

pandemic, I was bombarded with a flood of examples from 

across the globe some directly related to educational settings 

and concerns, while others, not.  In one such example, ‘Asian-

looking people’, including university students, are being 

targeted with hate speech and physical attacks, regardless of 

whether they are Chinese, American, British or Australian etc. 

citizens (Lau, 2020; Wen et al., 2020). Notions of the ‘Yellow 

Peril’ have been revived as the pandemic is racialised. Think 

of Donald Trump’s description of the virus as ‘Kung Flu’ and 

the use by the UK’s prestigious Telegraph newspaper of the 

expression, ‘Wuhan Flu’ (Coughlin, 2020; Ryan & MacRaild, 

2021). Whatever justifications are put forward for using these 

terms, one can easily see how they light the torches carried by 

the crowds to expel those considered as a threat or a danger. 

Although these incidents are occurring at this current time, 

they are of course deep-rooted, engrained in the systems 

which frame our everyday lives. The UK, for example, needs 

to confront its histories of deprivation and structural racism in 

health, education, employment and housing, as an explanatory 

factor in the high death rates from COVID-19 among those 

from Black Asian and minority ethnic (BAME) backgrounds 

COVID-19, Race and Racism: What does the Field of Comparative 
International Education have to say?
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(Butcher & Massey, 2020; Walker, 2020).  Similarly, the United 

States needs to face up to its white racist ideologies, which 

have and continue to sew entrenched distrust between white 

people and people of colour.   Many African Americans, for 

example, suspicious of the medical establishment are reluctant 

to receive a COVID-19 vaccine (Cobb, 2020; Furr-Holden, 

2020).  Exemplified by the Tuskegee syphilis experiment (1932 

to 1972) and the harvesting of Henrietta Lacks’ ‘immortal cells’ 

in the early 1950s for medical research without her consent or 

financial compensation for her family, the virus is unsettling 

the waters of generational memory. We should not be surprised.

From every viewpoint, concerns related to race and racism 

are evident. Therefore, one would expect to see evidence 

of similar concerns being addressed in education. Or is 

education exempt? As mentioned earlier, my scan of reputable 

organisations working in the field of education, for example, 

in the international development context – their blogs, articles 

and relevant journals – reap a harvest of relative silence on 

these issues.  One could argue that a year in from the onset 

of the virus on a global scale is a short period of time in terms 

of producing useful insights, research or raising targeted 

questions. This might well be the case, but it has not stopped 

concerns being expressed over the impact of COVID-19 on 

other types of inequalities such as gender, some of which 

were hot off the press in the early days of the virus gaining an 

international foothold (see for example Bella, 2020; Harper et 

al., 2020; Rose, 2020; WHO, 2020).  I am not advocating a battle 

of inequalities, tallying to see which form of oppression – for 

example, class, gender, race or disability – receives the most 

coverage. We already know that it is a fool’s game to attempt 

to separate these areas into neat categories in terms of how 

they are experienced by individuals. That said, it is often helpful 

to afford them uniqueness as a means of undertaking social 

scientific analysis. 

Given the pertinence of processes of racialisation and racism in 

our COVID-19 world, as illustrated above, what I am questioning 

is whether there is a concerted effort in the field of comparative 

international education to engage with these issues.  As I 

recently argued with colleagues, silence in the field around 

the production and effects of racial domination is pernicious 

in that it does the work of erasing racism as a real, relevant 

and pressing concern (Sriprakash et al., 2020).  In response, it 

may well be that on reading this article, there will be those who 

contact me to alert me to relevant analysis and discussions in 

the global north and south alike. I encourage you to do so as 

it will contribute to igniting a community of exchange and 

action.   However, I am more inclined to suspect that current 

practice, research and policy in the field lacks the knowledge, 

skills and capacity – e.g., analytical tools, methodologies, 

theoretical frameworks and approaches to impact assessment 

– to mount an adequate response required not only in ‘normal’ 

times but in a global emergency.

Therefore, I close by restating my earlier question. Through a lens 

of race and racism, does the field of comparative international 

education understand how individuals and communities 

around the world are being impacted by COVID-19?

Sharon Walker (sw703@cam.ac.uk) is a faculty member of 

Wolfson College, University of Cambridge.
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COVID19 brought many challenges to communities across the 

globe including job loss, death, homelessness, and learning 

loss, among other challenges. And for some, this provoked a 

sense of despair and hopelessness. However, intermixed with 

these emotions of helplessness and difficulty, there are many 

accounts of resilience. Radhika and I (Matthew) have had 

several conversations asking questions like the following:

While the COVID-19 pandemic has wreaked havoc, how 

can we use this trying time to better adapt organizations and 

communities to enhance educational and lifelong learning 

opportunities? 

What can we learn from this experience through engaging 

community resources and stakeholders to devise solutions to 

problems for the greater good?

We often find that people—kind learns from others’ narratives 

and can apply them to their lives and communities. These 

discussions led us to consider accounts from colleagues who 

have collectively demonstrated resilience and proactivity 

through their community—engaged work to devise such 

solutions. This article presents two real accounts in India from 

the vantage point of local global citizenship leaders. 

Community—Engaged Proactive Responses to COVID-19  

in Bhopal

In Bhopal, India, a citizen’s collective came together to work 

with the Municipal Corporation of Bhopal (MCoB) to set—up 

community kitchens in various parts of the city. Formerly, 

this organization was called the Municipal Corporations 

Brand Ambassadors and worked to promote eco—friendly 

initiatives and sustainability across the city. When COVID-19 

struck, they came together for another critical mission. More 

than 80 volunteers worked night and day to ensure that 

passing migrants traveling from major cities to their villages 

had a warm meal and drinking water. The citizen’s collective 

raised money from various groups in Bhopal and elsewhere 

to feed the hungry migrants who travelled by foot, or were 

packed in busses. 

Through this pandemic, Bhopal city leaders learned how to 

form a collective and a common mission to serve humanity. 

The Municipal Corporation under the leadership of Mr B. Vijay 

Dutta became the common factor binding this collective and 

helped to organize and direct its strength to fill the gaps. Through 

this common mission, the local government embraced life—

long learning, continuing to gain adaptive needed skills for 

existence, by recognizing the community’s collective strength 

which led to the city and its communities’ resilience. Resulting 

from this responsive mission, city residents came out in full 

force to donate clothes, slippers, cleaning agents, soaps, combs, 

and toothbrushes sanitized and clean to be distributed to the 

migrants who were exhausted and perhaps not in a stable 

mental state. Attaining residents communal help indicated that 

when crises occur, engaged communities can band together 

to help the most needy while building life—long learning skills 

and adaptive communities. 

Lessons Learned

Quick logistical learning was paramount for our efforts! Food 

needed to be warm yet remain unspoiled in the 40 Degree 

Centigrade scorching heat while water needed to remain cold. 

A makeshift kitchen was established on the highway where 

busses and passersby crossed. However, this was the peak of 

COVID-19 so everything and everyone needed to be sanitized. 

MCoB members took rounds to manage the kitchen day and 

Adaptive-Proactive Community-Engaged Responses to COVID-19:  
Stories and Reflections from Bhopal and Mahbubnagar, India
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night. There needed to be a constant funding supply to ensure 

food availability in concert with raw materials to cook it. All 

this had to be coordinated seamlessly. The citizen’s collective 

showed how care/kindness and being mission—oriented 

helped to ease the misery of thousands of migrants. 

The Migrant Journey to and through Bhopal

People walked barefoot and travelled nearly 1600 kilometers 

from Mumbai to Varanasi and other places in the state of Uttar 

Pradesh (UP). COVID-19 had spread rapidly in Dharavi (one of 

the largest slums in Asia) and most of the daily wagers from UP 

who were working in Mumbai were living in Dharavi. When 

lockdown occurred, an exodus from Dharavi ensued. The auto 

rickshaw drivers hailing from UP who had lived most of their 

lives in Mumbai, were also driving back to their UP villages. 

They had no income and mandy landlords refused to forego 

their rent, so they had no option but to leave. 

Pooja’s Experience

Bhopal (located in the middle of Mumbai and Varanasi) and 

its engaged citizenry were compelled to offer respite to these 

migrants who literally travelled with their entire houses packed 

in rickshaws. Apart from the basic food and water, we offered 

them gamchas (cotton towels), milk for the young ones and 

even sanitary napkins to the ladies. Every morning we received 

calls from numerous resident welfare societies who wanted to 

help but because of the lockdown could not move out. MCoB 

members went on collection drives in the morning across the 

city and by afternoon, we jam—packed a 4—wheeler to head 

towards the ‘phanda junction’ or the highway. Within an hour 

our entire car (a huge Tata Hexa) was emptied! Demonstrating 

the power of the local community, one day when our car 

was emptied, there were still people asking for water. MCoB 

members then asked a local shop owner to share all water the 

bottles he had and he agreed. 

Another huge support were the local gurudwaras. Every 

gurudwara (place of worship for the Sikhs) who made food 

packets by the thousands. We used to do “seva” in the morning 

in the gurudwara, that is help out in cooking the food, and then 

pick up our allotted batch of 200 to 500 packets and distribute it 

around the city ‘s slum areas, where daily wagers reside.

During the lockdown, a major Hindu festival was approaching 

called “ashtami”. In normal circumstances little girls are called 

to the house and given delicacies to eat, prepared by the lady 

of the house. But in this situation, no one could visit one other, 

so MCoB asked people to donate grains or a monetary amount 

and we got the food or prasad as it is called in India in bulk at 

the gurudwara. We then made packets and gave it to all the little 

girls in the slum community where they were starving because 

their parents were out of work due to COVID-19.

Proactive and Engaged Learning during COVID-19 at ICT 

Learning Center for Girls in Mahbubnagar

In a rural district in South India, in Telangana State, The 

District Collector and Magistrate approached researchers at the 

Center for Sustainable Development, Earth Institute, Columbia 

University to develop a job skill program for college—going 

girls. Borne from this collaborative effort, a computer literacy 

program was established with 400 girls in this rural district at 

ICT Women’s center, Mahbubnagar. When COVID-19 hit hard, 

the girls went back to their villages. All the girls had access to one 

phone shared among family members. After classes were closed 

at the Center, many called the Center facilitator to tell her how 

much they missed classes. The Center coordinator found a way 

to share videos through WhatsApp and soon started teaching 

lessons on the phone. Many students had smartphones so they 

could access phone apps the coordinator shared. Others joined 

Zoom calls to listen to others regarding how they were coping 

up with the stress. The social emotional learning component 

of these Zoom calls was the key— to listen and share each 

other’s troubles. The calls would have an oral English language 

component to practice common English words. These once 

per week calls helped the girls stay connected and continue 

learning even though their colleges and campuses were closed 

for formal learning. 

Lockdown Learning Opportunities

As per the Telengana State 

government instructions, 

we closed the Center on 

17th March 2020 due to 

COVID-19. During the 

lockdown period we 

coordinated with our ICT 

trainees to educate others, 

provide awareness, and 

precautionary steps related 

to COVID-19. They agreed 

to share this information 

with people in their home communities. Taking it a step further, 

our students made a video on how to use hand sanitizer and we 

spread that video through social media channels and with our 

contacts to spread this awareness. 

During the period of lockdown (August 2020), we started 

providing online ICT training to trainees with access to 
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mobiles & internet connections through Zoom. A lot of new 

candidates contacted us by phone to register their names in the 

online batches, yet a few were unable due to lacking internet 

connections in their areas (as they reside in rural areas). 

The Center Reopens!

We reopened our ICT center from 2nd January 2021 onwards. 

A few of the online cohort trainees attended the center and 

performed their practicals at the ICT Center. However, a few 

were unable to get an opportunity to attend at the Center due 

to local transportation having not yet recommenced along with 

educational institutes/Hostels still remaining closed in January. 

We conducted end line assessments & took an online feedback 

survey from our trainees who have successfully completed 

their 3 months of training in our center. 

Presently, we registered 2 new cohorts in February of 2021 

with 40 candidates and they are attending regular classes in 

our Center. We have instructed trainees to maintain social 

distance, wear masks and use hand sanitizer before entering 

the ICT Classroom/Lab. Students are engaged, the Center is 

back up and running, and we are working together in this 

adaptive new environment to provide meaningful learning 

opportunities, recognizing our resilience and abilities to 

respond to future pandemics.

Concluding Reflections

These stories demonstrate how, in the face of the COVID-19 

pandemic, that communities, organizations, institutional 

agents and learners can proactively leverage local knowledges 

and resources to metaphorically rise together from the ashes. 

This was depicted in many ways in multiple contexts from these 

stories. These two narratives clearly represent the importance 

of valuing community, local knowledges and resilience in 

relation to solving critical issues, while also demonstrating 

how this can lead to lifelong learning skill—building. The 

pandemic has shown the caring, loving components of peoples 

and communities. We hope you can glean upon your own 

pandemic—time resilience and proactive steps you have taken 

to continue your good work and perhaps this article helps you 

reflect on ways you can engage in this meaningful work, too.

Pooja Iyengar (poojaiyengar1906@gmail.com) is Managing Director of Mahashakti Seva Kendra (MSK).

Srinivas Akula (akula.sinu@gmail.com) is an education consultant at TERI Energy and Resource Institute. 

Navatha Kanike (navatha.siva@gmail.com) is an education teacher/facilitator at the Information and Communication 

Technology Center. 

Radhika Iyengar (iyengar@ei.columbia.edu) is Director of Education at the Center for Sustainable Development at the Earth 

Institute in Columbia University.

Matthew A Witenstein (mwitenstein1@udayton.edu) is Assistant Professor in the Department of Educational Administration at 

the University of Dayton.

CONTINUED FROM PREVIOUS PAGE



32

CONTINUED ON NEXT PAGE

Environmental and Sustainability Education SIG
2021 started on a rocky road with the news at the Capitol and 

followed by emotional inauguration of President Joe Biden 

and Vice-President Kamala Harris. One day 1 of this team 

taking over the White House, United States signed the Paris 

Agreement and is planning to overturn many environmental 

rollbacks that the Trump administration put forward. The ESE 

SIG is ready to support President Biden to make a push towards 

Climate Change Education.  ESE SIG members noted down 

their requests at the Earth Institute’s State of the Planet Blog. 

https://blogs.ei.columbia.edu/2020/11/17/biden-harris-

climate-change-education/

The ESE SIG has a new website https://ciesesdsig.wixsite.

com/esesig where we regularly update our events and call for 

papers. We hosted an online workshop with Stephen Sterling 

which you can find on our website.  We are in the process 

of filming our past ESE SIG Leaders to get their insights on 

their vision of CIES. Engage with us on twitter @CIESESESIG. 

Currently, we have a list serve of 500 plus members and are 

expanding exponentially. 

As a result of multiple meetings with the SIG leaders, one of 

our main objectives is to form partnerships and alliances. 

Mike Russell, past SIG Chair has been instrumental in helping 

us create the NJ Education for Climate Action Stakeholders 

Initiative (NJ-ECASI). It is a collective of academicians, 

researchers, teacher trainers, NJ Department of Education, 

NJ Department of Environmental Protection, Board of 

Education Members, NGOs, Green Teams and communities 

all coming together for a common mission – influence policy 

and implementation of the integration of Climate Education 

in New Jersey’s school curriculum. NJ-ECASI is an organic 

collaboration of stakeholders engaged with the efforts to- 

First, implement the new climate change education standards 

across the K-12 curriculum. Second, Scaffold the standards into 

higher education institutions. Third, Ensure that our schools 

and colleges are properly positioned to train the clean energy 

workforce we will need in the coming decade.

We are early looking forward to CIES 2021. We have put 

together 10 fascinating panels, 1 round table session and 7 

poster sessions.  We will work on a repository of good practices 

to make the presentations and panels as engaging as possible 

and look forward to meeting all of you in a virtual space.  We 

are in the look out to create synergies among our members 

and more meeting spaces (virtual). Look forward meeting all 

our SIG members and CIES members at our Business meeting 

on Friday April 30th, 2021 from 1:45pm to 3:15pm. At the SIG 

Meeting we will be discussing our plans going forward and 

reviewing our progress for 2020-21. We will also announce 

our Best Journal paper, Best Unpublished paper and Best Field 

Based Initiative. Marcia McKenzie, Professor, Educational 

Foundations Director, Sustainability and Education Policy 

Network (SEPN) and Bob Jickling, Professor Emeritus, 

Lakehead University form the panel to review papers for the 

award. We welcome our members to share new research to 

share with our listserv. 

This CIES will be a different form of engagement and we 

are working hard to ensure that we make the most of this 

opportunity to connect, share and learn.  

Contemplative Inquiry and Holistic Education SIG
To prepare for the 2021 CIES conference, SAIS (Study Abroad 

and International Students) SIG conducts a monthly leadership 

meeting. Over the past six months, Uttam Gaulee, Chair of 

SAIS-SIG, has organized six leadership meetings to discuss 

SAIS Call for Proposals, 2020-2021 Call for Award Nominations, 

conference proposal review, SAIS program, SAIS financial report, 

and SIG business meetings for the 2021 CIES conference.

In addition to a highlighted session on “Changing Contexts of 

Student Mobility: Policies, Global Citizenship & Intercultural 

Outcomes,” SAIS-SIG will offer other 11 panels that include 

3 organized panels and 21 papers. These presentations are 

on a variety of research topics in the field of study abroad 

and international studies, such as intersectionality and 

acknowledging international student engagement, experiences 

of underrepresented students in study abroad, indirect and 
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unexpected outcomes from student mobility, evaluating 

the challenges of study abroad programs, and refinement of 

humanist agendas in education abroad. In addition, there will 

be 3 roundtables with a combined 13 presenters. Finally, there 

will be 6 poster presentations.

SAIS-SIG offers eight different awards to honor publications 

and individuals whose academic work focuses on study abroad 

and/or international students. These awards include Best Article 

Award, Best Book Award, Best Dissertation Award, Early Career/

Practitioner Award, Lifetime Achievement Award, Campus 

Internationalization Award, Global Student Leadership Award, 

and Outstanding Faculty for Internationalization Award. 

The SAIS SIG Research Grants will shortly be offered to promote 

innovative research on study abroad and international students. 

The CIES SAIS-SIG will provide a small research grant to 

graduate students, tenure-track and non-tenure track faculty, 

or independent researchers whose research project focuses on 

a topic related to the issues, challenges, and best practices in 

the area of international student mobility in K-12 and beyond, 

education abroad, and exchange programs globally. The purpose 

of this grant is to provide funding to support innovative research 

of highest quality in the field of study abroad and international 

students. Applicants must be members of the SAIS SIG in good 

standing. More information about the SAIS SIG Research Grants 

will be posted on the Study Abroad and International Students 

SIG website https://sais.home.blog/. For any questions about 

this grant award, please contact Shuning Liu, Chair of the SAIS 

SIG Research Grant Committee

South Asia SIG
At SASIG, we have been trying to find ways to connect with 

our membership and stay abreast with developments in the 

education sector in the region despite a challenging year. The 

SIG newsletter was one way of creating space to take note of 

and share opinions on important themes that were emerging 

in the region. Indeed, while the toll caused by the spread 

of COVID-19 has been devastating overall and disrupted 

learning, student movements, in particular, are playing an 

important role in taking on structural injustices and shaping 

educational spaces globally. 

In the early part of 2020, we witnessed vibrant student 

movements emerging from higher educational spaces in 

South Asia and continued throughout the year. Students 

challenged the rising authoritarianism and xenophobia in the 

region and are leading the struggle to safeguard democratic 

governance in several locations. In the effort to crush these 

movements, use of brutal force and arbitrary arrests of 

students and academics are being used and efforts to curtail 

the academic freedom within higher education institutions 

can be observed. Thus, we discussed the topic of politics and 

autonomy in higher education in South Asia (to read the 

articles: shorturl.at/zK459).

In our issue, we gave focus to student activism in Pakistan, 

where contributors shared about the Progressive Students 

Collective – on the range of interventions from organizing 

study circles, an annual Solidarity March with students and 

allies to highlighting the digital divide by boycotting online 

classes. They also provided a historical perspective of student 

politics after decades of suppression and background to the 

key demand to recognise student unions in universities 

once again. In January 2021, we were shocked to hear of the 

arbitrary arrest of one of our contributors, a student activist, 

with no specific charges and kept in remand for 30 hours 

without being produced in court. It was a wake-up call for us 

about the continuing assault on student leaders.

Several such incidents of arrests have occurred in other 

locations too. For example, students were arrested in India 

after protests over the Citizenship Amendment Act with 

sedition charges labeled on them, and some held for months 

in prisons without being granted bail. The Convenor of 

the Students Federation in Sri Lanka was arrested for 

speaking into a loudspeaker during a recent protest. Several 

harrowing assaults on students within university premises, 

at Jawaharlal Nehru University and Jamia Millia Islamia 

University have occurred. Academics and university 

teachers have also been targeted.

The targeting of student movements engaged in democratic 

modes of participation with violence and intimidation points 

to a climate of rising authoritarianism and intolerance in 

the region, posing a direct challenge to democracy itself. As 

educators, we have an urgent task of rethinking the role of 

higher education and in relation to democratization. As we 

grapple with this important question, we extend our solidarity 

to student movements in the region as they continue to 

struggle amidst the assault on academic freedom and actions. 

We welcome thoughts and feedback from those who are 

thinking about the same topic in the South Asian context.
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Higher Education SIG
HESIG Awards

We are very pleased to present the 2021 HESIG award winners 

and honorable mentions! We are very pleased with the high 

caliber of submissions we received and want to extend our 

gratitude to the Awards Committee who put a significant 

amount of effort and dedication in this endeavor.  

Best Book 

Winner: Yingyi Ma, Ambitious and Anxious: How Chinese 

Undergraduates Succeed and Struggle in American Higher 

Education.  

Honorable Mention: Peter Mayo, Higher Education in a 

Globalizing World: Community Engagement and Lifelong 

Learning. 

Best Dissertation 

Co-Winner: Bernardo Sfredo Miorando, Universities Going 

Global? Comparative Perspectives on the Internationalization 

of Postgraduate Education in Brazil and Finland. 

Co-Winner: Joy Renee Hannibal, Finding, Creating, and 

Following Footprints: The Integration of Indigenous 

Knowledge in Palau.  

Honorable Mention: Yovanna Soobrayen Veerasamy, US 

National Higher Education Internationalization Policy: An 

Historical Analysis of Policy Development between 2000 

and 2019. 

Best Journal Article 

Winner: Annette Bamberger, Paul Morris, and Miri Yemini, 

Neoliberalism, Internationalisation and Higher Education: 

Connections, Contradictions and Alternatives.  

Honorable Mention: Anne C. Campbell, and Matt Mawer, 

Clarifying Mixed Messages: International Scholarship 

Programmes in the Sustainable Development Agenda. 

vCIES 2021 Sessions 

This year, as in the past, we had an impressive caliber of 

submissions, both in number and quality, for the 2021 CIES 

conference. We have 37 sessions in the program, which you 

can now access in All Academic. We are excited to highlight 

the following sessions: 

Leading during a global crisis: Institutional responses to the 

COVID-19 pandemic. Tuesday, April 27, 1:45pm PDT. 

The social responsibility of higher education: What do we 

owe, and to whom? Wednesday, April 28, 6:15am PDT. 

Business Meeting 

Finally, please join us on May 1st at 6:15am PDT for our 

annual business meeting to celebrate the accomplishments 

of our awardees and of our HESIG. We look forward to seeing 

you soon during our second virtual CIES conference, which 

promises to be even greater than last year’s thanks to the 

effort and thought of our CIES leadership.

Monitoring and Evaluation SIG
The M&E SIG launched in 2020, and has been hard at work es-

tablishing its structure and membership. Check out just a few 

interesting things happening in the M&E community: 

Blogs: 

•  Technology Options for Data Collection during 

COVID-19 (also cross-posted on RESI as How to pick the 

right survey tool for your COVID-19 context) 

• Adapting MEL Plans during COVID-19 

•  RTI Learning at Scale Study. RTI’s team has just published 

a new blog in search of programs to be included in the 

second phase of their study. They are reaching out to any-

one who may have suggestions for successful large-scale 

numeracy programs and successful large-scale govern-

ment-led programs (the latter of which can be focused on 

literacy or numeracy). If anyone has recommendations for 

programs to be considered, please send an email to Learn-

ing_at_Scale@rti.org. 

•  Learning Loss Blog. RTI built models to help stakehold-

ers, ministry officials, and teachers predict where stu-

dents may be when they return to school after the COVID 

break. This is in an effort to help them plan for an appro-

priate remedial program and to help those who have fallen 

most behind (those who are still unable to read).  

Journal Articles: 

•  The Long-Term Effects of Universal Primary Education: 

Evidence from Ethiopia, Malawi, and Uganda 

•  Teenaged, married, and out of school: Effects of early 

marriage and childbirth on school exit in Eastern Africa
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•  Mapping the Ecosystem of Education Data for Internal-

ly Displaced Persons in the Middle East and Beyond: Is-

sues, Challenges, and Recommendations 

•  Professional Learning Communities (PLC): a typology 

for Sub-Saharan African Countries 

•  Developing teachers’ research capacity: The essential 

role of teacher education. 

•  Professionalism in teaching and teacher education 

•  Early Career Mathematics Teachers: Concepts, Methods, 

and Strategies for Comparative International Research

Books: 

•  The First Five Years of Teaching Mathematics (FIRST-

MATH): Concepts, Methods and Strategies for Compar-

ative International Research 

•  Knowledge, Policy and Practice in Learning to Teach: A 

Cross-National Study 

•  Exploring the Mathematics Education of Teachers us-

ing TEDS-M Data 

•  Learning to Teach in England and the United States: 

The evolution of policy and practice 

Reports 

•  Independent evaluation of GPE’s Assessment for Learn-

ing (A4L) initiative 

Events 

•  Monitoring Reading Programs during COVID-19 

•  Evaluating/Assessing Reading Programs during 

COVID-19 

•  Learning & Adapting on Reading Programs during 

COVID-19 

To join the M&E SIG, please email smcclellan@cies.us or se-

lect the M&E Special Interest Group when renewing your CIES 

membership. We look forward to working with you!

Latin American SIG
Challenges and Opportunities in Latin American Education

In the past year, the Latin American Special Interest Group 

(LASIG) organized two virtual dialogues with the aim of 

reflecting upon the most pressing challenges that the region 

faces due to the COVID-19 Pandemic. Dialogues were open 

to the community, beyond LASIG membership, and were 

held in Spanish, the predominant language of the region. The 

first dialogue was articulated around the question of “What 

is the future of comparative and international education 

at the tertiary level?”. At that time, Cristián Pérez Centeno 

(Universdad Nacional de Tres de Febrero) and Erwin Epstein 

(Loyola University) discussed the main challenges faced at the 

tertiary level in Latin America, especially around the issues 

of technology. For instance, discussants revealed the extent 

to which the technology gap has exacerbated the differences 

between richer and poorer groups in Latin American societies 

and discussed the extent to which public policy should shift 

resources to address the structural flaws that enable such 

inequities to exist and expand. The second dialogue was 

articulated around the topic “Challenges in Educational 

Evaluation” and had María Teresa Flórez (Universidad de Chile), 

Rafael Carrasco (SUMMA), Leslie Rosales de Véliz (USAID 

Lifelong Learning) and Fernando Rubio (USAID Lifelong 

Learning) discuss what educational evaluation should look like 

during the Pandemic and beyond. Specifically, the panelists 

proposed ways in which evaluation could better serve the 

needs of the communities and provide information that is 

pedagogically relevant. Both dialogues fostered a rich reflection 

on how structural inequities surface in harsher times, and 

how the community of practitioners should reimagine the 

Latin American education system in the years to come. The 

COVID-19 Pandemic has brought numerous challenges, yet 

it has also opened the opportunity to make deep changes to 

improve the equity and resilience of the educational systems.  

Currently, many countries in South America are starting their 

2021 academic year. Most of them are providing students with 

the option to attend schools in person while keeping some 

elements of remote learning. Policy makers have increased 

their investment in technology and infrastructure, to support 

students and reduce the risk of COVID-19 spread in schools. 

Overall, the tendency adopted is to return to “normal” gradu-

ally and voluntarily. However, a number of concerns remain. 

While school personnel are priority groups in public vaccina-

tion programs, the school year will start before all of them are 

vaccinated. In addition, students and their families may not 

receive a vaccine until later in the year. Importantly, an irreg-

ular and highly individualized transition to “normal” will likely 

result in uneven experiences by students, harder to monitor 

and support. In such a scenario, vulnerable groups may fall off-

sight, and behind, unless there is explicit and intensive focus 

on them as the transition begins. It is our hope that the Latin 

American governments focus on these groups as part of their 

priorities as students return to in-person classes. Form our end, 

we will continue creating spaces for our members to discuss 

these challenges and their potential solutions.
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 NEW 
BOOKS Published by CIES Members

Beverly Lindsay (Ed)   

Comparative and International Education: Leading Perspectives from the Field 

Palgrave Macmillan 

This volume articulates the significance of comparative and international education 
and affairs as experienced by elected Fellows of the Comparative and International 
Education Society—including Beverly Lindsay, Martin Carnoy, Horace G. Dawson, 
David R. Evans, Mark Ginsburg, Ratna Ghosh, Ruth Hayhoe, Joel Samoff, John Schwille, 
and Nelly Stromquist. Based upon their decades of multiple research modalities and 
senior administrative engagements with universities, USAID, and other agencies, the 
Fellows explicate critical historical phenomena and postulate how future directions 
of the field may evolve. The volume analyzes how the social sciences, humanities, 
and international affairs have affected the evolving nature of the field. Pedagogical 
epistemologies, public and educational policies, and paradigms emerge from applied 
research as new motifs are presented in view of geopolitical and global affairs that will 
affect education in coming decades. 

Eija Kimonen and Raimo Nevalainen (Eds.)  

Toward Community-Based Learning: Experiences from the USA., India, and China 

Brill 

Toward Community-Based Learning contends that the ideal school offers the 
opportunity to understand reality in a way that connects teaching and education with 
conditions in the surrounding community and the student’s life and concerns. This 
volume offers an essential and comprehensive picture of community-based learning in 
the field of education. The book deals with the history of community-based learning as 
well as its present applications, including its global successes and difficulties. The authors 
provide numerous pedagogical approaches that are designed to meet the challenges 
of contemporary education. They show how learning is connected with authentic 
community environments in which students can gain new understandings through 
solving emerging problems. They also demonstrate how teachers can make learning 
more functional and holistic so that students have the ability to work in new situations 
within the complex world around them. School-specific descriptions reveal how teachers 
and their students have implemented community-based projects in the USA., India, and 
China at different times. 
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 NEW 
BOOKS Published by CIES Members

Tavis D. Jules, Robin Shields, Matthew A. M. Thomas (Eds.)   

The Bloomsbury Handbook of Theory in Comparative and International Education

Bloomsbury 

This book offers a practical and approachable overview of central theories in CIE. The 
chapters focus in depth on specific theoretical perspectives and elucidate their histories, 
assumptions, and recent developments. The chapters also situate the theories within 
CIE, include specific case studies of theoretical application, and outlining suggestions 
for further reading. Written by leading scholars from around the world, this is must-
have reference work for anyone teaching, researching, studying, or working in CIE. 
The handbook includes chapters on a diverse collection of theories, including but 
not limited to: Structural-functionalism, Colonialism/Imperialism, Marxism, Human 
Capital Theory, Dependency/World Systems Theory, Post-Colonialism, Post-Socialism, 
Post-Foundationalism, Neo-liberalism, Neo-Institutionalism, Neo-Marxism, Policy 
Borrowing and Lending, Peace Theories, Human Rights, Constructivism, Racism, 
Gender, Queer Theory, Social Network Theory, Capabilities Theory, and Cultural 
Political Economy. 

Frances Vavrus

Schooling as Uncertainty: An Ethnographic memoir in Comparative Education

Bloomsbury 

In today’s uncertain world, few beliefs remain as entrenched as the optimistic view 
that more schooling will inevitably lead to a better life. How, then, do we explain the 
circumstances when schooling fails to produce certainty or even does us harm? Schooling 
as Uncertainty addresses this question by combining ethnography and memoir as the 
author, Frances Vavrus, guides readers on a 30-year journey through fieldwork and 
familyhood in Tanzania and academic life in the USA. The author explores how she 
and Tanzanian youth employed schooling in an attempt to counter the uncertainties of 
adulthood, and, to varying degrees, succeeded. 
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In 2016, my edited book, Crafting 

a Global Field: Six Decades of the 

Comparative and International 

Education Society, was issued to 

celebrate the Society’s 60th birthday. 

That was five years ago. Now I have 

been called upon to reflect on the 

Society’s 65th birthday. Why call on 

me again and why now? 

First, why call on me? The 

invitation to write this piece came 

from Richard Arnold which said, “We have been looking for 

someone to write up a short piece about the 65th anniversary 

of CIES…but have been unable to find anyone able to.” 

Presumably, the “able to” write this arises from my 59 years of 

continuous membership in CIES. If longevity is an insufficient 

qualification, I had also been at one time or another the Society’s 

president, historian, and editor for 10 years of its flagship journal, 

and had missed only three of the Society’s annual meetings 

(mainly because of some surgery and attending to the birth of 

my youngest child) during those almost six decades.  

Second, why now? For one thing, five-year intervals seem 

to stand out. I was initiated into the Society (initiation 

consisting of paying dues) in 1962 — only six years after our 

organization’s birth and five years after the Comparative 

Education Review made its first appearance — when I 

became a doctoral student in the University of Chicago’s 

Comparative Education Center. As for the five years since 

Crafting was published, the Society has experienced 

momentous changes. 

What was the Society like during the early years of my 

membership? Throughout the 1960s, the Comparative Education 

Society (which became the Comparative and International 

Education Society in 1968) had been a small association. Annual 

meetings, with about 250 members attending, were held as an 

offshoot of teacher education organizations, in particular the 

American Association of Colleges of Teacher Education and 

the National Society of College Teachers of Education (NSCTE). 

These meetings during the decade were always in Chicago, 

which made it especially convenient for me, as a student at the 

University of Chicago, to attend.

During most of those years, on a day prior to the formal 

annual meeting, Chicago’s Comparative Education Center 

would host, on its own and not formally sanctioned by the 

Comparative Education Society (CES), an open-to-all, free 

of fees, day-long, academically oriented meeting on the 

university’s south side campus. This “informal” meeting 

was only a few miles and a short train ride away from the 

downtown Hilton Hotel, where the annual CES conference 

was held. This prior meeting was a kind of showcase for the 

Center’s interdisciplinary base, drawing its speakers from 

the university’s preeminent faculty in the social science 

disciplines. It was as if the Center was sending a message that, 

notwithstanding the Society’s dallying with practice-oriented 

teacher education associations at its annual meetings a 

few miles away, comparative education was at its core an 

intellectually social science activity, focused on research and 

analyses of educational policy, broadly conceived.

At the end of the decade, the Society decided to move its 

annual meetings away from Chicago, though not entirely 

at first. For a couple of years beginning in 1970 the Society 

held two annual meetings, a muted conference in Chicago 

with the teacher education organizations, and a meeting 

independent of other organizations in a different city, first 

in Atlanta, then in San Diego, and from then on in different 

cities, even eventually, in Puerto Rico and different countries, 

including Jamaica and several times in Canada and Mexico. 

Sundry Reflections on the 
65th Anniversary of the 
Comparative and International 
Education Society 
ERWIN H. EPSTEIN, LOYOLA UNIVERSITY CHICAGO 

Erwin H. Epstein
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The change of venue for CES/CIES annual meetings was part 

of a larger concern confronting Society leaders near the end of 

the 1960s, namely, the issue of identity. The one-day meeting at 

the University of Chicago prior to the annual CES conference, 

and the pull away from the NSCTE, represented the influence 

of the social science wing of the Society, which had been on 

the rise throughout the decade. Yet even during this headiest 

period of scientific impetus, there was considerable push back 

by those who believed that for the Society to thrive it must 

draw from a constituency broader than academic researchers, 

that it should also include educator-practitioners of all kinds 

as well as members of non-academic institutions. The clash 

of interests during this frothy period led the Society to add 

“International” to its name, so that from 1969 on it would be 

called the Comparative and International Education Society.

This name change was no small, casual event. Why change 

the name when Comparative, as used by educational 

comparativists, is intrinsically international, so that adding 

“International” to the Society’s name would seem to be 

superfluous? Moreover, as noted in my oft-cited 1968 Letter 

to the Editor of the Comparative Education Review (most 

recently cited by David Post in his Presidential Address to 

the Society), the Board of Directors declined to change the 

name of the Society’s flagship journal to the Comparative and 

International Review, to be concomitant with the Society’s 

change of name. Changing the name of the Society, but not 

of the Review, was, in fact, a compromise between the social 

science wing, with “comparative” viewed as emphasizing 

hard research, and “international” seen more as involving 

practice-oriented endeavors conducive to teacher educators, 

cross-national exchange professionals, aid organization 

members, and the like. The name-change proposers also 

claimed that “comparative” appeared ambiguous to the 

uninitiated, whereas the meaning of “international” was clear 

to everyone, a distinction that, if made salient, would enhance 

the prospect of funding support from government agencies, 

though that was apparently a never-realized hope. 

The end of the 1960s was an inflection point in another way. It 

saw the birth of the World Council of Comparative Education 

Societies (WCCES) and its sponsorship of World Congresses. 

It is important to understand that the Comparative Education 

Society viewed itself not as an American Organization (it was 

never the Comparative and International Society of the United 

States), but as a global association having its base in the US 

After all, the CES was the first formally constituted comparative 

education association; there were no others at the time of its 

origin. It was not until the early 1960s, several years after the 

birth of CES, that regional and national comparative education 

associations began to form, so that by the end of that decade, 

the growth in number of these groups created a clear need 

for an umbrella organization to coordinate their activities and 

promote their growth. Even so, the CES/CIES was not only the 

first among the more that 40 such societies that currently hold 

membership in the WCCES, but remains today, as it was in the 

60s, by far the largest and with the broadest constituency of all 

WCCES member societies, with a membership coming from 

outside the US almost equal in numbers to the membership 

coming from within that country. 

Given that the CIES is not and was not created as an American 

society, and that its constituency is widely global, why is there 

a need for the WCCES? The main, and crucial, difference 

between the two organizations is that the CIES, while globally 

oriented, does not aim at coordinating and promoting activities 

of the other regionally, nationally, and linguistically-rooted 

societies. That aim is reserved for the World Council. In recent 

years, however, the WCCES has veered away somewhat from 

its original purpose. When I was president of the World Council 

(which overlapped my presidency of CIES) in 1981-83, the main 

objective of the WCCES remained to promote the activities of 

its constituent societies. In recent years, by contrast, the World 

Council has forged a more independent posture; instead of 

promoting constituent society-sponsored books and journals 

— thereby strengthening its member societies — it sponsors its 

own books and journal and as such has put itself potentially in 

competition with its own members. It is not unreasonable to ask 

If the WCCES continues moving in this independent direction, 

could it lose its very reason for being? And, if so, might the CIES, 

as a non-nationally and non-regionally-based association, 

with its global constituency, and as the first and largest of all 

comparative education societies, displace the World Council 

by taking on the function of coordinating and promoting the 

activities of the other societies? I hope not, for that would entail 

a substantive change in the Society’s purpose and orientation. 

Yet that hope might depend on the World Council yielding its 

enhanced independent posture and rededicating itself to the 

service solely of its constituent member societies. 

We see, then, that the Comparative Education Society, 

born as a global association though residing in the US, 

ushered in a new, revolutionary phase in the development 

of comparative and international education. Up until its 

rise in the late 1950s and 1960s, the field was dominated 

by historians and philosophers who viewed comparison 

as a process of contrasting education “systems”, especially 

as these were distinguished by each country’s “national 
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character” and as reflected in the works of such notables 

as Isaac Kandel, Nicholas Hans, Vernon Mallinson, and 

Edmund King, all of whom were at, or trained in, British 

universities and influenced by Michael Sadler (see the recent 

book, British Scholars of Comparative Education, edited by 

David Phillips). The new phase, especially as practiced at 

Chicago’s Comparative Education Center, overshadowed 

Sadlerian relativism, though not explicitly rejecting it. My 

introductory course in comparative education as a new 

doctoral student at the Center in fall, 1962 was taught by the 

indomitable anthropologist/sociologist Philip Foster. The 

course included one required textbook — by Cramer and 

Browne, subtitled A Comparative Study of National Systems 

— that was of the prototypically, pre-1960s old-school type 

of comparative education, contrasting different education 

systems. Tellingly, that textbook, though required, was never, 

not even once, referred to in the class! It was, presumably, 

there as background material, nothing more. Students were 

given a huge bibliography consisting of research articles 

and book chapters on educational policy with analyses 

derived mostly from anthropology, sociology, economics, 

and political science, and told to “go read”. We were never 

told about the field of comparative education as such —its 

origins, development, and major figures —but instead were 

expected to intuit what the field was about from the lectures 

and readings, and, notably, from attendance at the annual 

meetings of the Society.

Chicago’s Comparative Education Center was a center of 

gravity, along with, especially, Columbia’s Teachers College 

and Stanford’s International Development Education Center 

(SIDEC) of structural-functional analyses and positivist 

methods. SIDEC itself was modeled in large part after 

the Chicago Center’s social scientific orientation, with 

its emphasis especially on the distributive and allocative 

functions of education. (For a truly memorable account of 

these developments, see Martin Carnoy’s excellent book on 

Fifty Years of Theory Building at Stanford.)  

However, the social science emphasis of these institutions 

was not the only characteristic that set them apart. They stood 

out in their adherence to the idea that comparativists should 

do their work as scientists, not as policy makers or policy 

strategists. For them, comparativists should not set out to save 

the world’s education, but rather to understand it. It was not 

that they were unconcerned with policy making, but rather 

that their role should be to comprehend and interpret it, so that 

the policy makers themselves could work off their analyses to 

make more informed decisions. For these institutions, policy 

making by comparativists perforce corrupts their capability to 

be objective. As C. Arnold Anderson, who directed Chicago’s 

Center, put it so pungently in 1978, during the awarding of his 

honorary degree from Stockholm: “One wishes for students to 

discover [by means of trenchant social scientific analyses] that 

disciplined work gives more purpose to life than do the counter 

cultures that seem to be copies of medieval dance ecstasies.”

This idea was a departure from pre-50s, pre-CES comparative 

education, with the likes of Paul Monroe, Isaac Kandel, and 

William Brickman, who went beyond their work as historians 

with the intention of shaping educational policy for a “better, 

more democratic world” (see my recently edited book, North 

American Scholars of Comparative Education). For Anderson 

and his colleagues at Chicago, however, the quest for empirical 

comprehension was imperative in the study of education, and 

that maintaining one’s essential impartiality rather than using 

the comparison to “save the world” from the depredations 

of autocratic regimes, or for any other ideological reasons, 

however worthy might be the intent, would likely lead to 

unintended, even disastrous consequences. 

This striving for scientific impartiality, so evident in the early 

years of the CES/CIES, was to fade gradually at first, and then 

accelerate, in the post-1960s era, even to the present time. 

By the mid 1970s, the Ford Foundation had withdrawn its 

funding for Chicago’s Comparative Education Center, and a 

few years later Anderson retired, and Foster, who had taken 

Anderson’s place as Center director, moved to Australia and 

later to SUNY-Albany. The Center, weakened by the loss of 

external funding and the departure of Anderson and Foster, 

carried on through the 1980s, but eventually collapsed in the 

early 1990s along with Chicago’s Department of Education 

in which it was housed. The fall of Chicago’s Comparative 

Education Center paralleled the weakening of the social 

science wing of the Society, though that wing maintained 

strength at Stanford, Columbia’s Teacher College, and a few 

other places such as UCLA and the University of Pittsburgh.  

We see, then, that with the advent of the Comparative 

Education Society and that of the University of Chicago 

Comparative Education Center in the latter half of the 1950s, 

an epistemological sea change occurred. Prior to that time, 

Sadlerian relativism, with its emphasis on comparing education 

systems in terms especially of their national characters, ruled 

the day. Since that time until the present, there have been 

major shifts, from an embrace of structural-functionalist social 

science and positivist methods, attendant with human capital 
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and modernist theory, to conflict and world system theories, 

and, in more recent times, to post-foundationalist thought. 

(For a comprehensive but thorough rendering of functionalism 

and beyond in comparative education, see especially Marcelo 

Marques’ chapter in the newly released Bloomsbury Handbook 

of Theory in Comparative and International Education, edited 

by T.D. Jules, R. Shields, and M.A.M Thomas).

With epistemological shifts have come some strong ideological 

leanings, most notably in the form of Marxist and post-colonial 

applications. Consider that at the 2021 CIES conference, held 

on Zoom, more than a dozen sessions are devoted to socialist 

thought in the field. Efforts in the larger non-academic world, 

concomitant with the rise of the Black Lives Matter movement, 

to erase the achievements of icons of democracy — known 

commonly by the term cancel culture — such as those of 

Thomas Jefferson, have their analog in the world of comparative 

education. Although Jefferson is the author of the Declaration 

of Independence, remembered most notably for his assertion 

that all men are created equal, which in fact set the platform 

for the abolition of slavery, he is nevertheless condemned for 

his holding of slaves, obscuring his contribution as a promoter 

of human rights. Similarly, icons of comparative education, in 

particular Paul Monroe and Isaac Kandel, have been denounced 

by such comparativists as Keita Takayama and his associates 

—in the Comparative Education Review, no less, as elsewhere 

—for the promotion of racism, colonialism, and imperialism. 

Notwithstanding, to be sure, some validity to the argument 

that foundational setters of comparative education committed 

errors of judgement, Liping Bu has shown that Takayama’s 

facile dismissals of the works of lionized figures in the field is 

the result of unbalanced historiography and a disregard for the 

particular historical context of the time in which they wrote (see 

Bu’s insightful article, “The role of the International Institute 

of Teachers College in the founding history of American 

comparative education,” in a recent issue of the journal, Research 

in Comparative and International Education). 

Unconcealed ideology has occasionally become a feature 

within CIES. Increasingly noticeable is a preoccupation with 

asymmetrical power relationships, studied not in the way 

positivists would do —with careful, scientific analysis —but 

with pre-judged results. Especially during and since the 

1990s, the Society has not been reticent about entertaining 

politicized resolutions, such as urging the US government to 

end the embargo on Cuba, which, notwithstanding its merits, 

is remotely tangential to the interests of comparative and 

international education.

Among the most fruitful, non-politicized developments in the 

Society, is the creation in 2005 of Special Interest Groups (SIGs), 

allowing for members with close affinity concerns to join together 

to pursue research and teaching topics of particular interest to 

them. One discerns three truly notable characteristics of these 

groups. First, they are the embodiment of grass roots efforts, 

organized on the initiative of individual members themselves, 

not by the Society’s Board of Directors. Second, their popularity 

is impressive, having grown from only a handful of groups in the 

beginning to 35 today. And, third, they engage in many of the 

most important research and teaching topics on education such 

as globalization and migration as well as topics having special 

education focus in different parts of the world. 

Tellingly, among these almost three dozen SIGs there is not 

one that focuses on women’s education, especially on the 

discrimination against the schooling of girls in many parts of the 

world, truly one of the most vexing issues in the field (although 

there is a SIG that addresses issues of sexuality). This absence of a 

SIG focus on such an important topic is evidence of the politicized 

way some activities are organized in the Society. Instead of a SIG 

on gender, the Society has a Gender and Education Committee 

(GEC), organized at the end of the 1980s initially as an ad hoc 

committee to take stock of the representation of women in 

the Society, but later established by the Board of Directors as a 

standing committee free to explore whatever it defines as its own 

interests. Hence, the GEC is mandated from the top and given 

financial support for its activities, and is thereby substantively 

different from grass-roots, bottom-up SIGs, which are largely 

self-supporting. As a striking display of politicization, the 

Society’s leadership has thus elevated in support and stature 

matters of gender, as defined not by a SIG but by the GEC, and it 

has done so above such critical issues as how education impacts 

and is affected by poverty, migration, ethnicity, socioeconomic 

status, globalization, among others of weighty import.

To conclude these musings, I wish to identify five features 

of the Society that, in my view, have made it strong, three 

of which were instituted near the beginning and two more 

recently: its conferences, constitution, academic journal, 

SIGs, and newsletter. The CIES was founded at a conference, 

and from the time of its founding, its annual meetings have 

been the principal glue that has kept it together, alive and well. 

The Society’s statutes and bylaws, which I was privileged to 

help shape, have given it necessary stability. The Comparative 

Education Review is arguably the field’s leading journal and, 

more than any other factor, has given the Society its great 

stature. Of the more recent key pillars, the SIGs, as already 

mentioned, have energized the society by lending voice to 

the interests of special affinity groups that might otherwise be 

lost in an organization of more than 3,000 members. Finally, 

five years ago, after a lapse of some years of not having a 

newsletter to give members access to important information 

about events, happenings, and notices related to the Society, 

Perspectives emerged, exquisitely designed by Marianne 

Larson and continued in the capable hands of her successors.     
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Dear CIES Colleagues and Perspectives Readers, I hope this 

message finds you and yours safe and healthy.

In December 2019, we were preparing to welcome the 

year 2020 with high expectations. However, the prevailing 

optimistic anticipations were shattered in the first trimester 

of the year 2020 with the threat of COVID-19 and its ensuing 

havoc that disrupted families, personal lives, and collective 

experiences as citizens of the planet. The education systems 

were disrupted as schools had to be shut down to mitigate the 

spread of the virus. The pandemic has exposed the fragility of 

nations and brought to light, the vulnerability of vast segments 

of populations in many countries including some of the most 

economically powerful. The year 2020 also brought attention, 

in the global consciousness, the persistent and gruesome 

manifestations of the repugnant social virus of racism. 

Our field of comparative education calls for reflections on 

these experiences and the way forward. With the unshakable 

human spirit of imagining new possibilities even with the 

most dreadful experiences, we can start to think and act 

individually and collectively toward our common humanity. 

This pandemic has already made us reckon with and reflect 

on new modes of teaching and learning with increased 

sensitivity about social justice and equal learning opportunity. 

Despite the disruptions of the Covid-19, our activities at 

WCCES have continued with some positive aspects of 

broader participation of our global membership thanks to 

the technology.  Thus, while as a result of the disruptions of 

the ongoing pandemic, we had to postpone the 3rd WCCES 

symposium that was initially planned to be held in dual mode 

in Lisbon (Portugal) on 6-8 July 2020,  it was reorganized in 

full virtual mode with an adjustment of the theme to reflect 

the situation of COVID-19. With the theme of“Teachers, 

Teaching Profession, and Comparative Education: Fostering 

Values Education and Engaging Academic Freedom amidst 

Emerging Issues related to COVID-19”it was a held through 

Zoom on 25-27 November 2020. 

I would like to recall that as CIES President-elect, when 

I organized its 59th annual conference that was held in 

March 015 CIES in Washington, DC, one of the innovations 

I introduced was the Film Festivellete, a cinematic space for 

engaging issues of relevance in comparative education.  

From this past experience, In the 2nd and 3rd WCCES 

symposia, we also introduced the innovation of using films 

as legitimate sources for contributing to the debates in our 

professional meetings. We are grateful for the film Symbiotic 

Earth focusing on the inspiring and path-breaking scientist 

and teacher: Lynn Margulis that provided the opportunity for 

the participants to have a fruitful discussion with director of 

this film John Feldman. Visibly, this session became one of 

the highlights of the symposium. After showing Ai Weiwei’s 

“Human Flow’ at the 2nd WCCES Symposium on migration 

in Geneva in 2019, and Symbiotic Earth this time, we will 

make the cinematic space an integral part of our future 

symposia as well as the world congresses. We would like to 

take this opportunity to express our gratitude to Open Society 

Foundations, and more specifically Hugh McClean for their 

sustained support.

We have been receiving positive reviews from the participants 

on the way this symposium was planned and conducted 

despite severe disruptions created by the COVID-19 pandemic. 

WCCES Update for  
CIES Perspectives

N’DRI T. ASSIÉ-LUMUMBA 
President, World Council of Comparative Education Societies (WCCES)

N’Dri T. Assié-Lumumba
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Presenters during the symposium shared their unique insights 

of these devastating times in the educational landscape from 

across the world. While it was held virtually, the Portuguese 

Society of Education Sciences – Section of Comparative 

Education under the leadership of Antonio Teodoro hosted the 

meeting. Thus, we want to reiterate our deepest appreciation for 

the dedication and professionalism that contributed to make the 

symposium a successful and pleasant virtual gathering.

There were about 160 presentations during the three days of the 

symposium, including three keynote speeches, seven invited 

panels, and two special sessions, one on a book interview and 

the cinematic space with the film.

We have invited revised short and full papers from the 

participants of the symposium untill 31 March 2021, which will 

be subjected to our rigorous peer-review process for possible 

publication in any of the following three outlets: 

1.  Global Comparative Education: Journal of the WCCES, 

which publishes full-length papers of about 6000 words in 

any of the six official languages of the United Nations 

2  World Voices Nexus: The WCCES Chronicle, which 

publishes short papers of about 3000 words in any of the 

six official languages of the United Nations 

3  WCCES Brill I Sense Book Series, which publishes full-

length papers of about 6000 words in English.  The editor/

co-editors will be communicated.

Scholars who did not attend the symposium but are interested 

in contributing may submit their articles/chapters which will be 

also reviewed and will be included depending on the reviewers’ 

recommendations. We shall strive to continue this momentum 

during 2021 by organizing another symposium possibly on the 

emerging domain of Emotional Learning.

As we have entered 2021, I wish you a healthy, happy, and 

prosperous New Year 2021! 
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If any of you happened to watch 

episode 4 of Lupin on Netflix, you 

might recall an incident where a 

journalist hides an incriminating 

VHS tape (remember those?) in 

her former newspaper office 

under a misleadingly innocuous 

title, and then retrieves it in 

order to provoke a scandal. 

There are two take-aways for 

our Society’s situation this year.  

First, mislabeling is a way of “losing” files -- deliberately in 

the Lupin episode, but accidently in our case. Secondly, 

information platforms change right out from under us, 

becoming obsolete and rendering data inaccessible. In 

our case, many of our Society’s documents cannot now 

easily be retrieved, some were saved as WordPerfect files 

(remember that software?) or on ‘box’s that no longer 

are accessible, or on some floppy-disc that most new 

computers cannot read and so on.  

This past year, 2020, we had to do a lot of thinking about 

record-keeping, data-sorting and refiling as the management 

office of the Society moved to the University of Pittsburgh. 

Having an Executive Director’s office is a newish experience 

for us, and the current one is only the second one we have 

ever had. We are a (relatively) young professional organization 

with for many years no professional secretariate, and all 

the management was carried out by the elected members. 

For instance, conference organizing was all handled by 

the president-elect out of his/her university office with the 

help of a few local graduate students, till 4-5 years ago. The 

increased duties of the executive director were only added to 

the bylaws about two years ago and only published on Oct 

14, 2019 on our home-page. 

The rest of my corner is devoted to filing, labelling and 

data-storage and usage. Please note that all this record-

keeping and filing is different from the Society Archive 

which is the Society’s paper special collection, with very 

few digitized documents, that preserves and provides 

access to primary sources and rare materials that support 

the learning, teaching and research about Comparative 

and International Education; see more at https://www.

cies.us/page/CIESArchives.  Although we have certain 

problems with both kinds of repositories, I want to 

distinguish here between ‘archives’ and ‘records’ so as to 

keep the two stories separate in discussing where we are 

and where we might be heading. 

Records are the day-to-day ‘paper trail’ that are nowadays 

no longer on paper at all, but rather electronic files of the 

Society’s organizational management.  This is not to say 

that all of those ‘records’ are not deposited at the Archive 

some do have historical value and should be become 

part of the repository of the permanently valuable legacy 

of our Society (as the by-law stipulates).  In our case the 

Society’s Records include some of the following (this is 

not an exhaustive list):

 •  Policies and Procedures. Examples are the award hand-

book, the SIG hand-book, nominations and voting 

processes, and the new policy on Guiding Principles 

on Taking a Public Stance

•  Meeting Minutes. Examples are minutes of executive 

committee meetings, board of directors’ meetings, 

and meetings of the various committees, e.g Finance 

& Investment and Publications.

ESTHER E. GOTTLIEB, THE OHIO STATE UNIVERSITY  
CIES Historian, 2018-2021

Esther E. Gottlieb

Archive & Records Keeping:
Building a Calatrava Bridge to Our Future?
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•  Accounting records include financial transactions and 

management of the Society’s affairs, such as budgets 

and accounts payable, as well as endowments.  

•  Legal records include annual audits and contracts with 

the University of Chicago Press, with the conference 

management service, and with conference hotels and 

such other service providers.

•  Correspondence records, which may be internal or external, 

for example, letters, circulars, memos, notices etc.

This very last item readily illustrates how each one of us 

has his/her own idiosyncratic system of naming and filing 

material. Now expand that idiosyncrasy to the last ten years 

CIES, when we have had three different organizational entities 

that handling all the above, 10 presidents who each served a 

4-year term, 3 members of the executive committee each 

serving a 3-year term (the fourth member, the editor, is on 

the committee as long as he serves the editor, the current one 

for 7 years), and 10 members of the board each serving for 3 

years.  Throughout these years, individual officers kept all the 

materials listed above according to naming and filing systems 

that followed not one but their own multiple conventions. 

An organization cannot perform its work without having a 

naming convention; neither can an individual, for that matter. 

The difference is that an individual is only responsible for his/

her own effectiveness and efficiency, whereas an organization 

without consistent filing and document—naming convention 

could never move from one management to another without 

major disruptions, which is our story over the past 15 years as 

our Society grew larger and larger.  

We had ad-hoc committees and reports on the question of a 

professional executive office when the idea of moving to have 

one was under consideration. I have read them all, and none 

of them addresses the idea of a documentation system. Even 

in our new by-laws, Article IV, “Duties of Executive Director” 

covers 11 different points, including one that reads, “Maintain 

the infrastructure for the Office of the Executive Director 

(OED) including IT systems and records,” this mentions 

‘records’ both infrastructure and maintains which both allude 

to a system but fall short of naming its parameters. Of course, 

this is not part of by-laws but part of the contract, I did read 

the current contract and do not recall mandating a systematic 

system that once being transfer can be used by others than 

the current officers.  

I reported at the last conference during the State of the Society 

session on the conditions of the documents inherited by the 

new Office of the Executive Director, and this year, my last as 

Historian, I will report on our substantial progress to date on 

this front, and on how much more remains to be done.

Everyone at the Office of the Executive Director, and all of 

us elected officers, already know about it, but I can see how 

hard it is to be systematic in naming circulating documents, 

so that they are searchable by date and key words.  I suggest 

considering the instituting of a systematic method for naming 

and saving files as a bridge from the past and present to our 

future as a Society.  A bridge, as you know, is a structure built to 

span an obstacle; it is to overcome something that is otherwise 

difficult or impossible to overcome. Now there are many ways 

to think of a bridge. Maybe when you read the word bridge you 

were thinking of some well-known, “bridge-like” bridges like 

Tower Bridge or the Golden Gate Bridge:

But maybe you could also imagine some other, less “bridge-

like” bridges, such as these: 

Some bridges are “prototypical” bridges; other are less proto-
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typically “bridge-like,” like the ones above, but they still belong to the category “bridge” and serve the functions of a bridge. 

Now that we are re-naming and re-filing the society’s documents, are we going to build a prototypical solution to serve our im-

CONTINUED FROM PREVIOUS PAGE

mediate needs of getting from point A to point B, or should we 

invest the time and resources to build a whole new structure, 

something like Calatrava’s bridges below, that could carry our 

Society from our past and present to our future?

Reference:

Newcomb, Tim (2021) These Are the 30 Most Impressive Bridges in the World: From old stone spans to sweeping modern suspensions, bridges 
have a way of wowing us. https://www.popularmechanics.com/technology/infrastructure/g2383/the-worlds-most-impressive-bridges/

https://www.popularmechanics.com/technology/infrastructure/g2383/the-worlds-most-impressive-bridges/
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Nicholas Stans Shawa 
Written by Shirley Miske

In Memoriam

Born in Malawi, the “Warm Heart of Africa,” Nicholas 

Stans Shawa (“Nick”) was himself a warm-hearted, 

generous person, and a brilliant practitioner. The son 

of educators, Nick recalled the impact that traveling 

to Teacher Training Colleges around Malawi (with his 

father, a Teacher Training College Principal) had on 

his own decision to work in the field of education. On 

February 1, 2021, at age 57, Nick’s life was tragically cut 

short by Covid-19. 

In a personal statement he wrote in 2017, Nick said, “My 

service in educational development for the past 20 years 

has been to provide technical leadership across Africa by 

designing, implementing, and strengthening systems of 

monitoring and evaluation. Through Malawi’s university 

system and as an independent consultant, I have been 

privileged to do this work with and for various ministries 

of the Government of Malawi (the Ministry of Education 

Science and Training [MOEST], in particular), as well as 

for the governments of nearly all (approximately 95% 

of) African countries. I have worked with project teams 

in many nations of the continent to design and deliver 

evaluations, and to build capacity in ways that foster 

an atmosphere of teamwork, productivity, creativity, 

fairness, equity and innovation.” 

During his 25-year career in international development 

education, Nick made valuable contributions to research 

studies conducted in education, health, social science, 

and agriculture, as well as in the use of computer 

technology. His areas of expertise included program 

evaluation, project and team management, and mixed 

methods research. Nick was an instructor at Chancellor 

College, University of Malawi, and at the Lilongwe 

University of Agriculture and Natural Resources (formerly 

Bunda College), where he regularly led evaluations for 

university projects. He was passionate about improving 

education, particularly in his home country. To that end, 

he worked for a wide range of organizations, including 

the American Institutes for Research (AIR); CARE 

International; USAID Malawi; Miske Witt & Associates 

International; and, most recently, for Abt Associates. 

Nick loved the Comparative and International Education 

Society (CIES). He published and he presented papers 

reporting on his collaborative research and evaluation at 

several CIES meetings. In 2017 he was awarded the CIES 

International Travel Award for Distinguished Service 

in Education Reform. His presentation in Atlanta with 

Dr. Nancy Kendall, “Monitoring gender relations and 

practices in PSIPSE’s Engaging Communities and Schools 

in Support of Adolescent Girls in Malawi/Tepetepe 

1963-2021
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project,” shared the findings on ground-breaking, ripple 

effect work from that project.

In 2003, Nick designed and led the data management 

on a CARE project supporting girls’ education in Malawi 

and on a sister project in Tanzania. As Nick observed 

the similarities and differences of workload and equity 

issues in gender and education in those two countries, 

it piqued his interest in comparing those issues further 

and more intentionally.  

He went on to distinguish himself as an extraordinary 

leader in the design and the implementation of education 

monitoring and evaluation systems, providing M&E 

support to numerous education projects. He led the 

development of data collection instruments in multiple 

USAID-funded projects. He successfully developed and 

implemented M&E systems that were lauded during 

USAID’s 2011 Data Quality Assurance audit of the Malawi 

Teacher Professional Development Support and 2009 

Primary School Support Programme (PSSP): School Fees 

Pilot, among others. 

Nick was committed to capacity building and systems 

strengthening. As the Senior Monitoring and Evaluation 

(M&E) Systems Advisor on the USAID-funded Malawi 

Teacher Professional Development Support Program, 

he supported MOEST in the design and development 

of the M&E framework and strategy for the National 

Primary Curriculum of Malawi. For PSSP, he managed 

learner achievement studies in the implementing 

and comparison districts.  He supported core literacy 

team experts who developed the early grade reading 

assessment tools, data collection, and management of 

multi-year longitudinal data on student performance 

based at the Malawi Institute of Education. 

It was not unusual for Nick to be recruited to sort out and 

reorganize a complex research or evaluation activity that 

others had found difficult to address adequately. Nick 

designed and implemented an impressive process for 

Malawi’s 2016 Demographic and Health Survey (DHS). 

He recruited, trained, and organized scores of technical 

people to enter, clean, and do a preliminary analysis of 

the data—“with zero errors at the end,” he beamed. In 

2016 and 2017, Mr. Shawa also led the data management 

for the external evaluation of a DFID Girls Education 

Challenge Randomized Control Trial project conducted 

by Miske Witt & Associates International together with 

Q Partnership (Harare) for World Vision in Zimbabwe. 

Under Nick’s leadership, data collection teams gathered 

data in a tightly compressed timeframe under conditions 

of drought, floods, power outages, and more.

Nick maintained excellent relationships with colleagues 

and clients alike, long after a project had ended. “If you 

knew Nick, you loved him,” remarked CIES member 

Kara Janigan who had worked alongside Nick since 

2004. He was an extraordinarily creative thinker, whose 

approaches to project management, problem-solving, 

and evaluation centered on relationality and always 

brought something new and powerful to the table. As 

his experience grew, Nick mentored younger M&E 

staff, attending to their evaluation learning needs and 

modeling strong team leadership.  

Nick was a beloved chief in his home village in northern 

Malawi. He was an attentive and caring leader, just as 

he was a friend and colleague. He took great pride in 

Malawi’s beauty and bounty, and he was a firm believer 

in simplicity and in the importance of natural foods. Nick 

was a remarkable translator and weaver. He brought his 

experiences from studying education around the world 

into his relationships and his work in unexpected but 

always illuminating and transformative ways. 

Upon hearing of Nick’s passing, Maggie Magadza, 

Associate Consultant, Q Partnership, offered the 

following: “I was honored to have been his friend. We 

spoke about 10 days ago when he had just come back 

from a trip up-country taking food and fertilizer to his 

family in his rural village. We were saying then how hard 

this pandemic and the lockdowns had been for the rural 

people, and how it was going to take a long time for 

them to recover both socially and economically. But the 

hope this farming season was that the rains have been 

good and hopefully the harvests would be good too. 

And we spoke of how many friends and colleagues were 

succumbing to this virus and the devastating impact it 

was having in our countries.”

Nick dreamed of training a new generation of 

international development practitioners, researchers, 

and leaders in Malawi. He was an extraordinary 

thinker, researcher, and evaluator; a chief; a father; 

and a friend and colleague who is deeply mourned and 

will be sorely missed. 

A session to remember Nick’s contributions and to 

share memories of his life and his work will be held at 

CIES 2021.

CONTINUED FROM PREVIOUS PAGE
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Robert A. Rhoads 
Written by Kathryn Anderson-Levitt5

In Memoriam

“Rob” Rhoads, a professor of education in the division of 

Higher Education and Organizational Change (HEOC) 

at UCLA’s Graduate School of Education & Information 

Studies, passed away on October 25, 2018, at the age of 60, 

after a long battle with cancer.  

Rhoads was a scholar of global citizenship, the role of 

research universities in China, and higher education. His 

volume Global Citizenship and the University: Advancing 

Social Life and Relations in an Interdependent World 

(co-authored with Katalin Szelényi, Stanford, 2011) was 

recognized as the 2012 Outstanding Publication of the Year 

by the Postsecondary Education Division of the American 

Educational Research Association. A 2014 volume, China’s 

Rising Research Universities: A New Era of Global Ambition 

(with X. Wang, X. Shi, and Y. Chang, Johns Hopkins, 2014) 

explores changes in faculty life at four leading universities. 

He co-edited The University, State, and Market: The Political 

Economy of Globalization in the Americas (Stanford, 2006) 

with Carlos Torres, and also published on Massive Open 

Online Courses, student activism, student sexual identities 

and faculty socialization in the United States. His articles 

appeared in a wide range of journals, from Comparative 

Education Review to Higher Education to the Anthropology 

and Education Quarterly.

At UCLA, Rhoads served as co-director of the Education 

Leadership Program, UCLA’s practice-based EdD program 

for practitioners, and as an affiliate professor at the Center 

for Chinese Studies and the UCLA Latin American Center 

and the Higher Education Research Institute (HERI). Prior 

to arriving at UCLA, Rhoads was an associate professor in 

the Department of Educational Administration at Michigan 

State University. He earned his doctorate in higher education 

and a master’s degree in sociology at Pennsylvania State 

University. Professor Rhoads was also a visiting faculty 

member at several Chinese universities including Zhejiang 

University, Minzu University, Renmin University of China, 

and Guangdong University of Foreign Studies. In 2015, 

he was selected as an American Educational Research 

Association Fellow.

Colleagues at UCLA remember Rob as a kind and gracious 

colleague. Many students spoke at the campus memorial 

service of his support for their success. Co-director of 

the Educational Leadership Program Linda Rose said “He 

was noted for providing extensive feedback on students’ 

papers.” Student Emily Schlam said, “Rob’s commitment to 

his students was unparalleled. Even when he was very sick, 

he remained unequivocally devoted to helping me succeed 

and complete my dissertation project.” 

One of Rob Rhoads’ last publications will appear in 

Comparative Education Review in 2021, “Cross-Ethnic 

Friendships among Ethnic Minority and Han Students 

at a Chinese University,” co-authored with Xuyan Wang 

(Hangzhou Normal University), Rob’s wife, Xiaoyang Sun 

(Temple University), and Jenny Jong-Hwa Lee (UCLA).

1957-2018

5  Drawing in part on the obituary published by the Graduate School  
of Education and Information Studies, UCLA.
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John Hawkins 
Written by Carlos Torres and Val D. Rust

In Memoriam

Members of the Comparative and International 

Education Society say farewell to one of its distinguished 

fellows.  John N. Hawkins died on June 27, 2020 in Los 

Angeles.  We are all saddened by the news. The last 

years of his life has been difficult. A couple of years 

ago, he suffered a stroke while delivering an address to 

a group of international educators in Hong Kong, and 

was unable to speak for the remainder of his life. 

John’s formal contribution to our society was 

outstanding. He published actively in comparative 

education outlets, including the Comparative Education 

Review, Comparative Education, and  International 

Review of Education. Administratively, he served as 

the treasurer, vice president, and president of CIES. In 

addition he was the editor of the Comparative Education 

Review during the time the journal offices were housed 

at UCLA.  In 2009 CIES bestowed on him its Lifetime 

Achievement Award.

John was born in Sterling, Illinois. He received a BA at 

the University of Hawaii, an MA in East Asian Studies 

at the University of British Columbia, and a PhD in East 

Asian Studies and Education at Vanderbilt University.  

Val Rust first met him at the Manoa campus in Hawaii, 

while John was getting his first degree. It was there that 

John met his wife, Judy, who had grown up on Oahu. 

They had two daughters, Marisa and Larina.

His stay in Hawaii defined John’s professional career.  

In 1966, he spent a summer in Tokyo on a research 

project, and he noticed billboard advertisements 

inviting Japanese to visit China. He had never seen such 

notices in the US, but decided to go there. He witnessed 

Chairman Mao inspecting the red guards at Tianamen 

Square in Beijing. When the State Department contacted 

him, he  discovered Americans were not allowed to do 

such a thing.  His passport was taken from him, and he 

suffered great professional difficulty.  In spite of this, 

his venture gave him a research advantage over other 

China specialists in America.  His book, Mao Tse-tung 

and Education defined him as an elite among China 

specialists.

After John completed his PhD, he was invited to join 

the faculty in the Department of Education at UCLA. 

It was a temporary appointment, filling in for Val Rust, 

who was on assignment in Göttingen, Germany, with 

the University’s Education Abroad Program.  The 

Department of Education quickly recognized John’s 

talents and he received a permanent appointment. 

Within two years, he was the assistant to Dean John I. 

Goodlad. He also served for several years as the head of 

his administrative division in the department, Social 

Sciences and Comparative Education (SSCE).  All this 

time, he was active in cross-campus activities, and was 

eventually appointed to be the head of the International 

1944-2020
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Institute, which was the campus-wide center for 

international studies at UCLA. He served there for many 

years,  and he played a significant role in expanding 

international programs on campus. He was especially 

active in cultivating international exchange agreements 

with institutions around the world, and raising funds 

for international activities.

We comparative educators on campus were fortunate 

beneficiaries of his leadership.  Carlos Torres served 

for several years as the Director of the Latin American 

Studies Center. Val Rust was the Director of the 

International Education center, that ran all campus 

student exchange programs. Edith Omwami ran several 

research projects in Africa. In addition, we all worked 

closely with John on his own research programs and 

published several joint papers with him. He wrote or 

edited sixteen books and more than eighty articles on 

comparative education and education in East Asia.  He 

was especially influential in higher education studies in 

Asia, serving with James Jacob as the co-editors of a 

Palgrave MacMillan series of more than thirty books on 

“International and Development Education.”  Val Rust 

fondly recalls writing joint articles with titles such as 

“Shifting Perspectives on Comparative Research.”  

As his tenure as Director of the International Institute 

wound down, John joined together with Val Rust to 

establish the Center for International and Development 

Education (CIDE), in the Department of Education. CIDE 

dealt extensively with higher educational mapping 

around the world, international educational leadership, 

and teacher training.  It was active in acquiring research 

and development grants to carry out its work, and 

providing student financial support. John was always 

a very encouraging and supporting scholar, colleague 

and administrator. When Carlos Alberto Torres become 

Director of the Latin American Center, John was always 

the trusted administrator and adviser to go for specific 

suggestions and recommendations. John was also 

instrumental in bringing Paulo Freire to UCLA in 1991 

because he provided the funding and helped coordinate 

the event. 

In 2007, John Retired from UCLA, but this simply gave 

him the space to continue work he had been doing 

for many years.  Throughout his career he had been 

affiliated with the East West Center, housed at the Manoa 

campus of the University of Hawaii.  There he served 

as co-director of the Asian-Pacific Higher Education 

Research Partnership.  His major role was providing in-

service training to those working in partner institutions 

in China, Japan, South Korea, Taiwan, Malaysia, etc.  

John spent much of his retired life in an airplane, as he 

worked with colleagues. In the process, John received 

many awards and appointments at institutions such as 

East China Normal University, Yokohama University, 

and l’ordre des Palmes Academiques.

John spent most of his adult life living in Calabasas 

in San Fernando Valley. He had quick easy access to 

the ocean, and warm beautiful skies. John Hawkins 

represents the best of comparative education.  We shall 

miss his ever-present, gracious smile and his sharp 

mind.  Because of the Covid 19 Pandemic, it was not 

possible to organize a full memorial service for him. 

CONTINUED FROM PREVIOUS PAGE
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The 65th annual meeting of the Comparative and 

International Education Society is approaching quickly. 

Our early planning for a hybrid conference with virtual 

sessions and an in-person meeting in Seattle changed 

during late 2020 due to the continuing challenges 

related to the coronavirus pandemic. CIES 2021 will be 

an all-virtual conference, with all of the usual activities 

that the CIES community expects.

vCIES 2021 will open with an interactive performance 

by Feminist Educators Against Sexism. #FEAS is 

“an international feminist collective committed to 

developing interventions into sexism in the academy 

and other educational spaces. We use a mix of humour, 

irreverence, guerrilla methodology, arts practices and 

methodologies as well as collective action to interrupt 

and disarm both everyday and institutional sexism 

within Higher Education and other spaces” (https:// 

feministeducatorsagainstsexism.com/). Their opening 

event will be followed by a virtual reception.

The keynote plenaries include Gayatri Chakravorty 

Spivak (Columbia University), our Kneller lecturer on 

Tuesday, speaking on Abolition and Annihilation. 

Kavita Ramdas (Open Society Foundation) will speak 

on Monday on Power Dynamics, Philanthropy and 

Global Justice, in conversation with Wanjiru Kamau- 

Rutenberg (African Women in Agricultural Research

and Development [AWARD]). On Wednesday, John A. 

Powell (UC Berkeley; title to be announced). 

Three featured panels situate new scholars, practitioners 

and activists at the center. “Real Talk about Partnerships: 

Examining Processes, Priorities and Power” is 

designed to get at the onthe- ground experiences of 

partnerships. “Education Entrepreneurship and Social 

Responsibility” features a panel of CIE/education 

alumni who have launched educational ventures to 

respond to an educational and socioeconomic need 

in a socially responsible manner. “Examining the 

COVID-19 Pandemic through the Lenses of Gender, 

Underrepresented Groups, and New Scholars” (co-

sponsored by the three advocacy standing committees), 

will engage the attendees in a number of thematic 

breakout discussions.

Beyond the keynotes and featured panels, we will have 

the usual evocative sessions members have come to 

appreciate at CIES meetings: panels and roundtables, 

posters, book launches and pre-conference workshops. 

You will not want to miss the art exhibits and film 

festivalette, book exhibits, receptions, and – new this 

year – a career recruitment gallery. Knowing that 

networking and spontaneous meetings in the hallways 

are a valued part of an in-person conference, we have 

plans underway to engage less formally, to chat, to meet 

KAREN MONKMAN, CIES 2021 Program Chair and CIES President Elect

XI WANG AND DAO NGUYEN, CIES 2021 Conference Coordinators (University of Pittsburgh)

CIES Seattle 2021
Social Responsibility within Changing Contexts
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new people in the CIES community virtually. During 

the scheduled coffee breaks you can take a break, 

or attend any of the mindfulness sessions where 

meditation, yoga, and other activities will be offered 

by the Contemplative Inquiry and Holistic Education 

SIG; or the “Dispatches” sessions sponsored by the 

New Scholars Committee where discussions of artistic 

expressions from research will take place.

Planning for a virtual conference during the pandemic 

brings a new set of challenges. Overcoming these 

challenges is also helping CIES to move forward 

toward new ways to meet and engage. We had over 

1700 submissions involving over 3000 people – 

beyond our expectations during this pandemic year. 

In encouraging bilingual presentations, we received 

submissions for 24 bilingual panel sessions) and 61 

papers, in 27 languages + English. We encourage the 

bilingual presenters to use both their language of 

choice and English, to expand access to all. Currently 

we have over 2300 people registered for the conference. 

Accommodating time zones is a challenge in a virtual 

conference – we typically have participants from 

about 120 countries. The daily schedule has been 

extended for this purpose, adding earlier and later 

session times April 25-29. Posters and the art exhibits 

are asynchronous, so available anytime between April 

25 and May 2. SIG business meetings are April 30 and 

May 1, to enable more attendance by not competing 

with regular sessions. As we enter the third decade 

of the 21st century, we see rapid changes in political, 

economic, environmental, cultural, and social spaces. 

Along with these changes is an increasing variety of 

actors, including non-state actors who are now more 

involved. These changes influence education globally 

and locally. This calls for revisiting the relationships 

among context, actors, visions, and action, and 

our own collective social responsibility. Many 

presentations will engage the conference theme – 

“Social Responsibility within Changing Contexts.”

vCIES 2021 would not be possible if not for integral 

involvement of many individuals. We especially 

would like to thank MaestroMeetings and the OED, all 

of the SIG and standing committee unit planners, and 

of course, our two conference coordinators – Xi Wang 

and Dao Nguyen. The creative energies of our keynote 

planning team, Seattle planning group, social media 

group, language support team, advisors and others are 

central to the success of vCIES 2021.

Thank you, to: Emily Anderson, Sonja Anderson, Aryn 

Baxter, Jose Cossa, Sondra Cuban, Gustavo Fischman, 

Jennifer Fricas, Yuan Gao, Mina Hogsett, Sangeeta 

Kamat , Nancy Kendall, Autumn Knowles, Cecilia 

Kyalo, Ximing Li, Kathryn Moeller, Kristin Molyneaux, 

Taylor Spratt, Weiyan Xiong, Kara Brown and Laura 

Valdiviezo and the Language Issues SIG, and the many 

others who have jumped in to help.
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