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Editorial Note
This special edition of International Studies in Educational Administration has been produced
under the guest editorship of Professor Charles Webber of Thompson Rivers University,
British Columbia, Canada. It deals with the important topic of leading intercultural and
inclusive schools. The international writing team assembled includes experts in educational
leadership, special education and multiculturalism. Drawing on a wide range of national
contexts, the cross-cultural team of authors offer articles that enable Professor Webber’s aim
of beginning a transnational debate concerning intercultural inclusive education to be realised.
The articles offer a clear theme relating to the challenges and opportunities confronting
educational leaders in securing learner inclusion and so enhancing the lives of children in
their care.
The first article in this special edition is offered by Charles Webber (Canada) and Judy Lupart
(Canada), who introduce the topic of intercultural inclusive education, describe the
international action research initiative that forms the basis of this special edition, and report
on the articles that follow. Their article depicts a framework for the leadership of intercultural
inclusive educational organisations and relates how the components of this framework have
been informed and advanced by the action research initiative undertaken. The second article
by Nithi Muthukrishna (South Africa) and Heike Schlüter (Germany) draws on their own
different national contexts as they explore the implications for school leadership in relation to
the debate they raise concerning the development of inclusive and socially just school cultures.
The third article is authored by Kobus Mentz (South Africa) and Shermaine Barrett (Jamaica),
who compare efforts in South Africa and Jamaica to provide leadership contexts conducive to
inclusive education. They conclude that further training would help leaders and their schools
to better embrace the challenges associated with inclusive education.
Highlighting similarities and differences in the ways in which China and the United States
approach inclusive education, the fourth article authored by Xiao Liang (China) and Heidi
Abadeh (United States) utilises this comparison to consider implications for leadership,
professional development, resource allocation and the ongoing research agenda for
intercultural inclusive education. The fifth article by Shelleyann Scott (Canada) and Jane
Rarieya (Tanzania) adopts a cross-cultural comparison of leadership development in East
Africa and Canada, and suggests that inclusive education should become much more
prominent in professional development programmes. Stephen Lawton (United States), David
Philpott (Canada) and Edith Furey (Canada) offer a sixth article, which explores the funding
implications associated with inclusive education and so provide an opportunity for readers
to reflect on policy and practice within their own jurisdictions. Lastly, the seventh article,
authored by Michael Cowie (Scotland) and Edith Cisneros-Cohernour (Mexico), uses situated
accounts of accountability process within their own differing national contexts to consider
how the accountability agenda influences educational purposes, inclusion and social justice
in both countries.
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Understanding the challenges and opportunities inherent in leading and learning to lead
intercultural and inclusive cultures in schools is clearly of great importance. What this special
edition impressively achieves is an important step in sharing dialogue, in beginning to learn
from one another and in enabling readers to reflect further on how they can facilitate inclusion
for diverse learners within their own national context.
Christopher Rhodes and Tom Bisschoff
Joint Editors, International Studies in Educational Administration
University of Birmingham, UK
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Leading Intercultural Inclusive Schools:
An International Perspective
Charles F. Webber and Judy Lupart

Abstract: This article emphasises the need for widespread and ongoing responsible professional dialogue
about intercultural inclusive education, defined as consideration of difference among students, and
access to differentiated instruction and support to students to accommodate the cognitive, emotional,
physical, developmental and cultural attributes of individual learners. An international action-researchlike process was used to elicit cross-cultural dialogue about facets of intercultural inclusive education.
The dialogue was analysed and seven themes emerged: (a) the role of leaders in intercultural inclusive
education, (b) a definition and conceptual framework for intercultural inclusive education, (c) a values
framework that can guide intercultural inclusive education, (d) a reconsideration of instructional
leadership in the context of intercultural inclusive schools, (e) the reframing of the challenges of diversity
as opportunities to work toward stronger civil democracies, (f) professional development for leaders in
intercultural inclusive educational systems, and (g) a map for the future of intercultural inclusive
education. The article closes with a proposed framework for mapping leadership in intercultural
inclusive schools.

Introduction
For over a century the fields of regular and special education have undergone broad changes
as Western societies strove to accommodate the learning needs of more and more young
people. During much of that time reforms in regular education were intended to increase
achievement levels so young people could graduate with the skills needed to participate fully
in society and the work force. For example, programming at the high school level in North
America expanded dramatically to increase choice and to reduce drop-out rates.
Administrative structures for schools, which were small and decentralised in the first half of
the twentieth century, expanded in favour of much larger school districts, partly to increase
the viability of low-enrolment programmes and partly to increase efficiency. At the same time,
special education programmes, initially delivered in segregated settings, were introduced to
encourage the education of young people who previously may not have attended school or,
if they did, stayed only briefly. These changes led, for example, to schooling for students from
a wider range of socioeconomic backgrounds, increased student retention rates, lengthier and
more structured teacher education programmes and, toward the latter part of the twentieth
century, a gradual shift from the isolation of students with exceptional learning needs to what
became known as mainstreamed educational settings in local schools (Lupart & Webber 2002).

3
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The passage of Public Law 94-142 in the United States in 1975 had a widespread and long-term
impact on schools throughout North America and beyond. The legislation was intended to
establish greater equity in educational programming for students with exceptional learning
needs and, perhaps most influentially, to provide educational services within regular
classroom settings. The debate that ensued focused on the capacity of schools to meet the
learning needs of such an extended range of students, the ability of classroom teachers to
provide differentiated instruction, the adequacy of teacher education programmes, and the
influence of students with special learning needs on the academic and social development of
so-called regular students.
Dialogue about the inclusion of students with exceptional needs in the regular classroom
continued throughout the first decade of the twenty-first century, but with an expanded
definition of what constitutes special needs. Earlier discussions focused on students with
obvious cognitive, physical and developmental challenges, while the profiles of students with
special needs now also include those classified as English language learners, members of
visible minorities, children in low-income families, young people whose cultures and religions
are not main stream, and those located in remote regions of their nations. Moreover,
educational, psychological and social service interventions are deemed necessary for
increasing numbers of students with emotional, social and health challenges.
An expanded conceptualisation of special needs is not unique to North America. Indeed, one
result of globalisation is an unprecedented mix of cultures, languages and religions in most major
cities in the West. The added influence of information and communication technology means
that discussions of difference have leapt from being local to global conversations. There now is
a need for academics and educational practitioners across the world to collaborate on the
identification of key issues and questions with the intent of fostering dialogue that crosses
traditional disciplinary and political boundaries. It is critical that educators cease polarising and
competitive debates about whether resources and support ought to be directed toward segregated
or inclusive classrooms, psychological and social interventions, or schools of choice for children
who are members of particular cultural and religious groups. What is needed is widespread and
ongoing responsible professional dialogue, demonstrated by the authors of the articles that follow.

Employing an Action-research-like Process
This special issue of International Studies in Education Administration is intended to foster
‘boundary-breaking entrepreneurialism’ (Scott & Webber 2008: 770) that ‘push[es] the edges
of beliefs and practices … to create new possibilities for learning’ (Webber & Robertson 1998:
18). To this end, we drew upon relevant literature and a wide range of professional and
research networks to identify teams of international researchers with expertise in educational
leadership, special education and multiculturalism, and invited them to consider several key
issues in the context of intercultural inclusive education: school culture, instructional
leadership, inclusive and/or segregated classroom assignments, professional development
for principals, finance, and accountability. We assigned each international writing team the key
issue that was within its realm of expertise, and asked the team members to undertake a
comparative analysis of how the issue was manifested in their national contexts.
The result is this collection of articles, beginning with a discussion by Muthukrishna and
Schlüter of socially just inclusive school cultures, a discussion framed by the authors’
respective experiences in South Africa and Germany. Next, Mentz and Barrett consider
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leadership and inclusive education, again in the context of South Africa but this time
juxtaposed with the educational setting in Jamaica. This is followed by Liang and Abadeh’s
comparative report about inclusion versus segregation in China and the United States.
Subsequently, Scott and Rarieya compare and contrast leadership development in Canada
and the East African nations of Kenya and Tanzania. An important discussion of educational
funding in relation to diversity is presented by Lawton, Philpott and Furey, who provide a
comparative analysis of educational funding in the Canadian province of Ontario and the
American state of Arizona. In the final article, Cowie and Cisneros-Cohernour draw upon
their knowledge of accountability frameworks in their respective settings of Scotland and
Mexico to offer suggestions for how ‘intelligent accountability’ can be realised.
Once we received the invited manuscripts, we undertook a process of content analysis of each
manuscript in order to highlight salient information and, subsequently, to code and sort the
information into emergent categories. The result is the following account which addresses
seven areas:
a. the role of leaders in intercultural inclusive education;
b. a definition and conceptual framework for intercultural inclusive education;
c. a values framework that can guide leadership of intercultural inclusive education;
d.a reconsideration of instructional leadership in the context of intercultural inclusive
schools;
e. the reframing of the challenges of diversity as opportunities to work toward stronger
civil democracies;
f. professional development for leaders in intercultural inclusive educational systems;
and
g. a map for the future of intercultural inclusive education.
We conceptualised the above process as international action-research-like. That is, we
modified the descriptions of action research offered by Gay, Mills & Airasian (2009), Gall, Gall
& Borg (2010) and Mills (2011) to create the design framework shown in Table 1.

Table 1: International action research
Step

Application to intercultural inclusive education initiative

1. Select focus

We drew upon our previous collaborations linking educational leadership and
special education (Lupart & Webber 1996, 2002) and to address fairness and
equity in student assessment (Webber, Aitken, Lupart & Scott 2009; Aitken
Webber, Lupart & Scott in press).
We identified and described, in consultation with a small team of international
colleagues who served as critical friends, the need to examine intercultural
inclusive education in terms of these key issues: school culture, instructional
leadership, inclusive and/or segregated classroom assignments, professional
development for principals, finance, and accountability.
We sought and obtained permission from the editors of the journal
International Studies of Educational Administration to produce a special issue
focusing on intercultural inclusive education.
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Table 1: Continued
Step

Application to intercultural inclusive education initiative

2. Identify and invite We reviewed literature within our respective fields of study – educational
international
leadership and special education – to identify a pool of potential collaborators
experts
with expertise in the key issues.
We searched professional and research networks of scholars and practitioners
to expand the pool of potential collaborators.
We created draft teams of co-authors representing two distinct national
cultures.
We considered the draft teams in terms of their capacity, as demonstrated by
published reports and conference presentations, to conceptualise concurrently
their knowledge within national and international contexts.
We reduced the list of draft teams to a number that could be accommodated in
a special issue of International Studies of Educational Administration.
We sought and obtained agreement from international colleagues to contribute
invited comparative manuscripts. All first-choice invitees agreed to participate.
However, one invitee had to be replaced when political turmoil in that person’s
country and the invitee’s increased involvement in government responses to
the social unrest precluded that person’s completion of the project. The
selected replacement author had a parallel level of academic expertise and
credibility.
3. Clarify process

We explained the process to invited authors and provided sample guiding
questions in support of the comparative papers.

4. Analyse reports

We undertook a content analysis of each manuscript and created a pool of
information statements that we subsequently coded and sorted.

5. Highlight themes Seven themes emerged from our analysis of the manuscripts: (a) the role of
leaders in intercultural inclusive education, (b) a definition and conceptual
framework for intercultural inclusive education, (c) a values framework that
can guide intercultural inclusive education, (d) a reconsideration of
instructional leadership in the context of intercultural inclusive schools, (e) the
reframing of the challenges of diversity as opportunities to work toward
stronger civil democracies, (f) professional development for leaders in
intercultural inclusive educational systems, and (g) a map for the future of
intercultural inclusive education.
6. Conceptualise a
preferred future

We drew upon the themes to propose a set of attributes characterising our
preferred future for intercultural inclusive education.

What follows is a description of the themes that emerged from our international actionresearch-like initiative.

Role of Leaders in Intercultural Inclusive Education
This introductory theme is brief, but important. It establishes the essential role of educational
leaders in the establishment of schools that are considered effective by their constituents. As
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Scott and Rarieya noted in their article about the professional development of school leaders,
school leadership is more than simply management. The work of school principals is highly
complex and involves navigating intricate relationships among a wide range of students,
teachers, system leaders and community members. This wide audience holds a plethora of
expectations and biases, some of which are common but many of which are competing.
Moreover, the very definition of school community has changed dramatically because of the
pervasive impact of globalisation and technology. For example, Scott & Rarieya describe how
massive global migration of individuals and groups of people has changed student and
community demographics in Western nations, to the point that they are virtually
unrecognisable from those of previous generations. In their article, Muthukrishna and Schlüter
underscore how globalisation and technology have led to students from highly diverse
backgrounds and cultures to interact and influence each other’s lives in significant ways.
The realisation of McLuhan’s (1964) prediction of a technology-based global village means
that the distinctions between local and global have blurred. Even though the manifestations
of globalisation and technology are different across communities (Goddard 2004), the reality
for school and system leaders is that their work invites international comparisons. In their
article, Cowie and Cisneros-Cohernour caution against linking accountability to international
comparisons of educational outcomes, but they also acknowledge that the linking of
international comparisons of student achievement with educational accountability and
economic competitiveness is virtually ubiquitous in nations around the world.
Despite the frequently stated need of citizens of the twenty-first century to consider how to
‘successfully negotiate their lives locally as they interact with the world globally’ (Sarroub
2008: 61), Scott and Rarieya counter that there are more similarities than differences in the
professional development needs of principals across nations. However, they too describe the
need for professional development providers to be mindful of cultural differences.
In summary, school and system leaders fulfil a critical function in the establishment and
maintenance of intercultural inclusive educational communities. The role of leaders is difficult
and demands expertise in relating to diverse constituents living and learning in ‘glocal’
(Sarroub 2008) communities shaped by international migration of people and information.
However, despite the complexities of their profession, educational leaders in all contexts have,
as emphasised in the article by Muthukrishna and Schlüter, an ongoing responsibility to
disrupt unjust practices, an obligation that pervades intercultural inclusive learning
communities.

A Definition and Conceptual Framework for Intercultural
Inclusive Education
The definition for intercultural inclusive education used in this report will draw upon those
considered previously. One was offered in the context of early childhood education in a joint
statement from the Division for Early Childhood of the Council for Exceptional Children and
the National Association for the Education of Young Children (2009: 52):
Early childhood inclusion embodies the values, policies, and practices that support
the right of every infant and young child and his or her family, regardless of ability, to
participate in a broad range of activities and contexts as full members of families,
communities, and society. The desired results of inclusive experiences for children with
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and without disabilities and their families include a sense of belonging and membership,
positive social relationships and friendships, and development and learning to reach
their full potential. The defining features of inclusion that can be used to identify high
quality early childhood programs and services are access, participation, and supports.
This definition is complemented by another articulated by Porter (2008: 63):
Inclusive education means, simply, that all students, including those with disabilities
and other special needs, are educated in regular classrooms with their age peers in
their community schools. Students with disabilities go to the same schools as their
brothers and sisters, are provided with access to the same learning opportunities as
other children, and are engaged in both the academic and social activities of the
classroom. In inclusive schools, support is directed to both the students and their
teachers so they can accomplish relevant individual goals.
These representative definitions of inclusive education have worked well for educators in the
special education field. That is, the primary focus of inclusive education has been on students
who have cognitive and developmental challenges that impede their academic progress
relative to their peers.
However, it is clear from the articles that emerged from the international action research
project reported here that students’ learning is dependent upon so much more than cognitive
or physical differences. Mentz and Barrett articulate a range of additional attributes that
influence learning. They include age, gender, language, social class, ethnicity and disability.
Mentz and Barrett also note how emotional health and physical health status (including
HIV/AIDS) affects learning. Even the geographic location – urban, rural, remote – directly
impacts learning. Lawton, Philpott & Furey add sexual orientation, religion, and membership
in minorities such as Aboriginal groups to the list of inclusion descriptors.
Evidently, the definition of inclusive education needs to be expanded to include, among other
things, ‘intercultural sensitivity’ (Yuen 2010: 733). Indeed, it could be argued that the ongoing
debate about the appropriateness and value of inclusive education (Lupart & Webber 2002)
suggests that special and regular educators operate within different educational subcultures.
Using the lens of intercultural sensitivity to frame dialogue about inclusion allows educators
to consider cognitive, physical and developmental considerations alongside those posed by
cultural diversity in all of its manifestations. Considering the influence of culture adds what
Bennett, Bennett & Landis (2004: 2), writing in the context of intercultural training, called an
‘anthropological dimension’.
Therefore, our definition of intercultural inclusive education is as follows:
Intercultural inclusive education offers full consideration of difference among students.
Intercultural inclusive schools provide access to differentiated instruction and support
to students to accommodate the cognitive, emotional, physical, developmental and
cultural attributes of individual learners.
Along with this definition, we acknowledge that the notion of ‘intercultural competence’
(Rathje 2007: 255), a critical component of intercultural inclusive education, is contested. That
is, there are reasonable challenges to the assumption that educators actually can address or
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even adequately understand the differences among cultural groups. Moreover, it can be
argued that the differences within cultures make it very difficult for educators to apply the
construct of intercultural inclusion. Moreover, cultures and subcultures never cease to evolve,
so cultural understandings must be tentative at best. However, we contend that the cultural
diversity among students in school communities makes it impossible to ignore the need for
educators to develop the cultural literacy necessary to relate effectively to students from a
wide range of backgrounds. Indeed, we suggest that understanding intercultural inclusive
education is as fundamental to teacher effectiveness as is knowledge of child and adolescent
development or subject-area expertise.
Our definition of intercultural inclusive education is premised on several key assumptions
that provide our conceptual framework for this report (Figure 1). First, Mentz and Barrett
argue that intercultural inclusion adheres to the notion that education is a basic human right
and that schools must base teaching and learning on tolerance, respect, and the honouring of
diversity. Mentz and Barrett also state that the purpose of intercultural inclusion is to increase
participation in learning and in the community, and to reduce exclusion from a full life within
society. In other words, intercultural inclusion is in the service of a civil society characterised
by respect for difference (Macfarlane 2008) and of schools that are a democratising influence
(Lund 2003). Indeed, as Lawton, Philpott & Furey note, the social benefits of investing in
education are accepted widely, as are the correlations among education, good citizenship, and
health. Therefore, calls for equity, which is fundamental to intercultural inclusion, are stated
priorities of many local and national governments, including those in Ontario and Arizona
where Lawton, Philpott & Furey gathered their comparative data.

Figure 1: Conceptual framework for intercultural inclusive education

The purpose of
intercultural inclusion is to
increase participation in
learning and in the
community

Intercultural inclusive
education is in the service
of a civil society

Intercultural inclusive
education aims to reduce
exclusion from a full life
within society

Education is a
basic human right

Schools must base
teaching and learning on
tolerance, respect, and the
honouring of diversity

There are strong
correlations among
education, good
citizenship and health

Equity is fundamental to
intercultural inclusive
education
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A Values–action Framework for Intercultural Inclusion
The participants in the international action research initiative collectively articulated a strong
values–action framework for intercultural inclusive education. Interestingly, the values
framework that emerged is flexible and nuanced, rather than fixed and rigid. That is not to say
that educational values were not clearly presented or understood. Rather, the authors of the
articles that follow in this special issue of International Studies in Educational Administration
present a set of sophisticated analyses that reveal the need to seek balance and stability while
retaining a focus on a set of core principles.
The core principles underpinning intercultural inclusive education include the following:
a. In a civil society, individuals and groups have equal rights to freedom, dignity, respect,
and an absence of discrimination (Muthukrishna & Schlüter).
b. The state has an obligation to protect individuals and groups from restrictions to their
human rights (Muthukrishna & Schlüter).
c. School students are valuable resources for society (Mentz & Barrett).
d.All citizens have the right to access and participate in the pursuit of knowledge
(Muthukrishna & Schlüter).
e. Educators and educational systems are accountable for their impact on learners (Cowie
& Cisneros-Cohernour; Muthukrishna & Schlüter).
f. Educators and policy makers should practise boundary-breaking entrepreneurship
(Scott & Rarieya) that seeks new and innovative opportunities to build human and
social capacity.
Although the preceding principles are clear and unambiguous, their successful application to
educational decision making is dependent upon values that are balanced, sensitive and, to
some degree, the result of pragmatic compromise (see Scott & Webber, submitted). For
example, Lawton, Philpott & Furey note that equity is recognised widely as desirable, while
Muthukrishna & Schlüter describe how equality and equity are different; that is, equality
suggests that all individuals are treated the same, while equity implies fair treatment that may
include unequal treatment for some individuals and groups with unique characteristics.
Lawton, Philpott & Furey explain that intercultural inclusive education is intended to embrace
and respect diversity, and this claim is complemented by Muthukrishna & Schlüter’s further
clarification that inclusion is both a goal and a process. In other words, intercultural inclusion
requires ongoing attention because its achievement may never be realised fully (Mentz &
Barrett). Another example of the nuanced nature of the values that guide intercultural
inclusive education is provided by Cowie & Cisneros-Cohernour’s recognition of the
widespread acceptance of the belief that educational excellence is essential for nations’
international economic competiveness. Because values and beliefs are intertwined (Lawton,
Philpott & Furey), Cowie & Cisneros-Cohernour accurately point out that accountability is a
multilayered construct and linked to our value systems.
It is not enough, based on what is written in the articles contained in this journal issue, to
hold a set of core principles and to understand the nuances of our value system. That is, our
actions must be consistent with our principles and values (Figure 2). Muthukrishna & Schlüter
urge educators to engage actively with oppression and power differentials, and state that
successful intercultural inclusion depends upon our ability to interrogate our assumptions,
beliefs and biases. Scott and Rarieya agree, and assert that educational leaders must avoid the
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promotion and sustenance of the status quo when it is inconsistent with their principles and
values. Mentz & Barrett note the difficulties associated with implementing and sustaining
intercultural inclusive education, and point to the need to invest in the continued growth and
development of educators, similar to Scott & Rarieya’s call for leadership development
programming that prepares educational leaders to be agents of change and hope. Finally,
Mentz & Barrett remind leaders of the need to provide instructional leadership that is
consistent with the principles and values associated with intercultural inclusive education.
Figure 2: Action framework for intercultural inclusive education

Interrogate our assumptions, beliefs, and biases
Engage oppression and power differentials
Intercultural inclusive
education principles
and values

Resist the status quo
Invest in professional development
Provide instructional leadership

Instructional Leadership in Intercultural Inclusive Schools
Leithwood (2007: 41) cautioned that instructional leadership ‘typically serves as a synonym
for whatever the speaker means by “good” leadership’. He referred readers to Hallinger (2003:
329) for the most descriptive and widely researched framework for instructional leadership:
‘strong, directive leadership focused on curriculum and instruction from the principal’.
Hallinger proposed that instructional leadership had three dimensions, the first focused on
delineating the school’s mission, the second on management of the instructional programme,
and the third on facilitating a positive learning climate within the school. He noted that
instructional leadership was just one of several roles that principals fill and that, despite the
importance of instructional leadership, it should not preclude consideration of other
complementary roles (Hallinger 2003).
Mentz & Barrett’s article (p. 11) offers a description of instructional leadership that is consistent
with Hallinger’s:
Instructional leadership is that aspect of educational leadership that focuses on the
teaching and learning function of the school. It includes defining and communicating
the school’s vision and mission; managing the instructional programmes; establishing,
implementing and achieving academic standards; promoting a school climate that is
conducive to learning; talking with teachers; promoting teachers’ professional growth;
fostering teacher reflection; modelling and promoting professional dialogue and
discussion; developing teacher leaders; and establishing and maintaining positive
relationships with staff, students and parents.
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Mentz & Barrett’s inclusion of instructional leadership as part of their conceptual framework
for intercultural inclusive education is supported by Scott & Rarieya’s assertion that the job
of educational leaders is to maintain the focus on nurturing and developing student learning
and success. Similarly, Lawton, Philpott & Furey highlight the importance of balancing
equitable opportunities for learners to engage with a common curriculum while respecting
and sustaining diversity. There is agreement among the authors in this special issue that the
instructional leadership role of the principal is critical in nurturing intercultural inclusive
education.
Other roles of the principal also are important in the support of teaching and learning, as
Hallinger (2003) noted, and the results of the international action research initiative reported
here support this claim. Muthukrishna & Schlüter claim that successful inclusion involves
engaging with funding opportunities and pressures, maintaining the ongoing viability of
school activities, and garnering adequate community support for the school. They also
highlight the need for educational leaders to practise in an ethical and professional manner
while interrogating challenges to equity and full participation in schools.
Muthukrishna & Schlüter’s discussion of how school leaders can be agents of change and
hope includes the claim that they must identify and address proactively disparities in learning
outcomes for students with particular attributes. Further, leaders must seek to build a school
culture that promotes intellectual and psychological safety and cultural tolerance. Leaders
also must have the courage and resilience needed to resist the marginalisation of individuals
and groups in the school community, and to pose uncomfortable questions that create
cognitive dissonance and promote social justice.
In the same vein, Cowie & Cisneros-Cohernour call for leaders in intercultural inclusive
schools to facilitate intelligent accountability by monitoring teaching and learning for the
purpose of ameliorating achievement gaps among students of diversity. This form of
accountability considers students’ prior achievement and the context of the school. It also
requires leaders to monitor the quality of teaching and learning in relation to gender, ethnicity,
income level and academic ability.
In summary, we argue that instructional leadership, as described by Hallinger (2003),
presupposes that principals are able to fulfil their other roles, such as managing programmes,
facilitating political stability, and maintaining a sustainable and effective teaching staff. As
Mentz & Barrett correctly note, the responsibility for the quality of teaching and learning in
classrooms, a complex function in the context of intercultural inclusive schools, lies primarily
with the school principal.

Challenges and Opportunities
Leadership in intercultural inclusive schools means ensuring full consideration of difference
among students, a daunting task in any circumstance but more so in an era of increasing
diversity. As Mentz & Barrett state, there is no easy fix. Nonetheless, educators and their
societies have no option but to seek to fulfil the function of intercultural inclusion; the
alternative is to do nothing, and we argue that this is unacceptable. The first step in any
decision-making process is to clarify the challenges, and what follows is a summary of the
challenges highlighted in this special journal issue.
First, too many nations are repositories of negative educational memories that continue to
shape conversations about schooling. For example, South Africa has a history of questionable
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educational practices that emerged during the apartheid era, some of which continue long
after apartheid ended (Muthukrishna & Schlüter). For example, there is a lingering history
of segregation and of inappropriate behaviour by teachers, including violence and abuse of
students. Mentz & Barrett report similar challenges, again in South Africa but also in Jamaica,
such as inflexible curricula, inaccessible education, and poorly trained teachers and principals.
Scott & Rarieya report parallel concerns such as ethnic strife and corruption in Kenya
and Tanzania.
Of course, the need to cope with negative educational legacies also exists in Western nations
such as Canada, where marginalisation of First Nations children continues in schools and in
communities, where poverty and violence are experienced to much greater degrees than
among the general Canadian population. As well, the residual negative memories held by
First Nations adults of loneliness and abuse in residential schools continues to shape
conversations about education in indigenous communities across Canada (Ottmann 2009). In
the context of Eastern Europe, there is need for the education system in countries such as
Romania to question if the disproportionate numbers of Roma children in special education
programmes are potential manifestations of segregation by race and socioeconomic status
(Walker 2010). Parallel concerns about ethnicity, economic inequities and educational success
exist in Bulgaria, where approximately 70 per cent of Roma children drop out of school by the
time they reach adolescence, an educational phenomenon virtually guaranteed to impede
their full participation in society (Gabel 2008). Clearly, there is a need to confront the injustices
in our past if we are to attend responsibly to Muthukrishna & Schlüter’s caution that highly
stratified educational systems reinforce inequality and power imbalances.
Second, Mentz & Barrett state that intercultural inclusive education requires support at the
legislative and policy levels. Muthukrishna & Schlüter also call for adequate policy
infrastructures, but caution that policies, on their own, do not ensure improved educational
practices in schools. In fact, Scott & Rarieya highlight one of the problems commonly
encountered in policy development, and that is the lack of opportunity for school and district
leaders to have input into policy development. They also note that policies in support of
inflexible centralised education systems limit educational opportunities. What is needed,
according to Cowie and Cisneros-Cohernour, is policy development and implementation
based on trust and shared commitment to intercultural inclusive education.
Third, widespread commitment to intercultural inclusive education is promoted by an
appropriate balance between what Lawton, Philpott & Furey describe as horizontal financial
equity – uniform levels of expenditure – and vertical equity – provision of extra funds to
students with special needs. They note that, in the past, special education programmes were
perceived by some to be a way to save costs when, in fact, inclusive education has demanded
extra funding for professional development for teachers and extra support for students in the
regular classroom. Lawton, Philpott & Furey pose the difficult question ‘what is the right
amount to spend on education?’, and they note that responses to this question are influenced
by cultural and political perspectives and, also, the simple availability of financial resources.
As Mentz & Barrett emphasise, sufficient financial resources for schools are particularly
difficult to acquire in developing nations where, as Scott & Rarieya state, there are too few
learning tools for teachers and students to use, and even a general lack of physical
infrastructure, especially in under-resourced rural areas. Lawton, Philpott & Furey state that
even in relatively wealthy nations it is a challenge to establish and fund intercultural inclusive
programming. Nonetheless, adequate resourcing of intercultural inclusive education is an
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important goal to strive to achieve. As Lawton, Philpott & Furey caution, inadequate
resourcing has negative social outcomes, while overspending is irresponsible in the context of
any nation.
Fourth, effective intercultural inclusion depends upon the availability of adequately prepared
teachers (Mentz & Barrett), which, in turn, depends upon the selection of suitable applicants
to teacher education programmes (Scott & Rarieya). Not only do teachers need to feel part of
an intercultural inclusive community but, Mentz and Barrett claim, they also must have the
skills needed to be collaborative partners in their own professional development. In addition,
Scott & Rariya note that educational systems ought to staff schools with teachers who
represent the diversity of the population they serve. Moreover, inadequate teacher preparation
can lead to professional incompetence and unethical practice.
Finally, a part of intercultural inclusion is the need for all educational partners to be
accountable for the quality of their contributions. Cowie & Cisneros-Cohernour describe how
some manifestations of accountability are controversial, such as standardised testing, national
standards, and comparisons among schools and nations. As noted earlier, they call for
intelligent accountability that highlights achievement gaps among groups of students who
represent diverse populations within the community.

Learning to Lead Intercultural Inclusive Schools
Lawton, Philpott & Furey assert that improved teacher education is essential if wider success
is to be achieved in intercultural inclusive education. We support this claim and also that of
Scott & Rarieya that the preparation of education leaders ought to be strengthened. What is
needed, according to Muthukrishna & Schlüter, is leadership development that demystifies
social justice and, by implication, clarifies intercultural inclusive education. They also note
that leaders must concurrently develop a sense of agency and a social consciousness if they
are to realise the potential of intercultural inclusion.
Formal leadership development can support these calls, but so can informal learning that is
non-certificated. Scott & Rarieya note that one type of leadership development will not suit
all current and aspiring educational leaders. They argue for professional development that
avoids undue focus on either theory or practical skills. Rather, they suggest that theory and
practice be integrated within a framework that facilitates career-long learning, attends to the
specific career-stage needs of leaders, and recognises and builds on prior knowledge. Scott &
Rarieya also call for leaders to be involved in the selection of content and the design of their
professional development. In the particular context of intercultural inclusive education, it also
is important to provide what Muthukrishna & Schlüter describe as practical examples of ways
to interrogate and disrupt social injustice within schools and education systems. They suggest
the use of cultural autobiographies, life histories, cross-cultural interviews, diversity panels,
reflective journals, case studies, and problem-based learning, all of which are teaching
strategies that are well known in the profession, but too rarely employed together in the
context of leadership development.
Learning to lead intercultural inclusive schools can be facilitated within a range of delivery
formats (Scott & Rarieya). Leadership development can be provided in blended multimodal
formats, within collaborative learning networks, and via mentorship programmes. Technologyassisted professional development should be utilised (Mentz & Barrett), perhaps through mobile
phone technology (Scott & Rarieya), which is widely available in developing nations.
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Finally, there are too few opportunities for educational leaders to access appropriate
professional development offered by public and private providers. The obstacles include cost,
the availability of time to participate in learning activities, and the ethnocentric nature of
professional development imported from other contexts where, according to Scott and
Rarieya, similar governance structures and terminology may mask significant cultural and
professional differences.

Mapping Leadership in Intercultural Inclusive Schools
In accordance with action research generally (Gay, Mills & Airasian 2009; Gall, Gall & Borg
2010; Mills 2011), this section will consider the application of the results of the international
action research initiative. We suggest that our sense-making of the results of our international
collaboration falls within the domain of ‘practical action research’ (Mills 2011: 7). That is, we
assume that the leaders most likely to use what we report have or are seeking the sense of
agency required to be effective educational leaders. We also assume that these leaders are
committed to ongoing professional development and school improvement. We assume that
the school and system leaders who will garner the most from this report, and the reports that
follow in this special issue of International Studies in Educational Administration, possess a clear
set of values and a strong sense of professional ethics. Finally, we assume that our readers
will utilise our findings by adapting and re-interpreting what we write as they seek to lead
intercultural inclusive schools in their communities and/or to provide leadership
development programming to colleagues within their professional networks.
Our international action research project leads us to the conclusion that intercultural inclusive
educational communities require leaders who recognise and value the personal and cultural
particularities of everyone around them. These leaders embrace diversity for its reality and its
value. They use a cosmopolitan framework (Banks 2004) that facilitates reflective and effective
educational decision making.
Further, leaders of intercultural inclusive learning organisations have the capacity to
interrogate unexamined portrayals of accountability, for example, and to understand how
different forms of accountability have different purposes, some that apply to individual
students in classrooms and others intended to hold the ‘system’ accountable. Such leaders are
able to build flexibility and compassion into programmes and processes. They can demystify
for their colleagues, students and community members some of the complexities of teaching
and learning within highly diverse schools.
Very importantly, leaders of intercultural inclusive schools are able to move beyond basic
critical analysis to pose and implement innovative possibilities for achieving social justice.
That is, they do not simply romanticise the concept of social justice; they engage in socially just
practices. They plan and triage with others in the service of a civil society. They challenge
questionable practices and, while doing so, they are prepared to be wrong and to reconsider.
Based on the information conveyed in this article and the other articles in this special issue,
we propose a framework for considering the relationship between educational leadership and
intercultural inclusive schools and systems (see Figure 3). We suggest that Quadrant 1
organisations operate on the assumption that learners have but a narrow range of differences
in how they learn, their capacity to learn, and their personal, familial and cultural
backgrounds. Such organisations are characterised by inflexible programming, rigid rules that
apply to everyone, and little regard for difference. Leaders in Quadrant 1 organisations are
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incapable of even perceiving, never mind addressing effectively, the plethora of cognitive,
emotional, physical, developmental and cultural attributes of individual, and groups of,
learners.
Quadrant 2 schools and systems, on the other hand, are led by a leadership team with the
capacity to understand difference, but the organisation operates within a mainly monocultural
community. Indeed, it is precisely because Quadrant 2 leaders understand some aspects of
difference, albeit with little value or respect for diversity, that they elect to practise in
monocultural organisations. That is, these leaders prefer to withdraw from the complexities,
misunderstandings and compromises associated with being an educational professional in
communities of diversity. Quadrant 2 organisations are situated as cultural enclaves within
urban or rural communities. The enclaves may be formed on the basis of religion, race or
family income. Such organisations may be described as gated educational communities.
However, in a civil democracy, citizens are entitled to practise their right to educational choice.
Therefore, it is imperative that non-enclave schools serve students with diverse learning needs
as well as they possibly can.
Figure 3: Framework for leading intercultural inclusive learning organisations
Strength of leadership ineducational communities
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Quadrant 3 schools and systems may be the most common type of educational institutions.
They serve learners in the highly diverse communities that exist in many of the world’s major
cities. Learners represent a wide range of difference. However, the leaders of Quadrant 3
organisations may recognise the range of difference represented by learners and simply not
know how to facilitate differentiated instruction and support. Alternatively, they may adhere
to the belief that their organisations are designed to be learning ‘melting pots’, where
individuals give up their personal differences in favour of becoming part of larger entity.
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The ideal is represented by Quadrant 4, where leaders recognise and value diversity. Very
importantly, they have the cross-cultural literacy necessary to navigate the complex decision
making and rich relationships that necessarily are part of intercultural inclusive learning
networks. Quadrant 4 leaders are realistic and accepting of the cognitive dissonance, conflict
and compromise needed to function as leaders in a context of difference and ambiguity.
Quadrant 4 leaders believe that one of their primary educational responsibilities is to permeate
the boundaries normally imposed by cultures, roles, institutions, economics and political
borders. They seek to build the human and social capacity of individuals and groups with a
wide range of cognitive, emotional, physical, developmental and cultural attributes. In short,
Quadrant 4 leaders demonstrate the social and political acumen associated with educational
entrepreneurship.
The components of the framework for leading intercultural inclusive educational organisations
that emerged from our international action research initiative are presented in more detail in the
articles that follow. We suggest that our exercise has resulted in a set of cross-cultural analyses
of intercultural inclusive education with the potential to ‘enhance the lives of children’ and ‘to
enhance the lives of professionals’ (Mills 2010: 8). We also suggest that the multidimensional
perspectives offered by the participants in our international action research initiative will lead
readers to reflect further on how they can facilitate the differentiated instruction and support that
diverse learners need to succeed in the global village.
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Towards Socially Just, Inclusive
School Cultures
Nithi Muthukrishna and Heike Schlüter

Abstract: Internationally, education leaders increasingly have to confront the issue of how
constructions of diversity such as race, social class, language, ethnicity, culture, HIV status, religion,
gender and disability impact on access to education and educational outcomes for students. The
challenge is to create school and classroom cultures where all students, regardless of their background,
are affirmed, respected, and provided with the best opportunities to learn. The article focuses on the
challenge, drawing on experiences in Germany and South Africa. First, we explore the concepts of
social justice and inclusion that will frame the discussion. Second, we examine what discourses of social
justice and inclusion are evident in these countries, and to what extent these are reflected in practice
in the respective schooling contexts. Finally, we explore the implications of these debates for school
leadership and the development of inclusive, socially just school cultures.
We should all know that diversity makes for a rich tapestry, and we must understand
that all the threads of the tapestry are equal in value no matter what their color.
(Maya Angelou)
Throughout the world, more and more students from diverse backgrounds are entering
twenty-first-century classrooms. With globalisation and technological advances in
communication, students from diverse contexts and cultures meet. As people’s lives intersect,
the boundary between ‘us’ and ‘them’ is becoming more and more blurred (Pfeifle 2009).
School leaders, teachers and students are challenged to confront the issue of how the social
categories of race, social class, language, ethnicity, culture, religion, gender and disability
impact on the access to education and educational outcomes. It is well documented across
many contexts that these categories make certain students in a school community the target
of discrimination, racism, oppression and exclusion (see, for example, Vandeyar & Killen 2006;
Dornbrack 2007; Faas 2008).
The challenge for school leaders and teachers is to create school and classroom cultures where
all students, regardless of their background, are welcomed and respected, and provided with
the best opportunity to learn. The article focuses on this challenge, drawing on experiences in
Germany and South Africa. First, we explore the concepts of social justice and inclusion that
frame the discussion, and examine some of the complexities in their different interpretations
in the field of education. Second, we examine what discourses of social justice and inclusion
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are evident in the educational contexts of Germany and South Africa, and to what extent these
are reflected in practice in the schooling context. Finally, we will discuss the implications for
school leadership and the development of inclusive, socially just school cultures.

Education, Social Justice and Inclusion
Social justice and inclusion are complex and inter-related concepts. Both concepts are couched
within a discourse of rights. A rights-based approach is founded on the principles of access,
participation, accountability, non-discrimination, and linkages to human rights standards
(Sandkull 2005; Tomasevski 2006). A human rights approach seeks to ensure that each person
is seen as having an equal right to freedom, dignity, non-discrimination, and protection from
the state against abuse of these rights. It is about the removal of physical and social barriers.
Inclusive education has as its main principle the view that education is a basic human right
and the foundation for a more just society. Inclusive education may also be seen as a key
strategy in a rights-based approach to achieve education for all. Sandkull (2005) argued that
a rights framework is meaningful for promoting inclusive education because of its focus on
challenging issues of exclusion, inequality, disparities, power imbalances and social injustice.
An inclusive education system would work to enable all students to reach their full potential
and should not discriminate on any grounds such as disability, gender, socioeconomic
background, ethnicity, geographical location, language or HIV status. Inclusion is about
interrogating the question of who experiences barriers to access and participation in education,
and how barriers to educational access and participation can be minimised (Department of
Education 2001a).
International debates suggest that social justice involves promoting access and equity to
ensure full participation in society, particularly for those who have been systematically
excluded on the basis of race/ethnicity, gender, age, physical or mental disability, education,
sexual orientation, HIV status, socioeconomic status, or other characteristics of background or
group membership (Rawls 1971; Freire & Shor 1987; Giroux 1992; McLaren 1995; Kumashiro
2000; Young 2000). Social justice is based on a belief that all people have a right to equitable
treatment, support for their human rights and a fair allocation of societal resources. In
schooling contexts, social justice in education places a focus on issues of oppression, privilege,
social inequities, and differential access to power and privilege (Lewis 2001). It therefore
involves deconstructing unjust structures and practices in school cultures, and acting to
interrupt the cycles of oppression.
A key notion related to issues of inclusion and social justice in education is equity. This is a
contested notion and can be elusive, yet it is an ethical and moral principle closely related to
human rights principles. We argue that inclusion and social justice in education involves a
quest for equity. According to Rawls (1971), equity is seen as a moral issue, and its central
concern is with ensuring fairness and social justice. Although ‘equality’ and ‘equity’ are used
synonymously, the terms are conceptually different. In their discussion located in the field of
health, Braveman and Gruskin (2003) argued that equality is sameness, and equity is fairness.
An education system that commits to equity will acknowledge existing inequities or injustices
in access, participation, achievement and educational outcomes, and work for the creation of
a just learning context for all, regardless of difference. The concept ‘equity’ is broad, and
emphasises equity in opportunities, educational choices and educational outcomes. The
interrogation of equity in schooling contexts would involve engaging with questions such as:
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is the school culture constructed to provide a fair learning environment for all groups of
students? Is the school and its curriculum equally accessible to all students? Why are there
disparities in learning outcomes for different groups? Why do geographical location,
socioeconomic status, language background, ethnic background and gender have an effect
on educational performance and learning outcomes? To what extent do different learning
outcomes impact life chances of students? The Centre for Equity in Education (2007) provides
a useful framework for analysing issues of equity in education.

Contextualising the Debates: the Case of Germany
and South Africa
In this section, we examine the education systems in Germany and South Africa and analyse
how these systems meet the imperatives of social justice, inclusion and equity. We will explore
these questions: Are there characteristics of the two education systems that promote social
justice, inclusion and equity? What are the barriers to achieving an inclusive, just and equitable
education system?

The South African Context
In the first few years of the new democracy in South Africa, the focus was on transforming
the education system and dismantling structures that maintained oppression shaped by
social, political and economic inequalities of a race, class, gender, ethnic and geographical
nature during the apartheid era. In recognition of the past injustices, South Africa’s
constitution declared the right of all to a basic education (Constitution of the
Republic of South Africa of 1996). The South African Schools Act of 1996 legislated for a
schooling system that would address the inequalities of the past and provide quality education
for all students. Since 1994, the Ministry of Education has published a suite of policy
documents aimed at restructuring the education system, and these are rooted in principle of
education as a social right (see, for example, Department of Education 1995, 1998, 2001a,
2001b). The concept of inclusion and the imperative to overcome exclusion within education
are embedded in policy documents and legislation.
A key policy document in the area of inclusive education is the Education White Paper 6:
Special Needs Education – Building an Inclusive Education and Training System (Department
of Education 2001a). The policy emanated largely from debates and policy initiatives in the
special needs education sector. The history of education for students with special needs reflects
massive deprivation and lack of provision for the majority of students, both attributed to the
apartheid era. The special needs education sector was segregated in terms of race and
disability, and was highly fragmented and unequal. There were a small number of wellresourced, highly specialised special schools that served mainly students from the race groups
classified during the apartheid era as White and Indian. Education White Paper 6 is located
within the agenda of Education for All (UNESCO 2000), the Millennium Development Goals
(United Nations 2000), the Convention on the Rights of the Child (UNICEF 1989), and the UN
Convention on the Rights of Persons with Disabilities (UNCHR 2006). Inclusion is about
increasing access, participation and outcomes for all students, and respecting difference.
Since the release of Education White Paper 6, there have been a number of inclusive education
pilot projects across provinces involving regular schools and the special school sector. Some
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of the challenges to policy implementation have been funding, the sustainability of pilot
projects, inadequate teacher development and support, weak education management at the
district level, a lack of collective knowledge about inclusive education policy and its
implementation, persistence of exclusionary school cultures and practices, inadequate school
leadership to support policy implementation, and limited parental/caregiver and community
involvement (see, for example, Pather 2004; Pendlebury & Enslin 2004; Swart, Engelbrecht,
Eloff, Pettipher & Oswald 2004; Perumal 2005; Vayrynen 2005; Ngcobo 2006; Eloff & Kqwete
2007; Wildeman & Nomdo 2007).
Despite the enlightened education policies, systemic inequalities, social injustice and
exclusions persist in South African schools. It is not possible in this article to provide an
account of studies that reflect the range of injustices and oppressions. One pattern that
emerges is that new educational injustices are preventing poor and marginalised groups from
accessing quality education in the democratic South Africa. Huge disparities still exist between
former advantaged schools for White children and former disadvantaged schools, especially
those in rural areas, where poverty is the most pervasive barrier to education. South Africa’s
wide and growing educational achievement gap confirms that a two-tiered educational system
exists. For one group of students the system provides access to high-quality education. The
second group, from disadvantaged and low socioeconomic backgrounds and who constitute
the vast majority of South African students, participate in an under-performing and
dysfunctional system (Fleisch 2008; Bloch 2009). The result is that vast inequalities are
perpetuated, and schooling in South Africa fails to enhance the life chances of the majority of
children. Bloch (2009) pointed out that 20 per cent of the schools produce the university
graduates in the system. Of these, approximately 10 per cent are the formerly White schools
and another 10 per cent emerge from well-functioning Black schools (Bloch 2009). Over half
the children in the system who begin school do not complete, the vast majority from poor
backgrounds and with the greatest drop-out rate occurring in Grade 9. Bloch (2009) argued
that the tragedy is that South African schools are entrenching the economic and social
marginalisation of the poor and vulnerable. One can see that, since the new democracy in
1994, South African education has become a highly stratified system reinforcing class and race
inequalities (Soudien 2004; Hoadley 2006; Bloch 2009).
Several studies have tried to analyse the country’s schooling challenges. Jansen (2005)
identified managerial issues in schools, under-prepared teachers, inadequate textbooks, and
lost time. Other scholars raised the issue of desegregation in schools. Racial desegregation of
previously single-race public schools has largely taken an assimilationist form (Sekete,
Shilubane & Moila 2001; Chisholm & Sujee 2006; Dornbrack 2007). Since the 1990s,
desegregation has been one-way, involving the movement of African students to what are
deemed better-quality schools historically for children in the race groups classified as
Coloured, White and Indian. The majority of teachers in these desegregated schools are still
from that historically dominant group, and the culture and ethos of these schools reflect
multiple exclusions. Dornbrack (2007) found in her study that teachers construct students in
stereotypical ways within rigid categories of race, gender and class, thereby entrenching
power imbalances. Vandeyar & Killen (2006) found the negating of African languages in three
schools she researched that were in the process of desegregation. The dominant language of
the school was affirmed. The researchers observed repeated reprimands directed at students
who attempted to speak their mother tongue. The researchers argued that such practices deny
students their basic constitutional rights.
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It has been well documented that many schools environments contribute to the vulnerability
of students (for example, Human Rights Watch 2001; Ngcobo 2006; Muthukrishna &
Ramsuran 2007; Killian, Van der Riet, O’Neill, Hough & Zondi 2008). Violence in schools
remains a major exclusionary pressure, along with racism and sexism. Rape of schoolgirls,
sexual violence and abuse, often by teachers, have been a concerning feature of the schooling
experience of many girls and boys. Ngcobo (2006) documented the experiences of students
with disabilities included in an ordinary school, and showed how inclusionary and
exclusionary practices operate in dynamic ways. Of concern was that deficit thinking and the
pathologising of the lived experiences of the disabled students shaped teachers’ discourses in
this context. In a study conducted by Van der Riet, Hough, Killian, O’Neill & Ram (2006), deaf
students at a school for the deaf lamented the fact that hearing teachers were unable to
communicate in South African Sign Language, and pointed out this was the single most
critical factor that they associated with poor achievement outcomes at the school. Below are
some of the student comments:
When I am writing, I get stuck. I go to the board and ask teacher to help me. Teacher
says that she does not know. I think that she does not know the Sign Language. Then
my work is poor and I get zero. Teacher marks my book and I get all wrong. (Van der
Riet et al. 2006: 41)
Vayrynen (2005), in her ethnographic study of a rural school serving children from poor
disadvantaged communities, raised the issue of lost time in the school day. She recounted
student experiences during days of inclement weather conditions, when approximately half
the students were unable to attend, as many walked long distances to school. The pattern was
that teachers spent long periods in the staff room and when they returned to class very little
teaching occurred. Teachers explained that it was not worth teaching, as they would have to
re-teach the lesson anyway when all students were present. The principal was aware of these
non-teaching practices and ignored them or chose not to act. Muthukrishna, Ramsuran,
Pennefather, Naidoo & Jugmohan (2007) found that teachers chose not to act when faced with
significant ethical issues that involved the protection of learners:
Teacher:

Like I got these two girls in my grade 2 class. They are being raped by
their relatives. One is the mother’s boyfriend and the other is the uncle.

Researcher: What is being done about this?
Teacher:

Not yet. Nothing is happening. (Muthukrishna et al. 2007: 41)

Ramsuran & Lurwenga (2008) pointed out that a commitment to social justice in our education
policies should make the imperative of creating safe school spaces an important one, but many
school cultures are a threat to students’ wellbeing.

The German Context
As in South Africa, in Germany debates on inclusive education emanate from the disability
and special needs education sectors. The International Convention on the Rights of Persons
with Disabilities (Article 24) adopted by the United Nations General Assembly on 13
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December 2006 (UNCHR 2006) took effect in Germany on 24 February 2009. The tenets of
social justice and inclusion in education as human rights are embedded in this treaty. Powell
(2009a) explained that at this time the European Union called for the transformation of
educational systems to be more inclusive, which meant that all children should learn together
in the same classrooms.
In recent years, the question of inclusion, social justice and equity in education has been
debated more and more in Germany. There is a growing awareness of the need for inclusive
polices that are common amongst the different states and schools in the education system.
However, there are many obstacles to achieving inclusive education. According to Powell
(2009b), one in twenty students of compulsory school age has been categorised as having
special educational needs, and the majority are educated in segregated settings. Powell (2009b)
argued that Germany has one of the most segregated educational systems in Europe, and that
this is a major obstacle to development of inclusive education. A further obstacle is that change
would affect the interests of those who work in well-resourced special schools and earn higher
salaries than general school personnel. There is also a lack of political will to redirect funding
and professional expertise from special schools to inclusive education facilities. Powell (2009b)
stated that schooling in segregated settings results in stigmatisation of students and negatively
impacts their life chances once they leave school.
Since the early 1990s there have been various inclusive education initiatives across the country
in the form of pilot projects that have sought to include children with disabilities and other
special needs in regular school settings. The state of Hamburg has taken the lead in inclusive
education policy and practices, largely responding to pressure from parent groups. The main
form of inclusion is integration classes in primary and secondary schools. Powell (2009b)
revealed that in 2006 the national average of students with special educational needs
integrated in regular schools was 14 per cent, although this varied in the different states.
However, placement in these classes follows a process of assessment and categorisation in
order to decide which children qualify for integration. Such a process contravenes the
principles of social justice, inclusion and equity. Hinz (1996: 2) stated that ‘it’s a terrible
situation, to begin inclusion with exclusion’.
In recent years, the inclusion debate has expanded to focus on other minority groups in the
country, mainly immigrant groups. Since the 1950s, because of the economic boom, foreign
workers began immigrating to Germany to seek a better life. Germany needed these foreign
workers to meet demands of the economic boom, and most were unskilled workers who
gained employment in industrial sectors. During the first years of immigration, only men
sought work in the country, but after the 1970s a trend began of family reunion in Germany.
Most immigrants did not speak any German and had close bonds with their traditional
cultures. Integration for the first generation of foreign workers was not considered important,
and was anyway deemed difficult to implement in German society. In the decades that
followed, a generation of children emerged with immigrant parents, born in Germany,
attending German schools, and spending their whole lives in the country.
In 2000 the announcement of the Program of International Study Assessment (PISA) test
results caused a shock wave in the education sector. For first time, Germany had to face the
fact that the weakest students in its school system were immigrant students or students with
foreign backgrounds. The results made explicit the link between family background and
achievement outcomes. The recent PISA results in 2006 revealed the same pattern of results.
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Riphahn (2001) found that educational outcomes for second-generation immigrants lagged
behind those of native Germans, and that the overall gap in educational attainment between
the two groups increased over time. Faas (2008) revealed that in the state of BadenWürttemberg in 2007 students with a migrant background achieved significantly lower than
their German peers and had an average educational deficit of up to a year.
Faas (2008) provided a sociohistorical analysis of migration-related and religious diversity in
the German education context. As has been the pattern in South African desegregated schools,
the education system in Germany followed an assimilationist approach in the 1960s and 1970s
that was referred to as ‘foreigner pedagogy’. This was seen as the means of assimilating
immigrant children into a monocultural society. No attempt was made to recognise cultural
and ethnic differences within the notion of national identity. Foreigner pedagogy was in
essence a form of special education, and in the 1980s this approach was criticised as deficitoriented. In the 1990s, the influence of intercultural education and more recently anti-racist
education with the imperative to prepare students for a life in a culturally diverse society
slowly emerged in education debates in Germany. In 2000, new policy and legislation
initiatives reflected a more responsive approach to cultural diversity, as is evident in reforms
of Germany’s Citizenship Law in 2000, the Immigration Act in 2005, and an AntiDiscrimination Law in 2006 (Faas 2008). However, the national agenda had little influence on
shaping state educational systems. The result was that schools continued to privilege
European agendas over and above multicultural educational responses.
To date, states are struggling to redefine the country’s Europeanised identity in multicultural
terms and to create a more inclusive, socially just system that is responsive to minority ethnic
communities. Approximately 9.6 per cent of children enrolled in the German school system
are immigrants, and this figure has remained relatively stable since 2000 (Keller-Lally 2009).
In many school contexts, minority students continue to be perceived as ‘other’. Qualified
teachers from minority ethnic communities are rare in Germany. As a result, students do not
have adequate role models to support their inclusion in schools. Currently, there is an urgent
need to put in place programmes for the recruitment of minority ethnic teachers.
However, there are schools in the country that are attempting to meet the challenge of
diversity in education. Faas (2008) presented case studies of inner-city schools in Stuttgart
that are attempting to make a difference. European, global and multicultural values are
included in the curriculum of subjects such as geography and history. A culturally tolerant
ethos is reflected in cross-ethnic friendships that have emerged in the context of sociocultural
and religious differences. But the challenge of meeting the goal of equitable access to education
persists. Based on their research findings, Keller-Lally (2009) and Riphahn (2001) contended
that the barriers to access to education for immigrant school children in Germany include the
following: limited language proficiency, disparities in academic knowledge bases, the
socioeconomic background differences between immigrants and natives, difficulty in adapting
to a new learning culture in German schools, limited knowledge of the German school system
and its educational opportunities, limited contact with native populations and the German
language, and the persistence of ethnocentrism and misconceptions about immigrant
populations.
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Social Justice, Inclusion and School Leadership
Both in Germany and South Africa, we find that injustices in the education system persist
despite the policies that commit to a more just education system. Access to an equitable
education system can only be achieved if attention is given to the effects of poverty and
student vulnerability; the achievement gap between students of varying socioeconomic
backgrounds; community-building in schools; and racial integration and language policies in
schools. We argue for the need for an ethic of critique in both contexts. Schools have a moral
responsibility to ask probing questions about who benefits from educational policies and
practices and who loses out.
There has been increased focus in recent years on inclusion and social justice with respect to
educational leadership, and on the building of school cultures that affirm and are responsive
to all students (see for example, Brown 2002; Solomon 2002; Scheurich & Skrla 2003; Shields
2004; Theoharis 2004). This body of literature advocates that school leaders need to engage in
ongoing critical enquiry about school practices that perpetuate inequities in respect of certain
groups of students. Transformative leadership should be concerned with issues of equity,
diversity, social justice, inclusion and oppression. In other words, leaders need to examine
how education can serve to create a more democratic and socially just society. Schools should
be moral communities, and leaders should inspire teachers and students to meet the goals of
social justice and themselves become socially just citizens.
In the context of insights from the German and South African context, we explore the critical
actions that may be taken to build school cultures that address issues of exclusion and
oppression.

Self and Critical Consciousness
A key to leadership is the need to understand social justice in terms of their own lives.
This means stepping back to interrogate one’s own assumptions, beliefs, biases and values
about how one views the world, one’s place in it, and one’s relationship to others. It includes
examining historical, cultural and biographical reasons for the views and values one
holds. Mezirow explained that it is a process by which one disrupts socially and
individually constructed paradigms in which we make meaning, think and act, and seek to
transform:
taken-for-granted frames of reference (meaning perspectives, habits of mind, mindsets) to make them more inclusive, discriminating, open, emotionally capable of
change, and reflective so that they may generate beliefs and opinions that will prove
more true or justified to guide action. (Mezirow 2000: 7–8)
This is a difficult task of critical self-reflection and self-scrutiny as these frames of reference are
the socially and individually constructed paradigms in which we think, feel, act, and make
meaning. This means that leaders have to foster a critical consciousness in their teachers,
students and other school personnel; that is, to train them to examine and challenge existing
inequities, exclusions and injustices in school policies and practices. A critical issue is being
reflexive and proactive; that is, questioning and disrupting accepted, taken-for-granted forms
of reasoning and ideologies, and recognising the hegemonic influences on one’s beliefs and
values (Brown 2002).
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We would like to add the notion of accountability as another critical component of leadership
in inclusive schools. Drawing from researchers such as Painter-Morland (2008) and Cuilla
(2004), school leaders at all levels have to be both ethical and accountable, and constantly
build an ethical responsiveness within the school. It has been well documented that in school
contexts there are often silences and invisibilities around issues of inequity, oppression and
marginalisation (Van der Riet et al. 2006; Muthukrishna & Ramsuran 2007).

Enacting Resistances
Leaders are in a unique position in schools with the power to affirm or resist marginalising policies
and practices. The principles of democracy and the aims of social justice demand that leaders take
risks, pose disturbing questions and look through new lenses (Greene 1973). We borrowed the
idea of ‘resistances’ from Theoharis (2007). This refers to resistance to traditional norms of the
school that have maintained power and privilege for certain groups and marginalised other
students based on race, language, disability, family background and other categories of difference.
Through the resistances they enact, school leaders can challenge and trouble these norms and
disrupt them. For example, a social justice and equity perspective on racialised identity must
confront how the dimensions of dominant racialised identities perpetuate and entrench racialised
inequalities. All this suggests the need for agency; that is, leaders who act purposively and
reflexively to bring about social change. It also means taking an ethical perspective, a shift from
a passive stance of acceptance to an active commitment to redress the injustices.
However, the leader needs a knowledge base in order to enact resistances. Leaders need to be
empowered to engage with what may often be sensitive and difficult issues. Furthermore,
issues of equity and inequity in schools should be linked to broader patterns of inequity in
society. In the study reported by Theoharis (2007), seven of the principals worked effectively
with staff to interrogate the issue of race and oppression. However, they were equipped to do
this as they had extensive self-development through reading, attending courses and
discussions with colleagues. A strong knowledge base will build the capacity for resistance.
Furman and Starratt (2002) argued that a challenge for leadership programmes is to provide
curricula that de-mystify notions of social justice, inclusion, equity and diversity, and cultivate
a more insightful contextual understanding of these notions.

Building a School Community
An effective leader will resist the disconnections among school, family, and community and
work to create diverse entry points for participation in the school community. This form of
resistance challenges unequal power relations and dominant assumptions regarding students,
their families and their community. The key is to create safe spaces for students, teachers,
families and community members to enter into a dialogue about their experiences of
oppression and marginalisation. During the research process for this paper, a principal at a
German school who engaged with issues of diversity and oppression with respect to
immigrant learners explained a dialogic process that emerged in the schooling context:
We realised that we needed to understand each other’s social and cultural
backgrounds. We worked together using a Turkish author, who wrote a novel about his
life story. The parent read out of his novel to pinpoint the differences between the
German and the Turkish school culture.
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Freire (1973) argued for an approach that engages with the oppressed in reflection on their
social reality. Such dialogic spaces can disrupt stereotypical constructions, especially within
contexts where there are unequal power relations. More importantly, the construction of a
dialogic space where teachers can interrogate existing assumptions and beliefs creates an
opportunity for teachers to reflect critically on how viewing certain groups in fixed ways can
create narrow, essentialised thinking.
An important role of the school leader is to initiate programmes aimed at building an inclusive
school community. Normore and Paul-Doscher (2007) and Brown (2002) discussed active
techniques of engagement that may be useful in the process of critique and reflection,
including real-world experiments, real-world examples, problem-solving activities, and
dialogues that include cultural autobiographies, life histories, cross-cultural interviews,
diversity panels, reflective analysis journals, case studies and problem-based learning.

Conclusion
To build a socially just and inclusive school culture is both a goal and a process. In this article
we contend that a commitment to social justice, inclusion, and equity in education would be
the continual pursuit of an anti-oppression stance. A school leader would seek to develop a
school culture where teachers and students would act to disrupt cycles of oppression. This
process requires a social consciousness. Key questions to engage with are: How might school
leaders, teachers and students deepen their consciousness of self and society and oppressive
practices? How do school leaders and teachers ensure that they are creating sustainable
mechanisms to overcome oppressive structures and policies that reinforce social inequalities
in schools? What does it mean for a school to develop anti-oppressive cultures?
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Leadership and Inclusive Education
in South Africa and Jamaica:
A Comparative Analysis
Kobus Mentz and Shermaine Barrett

Abstract: The advancement of inclusive education is globally recognised as a key factor in providing
education to all who need it. This also recognises the right of children to have access to basic education.
In this article we compare the efforts of two countries, namely South Africa and Jamaica, to provide
leadership contexts conducive to inclusive education. The provision of effective leadership for inclusive
education demands a sound legislative and policy framework. It was found that these frameworks have
been created in both countries. It is, however, imperative that school leaders in particular change their
traditional ways of thinking in order for schools to move to an inclusive mindset. Further training in
this regard is necessary so that leaders and schools embrace the challenges associated with inclusive
education, rather than feel threatened by these challenges.
The notion of education as a right has received much attention in the literature and has been
agreed upon by many countries around the world. This right has been acknowledged and
incorporated in various international treaties. A critical contribution to this debate is the World
Declaration on Education for All, adopted at the 1990 World Conference on Education for All,
held in Jomtein, Thailand, and reaffirmed at the World Education Forum in Dakas held in
2000. The declaration states that ‘everyone has a right to education’ (UNESCO 2007).
Whilst this paper will not address the details of the Declaration on Education for All, it is
useful for the purposes of this discussion to note the critical ideas captured in the goals of the
declaration. These include an expansion and improvement of comprehensive early childhood
education, particularly for the most vulnerable and disadvantaged children; all children to
have access to completely free and compulsory primary education which is of good quality;
equitable access to appropriate learning and life-skills programmes for all young people and
adults; achieving 50 per cent improvement in literacy levels particularly for women; equitable
access to and achievement in good-quality basic education; and an improvement in all aspects
of education especially in literacy, numeracy and essential life skills (UNESCO 2007).
The notion of education as a human right and the declaration of Education for All endorse the
idea of persons of all walks of life experiencing good-quality education. In essence, rooted in
the belief of the right to education is the idea of inclusion: a concept that is accepted as critical
to efforts to ensure that this right to education is not violated and that the goals of the
Education for All declaration are achieved (UNESCO 2007).
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Premised on the belief that education is a human right, this paper examines the notion of
inclusive education with the school as the main unit of analysis. Based on the assumption that
school leadership is an important factor in school effectiveness, the paper also examines the
role of leadership and management in fostering inclusive education. These ideas are
contextualised and comparatively analysed in the South African and Jamaican experience.

Country Status
The South African Context for Inclusive Education
In 1994 South Africa became a democracy and a new era dawned. New policies were
developed to provide a framework for inclusive education. The new Constitution of the
Republic of South Africa stipulated that all South Africans have the right to basic education
(RSA 1996a; Department of Education 2001; Landsberg 2006; Engelbrecht & Green 2007;
Olivier & Williams 2008). The aim of the South African government is to improve the lives of
all South African citizens by the implementation of the new policies (Steyn & Wolhuter 2008).
The White Paper on Education 6, Special Needs Education: Building an Inclusive Education
and Training System (Department of Education (2001) suggests:
●
●

●

●
●

All children and youth have the right to learn and need to be supported.
Differences in children have to be acknowledged and respected no matter the health
status, age, gender, language, class, disability or ethnicity of the child.
Education should identify and minimize barriers to learning and should maximize
participation of learners in educational institutions.
The needs of all children should be met by education structures and systems.
Learning can take place within formal, informal and non-formal settings and structures.
(Department of Education 2001)

The following policy documents provide a basis for the development and implementation of
inclusiveness and inclusive education. These policies cater for diversity in the learner
population.
●

●

The National Commission on Special Educational Needs and Training and the National Committee
on Education Support Services were created in 1996 to work together on investigating the
existing situation and to propose a policy. This was the first step to realising that different
sectors needed to work together (Landsberg 2006; Engelbrecht & Green 2007).
The White Paper on Education and Training in a Democratic South Africa includes initiatives
by the Department of Education and Training: the Culture of Teaching and Learning
Service (COLTS), now known as the Tirisano Programme. The objectives of COLTS is
to work towards a violence-free, drug-free, crime-free environment; to offer support to
victims of crime and violence in schools; and also to get teachers to perform at the level
expected of them by the community (the National Qualifications Framework [NQF],
Outcomes-based Education [OBE] approach, and Curriculum 2005), based on
outcomes-based education, and also a language policy (Landsberg 2006). In the
outcomes-based approach, both teacher and student are active constructors of
knowledge (Engelbrecht & Green 2007; Steyn & Wolhuter 2008). The White Paper on
Education and Training stated that ‘Education and training are basic human rights. The
state has an obligation to protect and advance these rights so that all citizens,
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irrespective of race, class, gender, creed or age, have the opportunity to develop their
capacities and potential, and make their full contribution to society’ (Department of
Education 1995)).
● The South African Schools Act (1996) stated the right of all learners to access a school of
the parents’ choice. It does not matter which colour, race or gender the child is, or what
disability the child has; all children have the right to basic education in a school of their
parents’ choice. The new Constitution states that all South Africans have the right to
basic education (RSA 1996a; Jacobs 2005; Engelbrecht & Green 2007).
● The White Paper on an Integrated National Disability Strategy (1997) focused on the right
to education of people with a disability, and emphasised strategies for these people
with a disability to access the curriculum (Landberg 2006; Engelbrecht & Green 2007).
● The White Paper on Education 6: Special Needs Education: Building an Inclusive Education and
Training System (2001) stated ‘In this paper we outline what an inclusive education and
training system is, and how we intend to build it. It provides the framework for
establishing such an education and training system, details a funding strategy, and lists
the key steps to be taken in establishing an inclusive education and training system for
South Africa’ (Department of Education 2001: para 13). The White Paper on Education
6 was promulgated in July 2001. It was set out to create one education system for all
learners within a period of 20 years (Naicker 2006).
These documents stated that all learners have the right to the widest possible education
opportunities that there are. These policies recognised the wide diversity in schools, and
expected schools to meet all the diverse needs of learners in the school (Engelbrecht, Oswald
& Forlin 2006).
To initiate change in the school system, the White Paper on Education 6 outlined six strategic
levers:
a. Management, governing bodies and professional staff have to be introduced and
oriented to the inclusive model. Learners who are experiencing barriers to learning
must be identified early and targeted, and intervention strategies should be followed.
Systems and procedures should be put in place so that barriers to learning can be
identified and addressed as early as in the Foundation Phase.
b. Disabled and vulnerable children and youths who are currently out of the school
system have to be mobilised. They have to be able to access the education system.
c. Five hundred primary schools have to be converted to full-service schools over 20 years,
and have to be provided with full support. These schools have to serve as models of
inclusive practice.
d.To provide an integrated, community-based support service, district-based support
teams have to be established.
e. To understand the new approach and programmes, there has to be engagement in the
development and support of all educators and stakeholders. All educators and
stakeholders should be trained and oriented to manage diversity through the
development of the inclusive learning programmes.
f. Special schools have to be improved and strengthened to become integrated into
district-based support teams and resource centres that support neighbouring schools.
(Department of Education 2001; Engelbrecht & Green 2007)
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Furthermore, the White Paper on Education 6 (Department of Education 2001) provided
important guidelines related to inclusive education when it stated that every school is
expected to develop an ethos on accepting differences by stating that schools should:
●
●
●

●

●
●
●
●

●
●

●
●

encourage empowerment and self-representation of disabled learners;
ensure that all children are included in Physical Education;
ensure transport to and from school for disabled learners, fit in with the school day and
allow attendance of after school activities;
ensure that no child is excluded from a trip or visit because their access or other needs
are not met;
have an increasing inclusion ethos in the school development plan;
include outside specialist support;
increase the employment of disabled staff – equal employment policy;
organize a programme of continued professional development for educators, support
staff and governors to help them move towards inclusion and disability equality;
ensure that all staff are part of and understand inclusion;
ensure that people with disabilities and others who experience barriers are positively
portrayed through images that show respect for diversity;
be critical of sexist, racist and homophobic language use; and
examine language used to describe learners, in teaching and by learners.
(Department of Education 2001).

According to the Department of Education White Paper on Education 6 (2001), the role of the
principal and the management team (SMT) is very important to whether a school truly adopts
an inclusive approach. The responsibilities of the principal and the SMT can be divided into
two categories: leadership and management. The following responsibilities are stated in the
White Paper on Education 6:
●

●

●

●

●

●

●

The principal and his/her SMT should have an unwavering belief in the value of inclusive
schooling and considerable knowledge and skills for moving the concept to practice.
The principal is a visible and vocal advocate of inclusive practices. The principal,
together with his/her management team at the level of the institution, should
communicate unambiguously to staff members the expectation to establish the school
as an inclusive centre of learning, care and support.
The principal must ensure that all efforts to address policies, practices, programmes,
and the ethos of the school to establish it as an inclusive centre of learning, care and
support, are aligned with school-improvement efforts.
The principal creates a safe, friendly, and welcoming school climate for learners and
parents/families as well as staff, one based on collaboration and inclusiveness.
The principal and his management team must promote the view that special needs
education is a service, not a place.
The principal with his/her management team must take the lead to ensure that there
are additional support programmes for teaching and learning, especially to reach
difficult-to-teach learners.
The principal must find strategies to celebrate the varied accomplishments of all
learners.
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●

●

●

●

●

●

●

●

The principal ensures that the school maintains a register of additional support needs
for learners. This record must be analyzed to identify trends, intensity of incidents,
impact of support programmes, and inform future planning for support.
The principal with his/her management team must constantly search for strategies to
ensure educators provide equal access for all learners.
The principal uses a collaborative approach in creating school schedules that support
inclusive practices including: Provision of common planning time; time allocation for
educators to engage in care and support programmes and institution-level support
team activities; effective use of all staff; placement of learners within general education
environments; provision of learner supports and services; and allocation of resources
where needed.
The principal ensures that staff members working with learners with disabilities are
respectfully invited to offer input on successes, dilemmas, and suggestions for changes.
The principal ensures via school support teams that learners’ individual support plans
provide the information necessary for designing services and supports.
The principal honors and fosters the practice that explores all options that is practically
possible to support a learner at the school before recognizing and sanctioning any
referral for assistance or individual assessment outside the school.
The principal is proactive and constructive in facilitating the relationships and support
networks between the school, non-governmental organisations, civil-based
organisations, other government departments, staff members and parents/families
with the goal of addressing barriers to learning and teaching. The principal is aware of
and accesses a wide array of resources to support educators and other staff in creating
and sustaining inclusive schooling. She/he facilitates a constructive resolution when
disagreements among staff members or staff members and parents/families arise.
The principal ensures inclusive schooling efforts are assessed by using multiple
instruments and approaches, and the assessment addresses academic outcomes,
social/emotional/behavioral outcomes, and stakeholder perceptions.
(Department of Education, 2001)

The Jamaican Context for Inclusive Education
Policy Framework for Inclusive Education
The policies and programmes governing the education system in Jamaica are articulated in the
2000 White Paper, Education: The Way Upward (2000). This document is predicated on a
philosophy which states that:
●
●
●

●

each individual, child or adult can learn and all must;
education is best achieved in an environment that is caring, safe and of mutual respect;
sound early educational foundations and the nurturing of values and learning are a
lifelong process that should build on our tradition of co-operative partnership in
education;
the ever-changing global environment creates opportunities and makes demands for a
society which actively develops a creative thinker-worker with the attitudes, skills and
knowledge to be a controller of his or her environment, not a victim of it.
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On that premise, the mission of the Ministry of Education Youth and Culture is to:
provide a system which secures quality education for all persons in Jamaica and
achieves effective integration of educational and cultural resources in order to optimise
individual and national development. (Ministry of Education and Culture 2000)
Linked to this mission are seven strategic objectives that form the basis for both the long-term
and short-term planning of the Ministry, three of which speak to inclusion though not in
specific terms:
●

●

●

To devise and support initiatives striving towards literacy for all in order to extend
personal opportunities and contribute to national development.
To secure teaching and learning opportunities that will optimize access, equity and
relevance throughout the education system.
To support student achievement and improve institutional performance in order to
ensure that national targets are met.
(Ministry of Education and Culture 2000)

Key Considerations
In support of policies and programmes, the Ministry of Education outlined a number of key
considerations, some of which speak clearly to the government’s position on inclusive
education. These include:
(1) School attendance at the primary level is to be made compulsory. A social safety net
should be provided to support families below the poverty line with regular attendance
of the children being a major incentive in the provision of such support.
(2) Continuous assessment of students at the primary level is designed to facilitate
student learning and is not designed to divide students along pass/fail lines.
(3) High school education is provided to all students of high school age and is not
designed only for the academically most gifted.
(4) Children with special needs are provided for either in special schools or in regular
schools. Mainstreaming where possible is preferred and offers advantages to both the
general school population and the special needs child.
(5) Although targets are expressed in terms of percentages, the underlying national
philosophy is that each child must be assisted to maximize his talents and abilities,
and acquire the highest level of skills and knowledge of which he is capable.
(6) Each child has a contribution to make to the learning of other children, and every
child has a special intelligence and special areas of motivation which teacher, parent
and other adults have an obligation to discover and build upon.
(7) The school will plan its entire programme to meet the needs of the students, and
should not exclude challenging students as the solution to educational problems.
(8) The school, the community, the Ministry of Education, Youth & Culture, and other
state agencies will collaborate in dealing with behaviour disorders and seriously
disruptive conduct.
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(9) The issue of gender imbalance in the education system is a source of concern as boys
appear to be disadvantaged. To regain some balance a special effort will be made in
curriculum development and delivery to engage both boys and girls in the learning
process.
(Ministry of Education and Culture 2000)
Further, the Ministry of Education outlined an education charter which states inter alia:
(1) The State has the responsibility to ensure that all its citizens have access to an absolute
minimum of six years of formal education.
(2) The State takes responsibility for Early Childhood Education of children between the
ages of four and six years by providing curriculum direction, teacher training,
standards setting and monitoring and recurrent financial support to facilitate
appropriate learning.
(3) The State, with the support of the family and community has a responsibility to ensure
that every child who is born within Jamaica or acquires Jamaican nationality and
citizenship has a right to education to the level and extent possible within the
resources of the family, the community and the state.
(4) Parents are under an obligation to make such provision as may be necessary to
support the education of their children at least to the point where they have completed
11 years of formal education or up to the age of 17 years, whichever comes later.
(5) No child should be deprived of formal education up to the end of secondary education
purely on the basis of economic deprivation.
(6) The quality of the content of the education offered to our young citizens, its delivery and
the environment in which it is provided will be of the highest possible standard.
(7) Every citizen will have access to libraries and other information services that will
provide the resources and instruction technology skills to facilitate life long learning
and to ensure that each person can function effectively in an information rich global
environment.
(Ministry of Education and Culture 2000)

Special Education
According to the Ministry of Education White Paper (2000), special education refers to those
programmes designed to meet the educational needs of children (4–18 years) who are
identified as having mental, physical and intellectual capabilities which deviate significantly
from the norm expected of their age cohort. Such children may be severely handicapped,
mildly retarded or talented.
Since 1990 handicapped children began accessing school-based special education programmes
in 48 government-aided schools and units. The provision of education to special children was
greatly enhanced by the introduction of the home/community-based programme operated by
three voluntary agencies, and a clinical programme introduced by the Mico Teachers’ College
CARE Centre, which provided clinical assessments, as well as diagnostic and prescriptive
teaching and research.
As of 2002, special education is provided for students in the age group 4–18 years who have
special educational needs; a total of 2,202 students and 307 teachers are in government-owned
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and government-aided special schools and units; some 300 learning disabled, hearing impaired,
multiple handicapped and mentally retarded students are in privately run schools; and special
education teachers are being appointed to primary and all-age schools. The aim is to have all
students having access to these services (Ministry of Education and Culture 2000).

Social Inclusion
In the Jamaican education system, social inclusion:
takes into consideration those persons affected by development disabilities which
might be physical, mental or intellectual. In addition, the poor and vulnerable, many
of whom are children with disabilities as well as children with health issues such as
HIV/AIDS and minority groups may be negatively affected. (The Development of
Education 2004: 9)
Several measures have been taken to promote social inclusion and increased educational
opportunities:
●

●

●

●
●

●

●

●

●

●

●
●

The government has given consideration to the issue of access by ensuring that new
schools are designed and constructed to facilitate easy access of the physically
challenged.
Children who are visually impaired can now sit the Grade 6 Achievement Test (GSAT)
since the exam is now printed in Braille.
Special schools for the blind, the hearing impaired and those with extreme physical
disabilities have been established and are specially equipped to meet the needs of these
individuals.
Depending on the extent of the challenge, children are placed in regular schools.
Libraries are also now equipped with software to facilitate persons with specific
difficulties.
There has been the importation of specially equipped buses (kneeling buses, special
handle bars to aid support, wide aisle space) to foster interaction with other children
travelling to school.
Students with developmental disabilities are exposed to the same curriculum, and
many of them on leaving the secondary level are equipped with vocational and
technical skills.
There is also the opening up of sporting activities at all levels to include persons with
disabilities.
Those who are placed in alternate care, such as orphans, are fully supported by the
government and they attend regular schools.
There is consistent and aggressive public education to sensitize the public to better
appreciate the unique capacities, gifts and talents of its members with disabilities.
Rehabilitation centers have been set up to foster reintegration into society.
Special legislation have been drafted and enacted protection of the rights of all persons
with challenges.
(Ministry of Education and Culture 2004: 9)
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Management of the Education System
The Ministry of Education, through its agency, the National Council on Education (NCE), has
responsibility for monitoring education programmes and policies and for ensuring that boards
of management of educational institutions are legally constituted and functioning effectively
(Ministry of Education and Culture 2000).
The overall management strategy of the Ministry of Education was traditionally based on
central control over all administrative matters. However, a fair degree of institutional
autonomy on professional issues was allowed. But as the system expanded and grew more
diverse there was the need for administrative reform and a more effective means of managing
the system at the local level. Under the government’s Administrative Reform Programme
(ARP), an initiative was launched to decentralise the management and administration of the
Ministry of Education and Culture. This led to the reintroduction of regional offices with
clearly defined delegated authority and responsibility for meeting established standards and
for ensuring the attainment of educational objectives and targets. Of special concern was the
most efficient and effective use of human and material resources.
In Jamaica, schools are administered by Boards of Management, answerable to the Minister
of Education and Culture. They are supported by six regional administrators who have
responsibility for the overall monitoring and management of the system, which is carried out
by education officers at the individual school level. However, the principal of the school is
ultimately responsible for the management of the teaching and learning process.

Conceptual Framework
Inclusive Education
Several definitions have been proffered for the concept of inclusive education. Among them
are those put forward by the Guidelines of Inclusion 2005 as cited by UNESCO (2008a). In
that document inclusive education is defined as ‘a process of responding to the diversity of
all learners by increasing participation and reducing exclusion within and from education’
(2008a: 11) The same source gives the definition arising out of the 1994 Salamanca Statement
and Framework for Action that ‘schools should accommodate all children regardless of their
physical, intellectual, social, emotional, linguistic or other conditions. This should include
disabled and gifted children, street and working children, children from remote or nomadic
populations …’ (2008a: 10).
Common to the definitions given here are the notions of diversity, increased participation and
reduced exclusion. These themes form the core of any programme of education that supports
the notion of inclusion. Diversity suggests differences among people based on gender,
language, race, nationality, socioeconomic background, disability, cultural origin and
educational achievement (Landsberg 2006). So, by embracing the concept of diversity,
inclusive education demands that we tolerate, respect, value, welcome and celebrate diversity
and seek to meet the needs of the different (UNESCO 2008a). Inclusive education means that
all children will be accommodated, included and supported in the education system, no
matter what their race, gender, disability or background, and so forth (Department of
Education 2001; Mitchell 2005; Landsberg 2006).
Increasing participation and reducing exclusion may be viewed as two sides of a coin, so that
efforts to accomplish one results in the accomplishment of the other. Of importance to
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increasing participation is the removal of barriers to access. A commitment to inclusive
education would therefore imply considerations that include lack of access based on physical
abilities; intellectual, social, economic, emotional and linguistic condition; geographic location;
cultural or political life of communities; and ethnic or religious background (Rajawat 2003;
UNESCO 2008a, 2008b).
The South African Department of Education (2001) described barriers to learning as those
factors that hinder teaching and learning. These include negative attitudes towards
differences; stereotyping; a curriculum that is inflexible; inappropriate language of teaching;
a lack of communication; built environments that are unsafe and inaccessible to learners;
provision of support services that is inappropriate and inadequate; recognition by parents, or
parents who are not involved; policies and legislation that are insufficient; and a lack of trained
educators and education managers (Department of Education 2001; Landsberg 2006;
Engelbrecht & Green 2007).
UNESCO (2008b) outlined a number of recommendations that should be followed as countries
seek to implement practices of inclusive education. Again, we do not intend to elaborate on
these recommendations; rather, we will consider them inasmuch as they highlight the
assumption of diversity, increased participation and lack of exclusion.
In terms of approaches, scope and content some of the recommendations made to member
states were to:
acknowledge that inclusive education is an ongoing process aimed at offering quality
education for all while respecting diversity and different needs and abilities,
characteristics and learning expectations of students and communities, eliminating all
forms of discrimination (2008b: 18)
and ‘address social inequity and poverty levels as priorities’ (2008b: 18), as well as
promote school cultures and environments that are child-friendly, conducive to
effective learning and inclusive of all children, healthy and protective, genderresponsive, and encourage the active role and participation of the learners themselves,
their families and their communities. (2008b: 18)
In terms of public policies, the recommendations encouraged governments to:
pursue education in the public interest and strengthen the government’s capacity to
orientate, promote and follow-up on the development of equitable education of high
quality in close partnership with civil society and private sector (2008b: 19)
as well as ‘Develop policies that provide educational support for different categories of
learners in order to facilitate their development in regular school’ (2008b: 19), and ‘View
linguistic and cultural diversity in the classroom as a valuable resource’ (2008b: 19).
The recommendations also encourage governments to ‘provide for the participation and
consultation of all stakeholders in the decision-making processes’ (2008b: 19), and ‘develop
early childhood care and education (ECCE) programmes that promote inclusion as well as
early detection and interventions related to whole child development’ (2008b: 19); as well as
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‘enhance efforts to reduce illiteracy as a mechanism of inclusion, bearing in mind the
importance of literate parents on the education of their children’ (2008b: 19).

Leadership and Management for Effective Inclusive Education
As governments embrace the concept of inclusive education, what takes place in institutions
of learning must be seen as essential to its success. In this regard, school leadership and
management are critical in creating the needed changes towards inclusive education.
Principals, as school leaders, are therefore at the heart of any change process as they are
charged with initiating change and helping others to deal with change. However, for schools
to be successful in making the far-reaching changes, it is important to have exceptional leaders
with a new paradigm of management and leadership. Principals should be dynamic leaders
with a vision that can transform a school to reach the best possible outcomes for all learners
(Engelbrecht & Green 2005). Pivik, McComas & Laflamme (2002) were of the opinion that
principals need to ensure that their schools are fully inclusive and take a leading role in
modelling inclusive attitudes and behaviours.
Engelbrecht, Oswald & Forlin (2006) noted that it is only if the school principal is prepared to
embrace a democratic leadership style and share power with all the other role-players in the
school community that the ideals of inclusion stand a chance of being realised. They found that
establishing democratic leadership, policies and practices is a difficult challenge for schools.
Through their research, they found that visionary and dedicated school leaders with strong
devotion to inclusive and democratic values and principles are necessary for schools to move
towards the implementation of a more successful inclusive and democratic system.
As captured in the definition of inclusive education put forward in the Final Report of the
48th session of the UNESCO International Conference on Education, inclusive education
involves changes and modification in content approaches, structure and strategies. To
implement an inclusive education system, a whole-school approach will have to be followed
in which all role players and systems of the school as a learning organisation will be actively
involved (Donald, Lazarus & Lolwana 2007).
Whole-school development involves changing an educator’s classroom practice. The
principles and strategies of whole-school development that need to be accomplished to
develop inclusive education are:
●
●
●
●
●
●

●

to educate all learners to become involved and contributing citizens in a democracy;
to give all learners access to education within the local community;
to teach for all diverse needs and through real-world activities;
to build community and support learning for all role players;
to build partnerships with families, the community and within the school;
to develop and acknowledge their leadership roles as all community members and
educators can be leaders; and
to allow everyone (parents, teachers, community members, support teams, and so forth)
to develop collegiality, collaboration and collaborative relationships to work together
to make inclusive education possible and better. Teachers struggle with these issues as
they are used to working in an isolated manner – every teacher has his/her own way
of teaching.
(Engelbrecht & Green 2007)
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These changes may leave the teachers feeling uncertain and reluctant and so, in implementing
the changes that come with inclusive education, school leaders need to ‘assist teachers in
understanding and appreciating the purpose of the change and how it works within their
school culture’ (Beach & Reinhartz 2000: 310). This speaks to the role of the school principal
as the instructional leader, ensuring the continued development of the staff.
Instructional leadership is that aspect of educational leadership that focuses on the teaching
and learning function of the school. It includes defining and communicating the school’s
vision and mission; managing the instructional programmes; establishing, implementing
and achieving academic standards; promoting a school climate that is conducive to
learning; talking with teachers; promoting teachers’ professional growth; fostering teacher
reflection; modelling and promoting professional dialogue and discussion; developing teacher
leaders; and establishing and maintaining positive relationships with staff, students
and parents.
O’Leary Burness (2001) made the point that effective instructional leadership practices are
essential in ensuring that ‘every child – regardless of disability – has the right to access the
same opportunities available to any other student’ (2001: 1). The US Jefferson County Public
School (2003) cited in Ezenne (2005) also argued that an instructional leader is, among other
things, one who ‘manages and supervises an instructional programme that fosters success for
all students regardless of gender, race or disability’ (2005: 185).
Beyond the school level, leadership towards inclusive education requires the government’s
commitment to:
Train teachers by equipping them with the appropriate skills and materials to teach
diverse student populations and meet the diverse learning needs of different categories
of learners through methods such as professional development at the school levels,
pre-service training about inclusion and instruction attentive to the development and
strengths of individual learners (2005: 20)
and to ‘Support the strategic role of tertiary education in the pre-service and professional
training of teachers on inclusive education practices through inter alia, the provision of
adequate resources’ (2005: 20). In addition, there is the need to ‘encourage innovative research
in teaching and learning processes related to inclusive education’ (2005: 20); and ‘equip school
administrators with the skills to respond effectively to the diverse needs of all learners and
promote inclusive education in their schools’ (2005: 20).

Comparative Analysis
In both Jamaica and South Africa there have been many challenges for schools in the
implementation of inclusive education. Not only is it a paradigm shift that happens in schools
and communities, but it is also a shift of mindset for educators. Both countries have, however,
demonstrated a commitment to inclusive education at the national, legislative and policy
levels that has implications for programmes and practices at school level.
Here we discuss the school-level factors that came to the fore as we examined the cases. The
factors and discussion have been organised around three themes: suitable infrastructure and
resources; models of teaching; and school management and the professional development of
school leaders.

ISEA • Volume 39, Number 1, 2011

Suitable Infrastructure and Resources
A key consideration in assessing efforts towards inclusive education is the resources that
teachers need to make inclusive classrooms as effective as possible. In South Africa, school
support is a serious challenge. Schools in South Africa are lacking in capacity, resources and
leadership to even out the legacy of apartheid in the education system. South Africans have
to build the capacity and resources of schools; and the kinds of leadership that can effectively
navigate the challenges of the policy change need to be developed. District officials are
supposed to give full support to schools so that all the needs in the school will be met, but
schools in South Africa feel as though district officials only visit to monitor their
implementation of policies (Engelbrecht & Green 2007).
In Jamaica, public-funded institutions are often under resourced; consequently, there is a major
lack of infrastructure in many of our schools in terms of students seating and writing surfaces,
science laboratories, libraries and so on. Since the 2000s, the capacity of schools has been
reduced due to an increase in requirements for unit space per student. At the early childhood
level, while there is high enrolment, the quality of the space in most facilities is sub-standard.
They lack equipment, trained personnel, and appropriate physical and social environments
(Planning Institute of Jamaica 2009). At the primary level there is massive overcrowding,
particularly in urban areas, as a result of efforts to achieve universal access at primary level.
Many schools at secondary level are also overcrowded.
In response, the Government of Jamaica has developed a strategy ‘to ensure that financing
mechanisms are in place to support the resourcing of the educational system to the levels
required for world class delivery’ (Planning Institute of Jamaica 2009: 93). This includes
creating a mechanism that establishes a pool of funds for education and forging new
public/private sector partnerships while expanding existing ones.

Models of Teaching
Kruger & Adams (2002) noted that in South Africa a learner-centred approach to education
had to be followed, and Curriculum 2005 had to be developed to make inclusive education
principles a reality. Consequently, Curriculum 2005 was based on the belief that all learners
can learn and be successful, hence outcomes were designed so that all learners could attain the
outcomes despite their unique abilities.
Naicker (2006) supported Kruger & Adams’ (2002) view that the South African Revised
National Curriculum Statement is learner-centred, and argued that it could be located within
the framework of learning theories such as constructivism. Constructivism, he notes, assumes
that the subject of the knowledge builds up all knowledge from scratch. However, in the
schools where Engelbrecht, Oswald & Forlin (2006) did their research, they found that learners
do not receive recognition for their own learning process. The Index for Inclusion implies that
learners should be collaborative partners in their own learning process, but this is a new
concept for the teachers and principals of these schools.
In Jamaica there has been no clear articulation of a model of teaching that would be critical for
inclusive education. Of importance, though, is that prior to 1994 there was no curriculum for
secondary education. However, the Reform of Secondary Education (ROSE) sought to address
quality, access, equity and relevance. Through this programme, all secondary-school-aged
children in Grades 7–9 have access to a common curriculum and are assessed on a national
assessment instrument (Task Force on Educational Transformation 2004).
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School Management and the Professional Development of School Leaders
According to the Department of Education (2005), in South Africa principals must recognise
their role in setting the tone for the transformation process and ensuring that decisions are
made, challenges are met and processes supported in line with the philosophy of inclusion.
However, many are still left in the dark regarding their roles in implementing policies on
inclusive education. Furthermore, where implementation is taking place there is also a lack of
data on the effectiveness of the implementation by school principals of these policies.
There are many challenges regarding the professional development of school leaders in South
Africa. It is clear that many principals or aspiring principals are not equipped with the
necessary skills to deal with diverse school populations or to affect the responsibilities outlined
by the Department of Education, yet there is no compulsory certification for teachers wishing
to enter the principalship. However, there is hope, as efforts are under way to introduce formal
certification. It remains to be seen whether this certification will include aspects of inclusive
education.
In Jamaica, much effort is being made to build the capacity of school management systems to
support effective and sustained school-based management. The strategic direction of the
government is to focus on results-based management systems within education, to strengthen
capacity for the collection and analysis of relevant data to support continuous improvement,
and to strengthen and enforce systems that facilitate accountability in school management
(Planning Institute of Jamaica 2009). However, none of the documents reviewed for this paper
spoke to the role of principals in affecting an inclusive education agenda.
Much energy is being given to the professional development of individuals who desire to
enter principalship. There are a number of degree-level courses of study aimed at preparing
principals for the school system, as well as courses organised by the professional development
unit of the Ministry of Education aimed at strengthening the capacity of school principals to
execute their jobs. These efforts have now been further strengthened with the Government of
Jamaica’s approval of drafting instructions for the legal establishment of the Jamaica Teaching
Council (JTC).
The purpose of the JTC is to raise and regulate the standards of the teaching profession in
Jamaica, as well as to provide support to achieve excellence in teaching. Its principal functions
will be the development of registration and licensing standards, and the accreditation of
teacher certification. That body is currently leading the charge to establish standards that will
govern the training and preparation of school leaders in Jamaica and, as such, influence the
type of training offered by the various institutions.
Further, the recently established National Inspection Agency aims to assure and improve the
quality of educational provision and outcomes for all learners through the rigorous and
independent inspection of all schools, Regional Education Agencies and other education
service providers. However, as in the case of South Africa, it remains to be seen whether the
principles of inclusive education will be greatly emphasised in these standards, in the
instruments to be used in the school inspection process, and in the training of principals.

Conclusion
It is clear that both countries have identified the subject of inclusive education as an important
focus of their education agenda. However, particularly in the case of Jamaica, what was not

ISEA • Volume 39, Number 1, 2011

evident was an appreciation for the critical role of the school principal in creating and
sustaining an inclusive environment at the school level that addresses the varying needs and
capabilities of students.
Measures to ensure increased access as a key element in inclusive education are very well
articulated in the policy documents of both countries, but the critical question is access to
what kind of education, because situations of overcrowding and lack of resources threaten
the integrity of any stated commitment towards the provision of quality education for all
students, with their varying abilities, characteristics and learning expectations.
Further, strong leadership is required for any true measure of success in the implementation
of inclusive education. It is therefore imperative that the governments of both countries give
priority to the training and development of exceptional school leaders equipped with new
thinking that embraces the notion of inclusion and who can transform their schools to reach
the best possible outcomes for all learners.
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Inclusive and Segregated Classroom
Assignments in China and the
United States
Xiao Liang and Heidi Abadeh

Abstract: The focus of this article is on inclusive or segregated classrooms in China and the United
States related to inclusive multicultural education. The contexts of inclusive and/or segregated
classrooms in a non-Western country (China) and a Western country (United States) are presented. The
conceptual framework, assumptions and beliefs regarding the value of inclusive education are discussed.
A comparative analysis highlights similarities and differences of the manner in which the two countries
approach inclusive education. A discussion of the implications for educational leadership, need for
professional development and resource allocation are presented, along with recommendations for further
research on inclusive education.
Children with special needs are not unique to any one country, but are present in all societies.
The way in which these children are educated differs, depending on the cultural values and
social attitudes of the people in the country. In some countries, children with special needs are
segregated, with limited opportunities to attend school. In other countries, these children are
educated but in segregated settings, while in yet other countries these children are educated
in classes with non-disabled children.
While special needs related to disabilities could limit a child’s ability to function, culture also
could have a disabling effect on a child trying to learn. Immigrant children who have difficulty
understanding the language and customs of their adopted countries often are misidentified
as having learning disabilities and are placed in segregated classrooms. Appropriate
placement of students into educational environments that provide optimal opportunities for
learning is an important task of educational professionals at all levels.
This report will provide background information on inclusive and segregated education in
China and the United States. The two countries use different approaches to provide
multicultural education for new immigrants or special education services for students with
disabilities. China is just beginning to educate students with special needs, while the United
States has a strong commitment to educating all children. The report will compare and
contrast the approaches of each country and then discuss implications of the differences, along
with recommendations for further research.
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Inclusive/Segregated Education in China
In ancient societies within China, typically in feudal societies, but also before the foundation
of the People’s Republic of China in 1949, most classrooms were segregated. Only boys and
girls from privileged families, such as economically well-off homes or politically upper-class
homes, had opportunities to attend good schools when they were young (Yang 2000). Among
those students, boys and girls always were segregated and did not have any chance to
communicate with each other. Interestingly, only male students from boys’ schools
complained about the segregation; most of the female students from girls’ schools did not
voice any disagreement.
Later, Chinese society proceeded to a time when the economic or political status of families
did not count as a vital factor in the assignment of students to various classrooms. However,
educators could not ignore the prominent background elements of students and the fact that
there are still many differences among students in basic education in China, such as gender,
cultural, religious, regional and age differences, plus variances in dialect between the Han
Majority and 55 minority groups.
China is a large country where students have a range of learning needs. Educators ask
themselves if inclusive classroom assignments should be the mainstream practice in schools
so that unity can be the main goal, or if segregated classrooms should be chosen to address
the various needs of different groups of students.
To fight against unfair treatment of young students, segregated classes are not allowed in the
system of basic education in China. What is basic education in China? It includes kindergarten
and elementary education, as well as middle school. This is similar to the structure of K-12
education in Western educational systems. However, levels of schooling in China are given
different descriptors from those in Western countries. In China, we call junior high school
years ‘junior high grade one, junior high grade two, junior high grade three’. We call senior
high school years ‘senior high grade one, senior high grade two, and senior high grade three’.
This is the foundation of postsecondary education, and it is why we call it ‘basic education’.
Not long ago, the Chinese government started to build a ‘nine-year compulsory education’
system, meaning free education financed by the country from elementary education to junior
high school education: nine years altogether. Important questions for Chinese educators
now include:
●

●

How could different classroom assignments be used in Chinese basic education for the
purpose of producing excellent graduates to help construct a modern society in China?
How should the leaders in education systems adapt themselves to manage classrooms
and students?

In this paper, there are two other important terms: instructional leadership and inclusive
intercultural education. Instructional leadership is the leadership needed to enhance
instruction intended to educate students with more profound theoretical and practical
knowledge. As for inclusive intercultural education, broadly speaking it refers to education
provided for learners of differing ability, culture, language and religion. The following is a
discussion of the basic education system in China with a focus on inclusive and segregated
classroom placements for students.
Kindergarten is still not a regulated education phase, and only the age of the student is
considered when deciding which class is appropriate. In the basic education system,
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elementary and middle schools attract most of the attention of students, teachers, school
leaders, parents and educators. More than 550,000 elementary schools and nearly 130,000
middle schools provide educational services to children in China. These schools are led by
650,000 principals and approximately 350,000 vice-principals.
The largest elementary schools have more than 2,000 students, while the smallest ones have
only about 6–20 students. The largest middle schools have more than 5,000 students, while the
small middle schools only have about 100 students. Recent data show that 65 million middle
school students and 38 million primary school students are in education in approximately 3.4
million classrooms in China.
China is also a diverse country. There are 56 nationalities, including the Han Majority,
comprising 91.96 per cent of the total population, and 55 minorities, representing 8.04 per cent
of the population. Students from different nationalities sometimes come to class, with
challenges occurring because their values and faiths may differ. However, to promote national
unity, they are in most cases put into the same classes. Educators and leaders have to face this
dilemma in their teaching and managing processes.
The challenges that basic education system face are multilayered. The most apparent one
is the controversy between ‘examination-oriented education’ aimed at students obtaining
higher academic scores so they can register in more privileged upper schools, and so-called
‘quality education’ that aims at training students to become well-developed people. Other
challenges include the cooperation between schools and students’ families, the relationship
between schools and societies, and competition between book knowledge and practical
capabilities. Since most Chinese basic education schools design their classroom settings to be
inclusive, students’ various motivations for learning present great challenges for school
leaders (Hao 1998).
Still, there are opportunities for students to learn from each other in classrooms in Chinese
schools. Students come from various backgrounds, so the groupings are an indispensable
component of their learning in schools. While they obtain knowledge from books and teachers,
they can at the same time acquire social knowledge from their peers through constant
communication, mutual learning, and sometimes even disagreements and conflicts.
China is a large country with a population of nearly 1.4 billion. Inclusive classrooms are the
most feasible way to organise schools, primarily because they are the most efficient use of
educational resources within such a large population. Assigning students to inclusive
classrooms can minimise discrimination because of students’ gender, family characteristics,
religion, and regional differences, for example. Stability is a key goal, since if there is prejudice
or unfair treatment of students then their families would rise up in disagreement. These
disagreements will not only influence the leadership and management of schools, but also
have a serious impact on students’ psychological growth. At the same time, however, several
kinds of segregated classes also occur.
First, in current society an increasing number of Chinese families have an ‘only child’ under
the national policy of population control called the ‘family planning policy’. With competition
within society becoming fiercer owing to the development of the national economy and
internationalisation, families and parents strive to encourage children to seek an ‘elite
education’ even at young ages. Besides sending youngsters into extracurricular classes such
as dancing and drawing, parents also emphasise students’ classroom performance. That is
why in many key schools (evaluated by related education bureaux to be among the best-
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quality schools), there exist ‘top classes’ or ‘elite classes’, with students selected using a series
of oral examinations, evaluations and interviews. This process is a prominent phenomenon
since, in China ,admission into a privileged upper school is still the goal of parents and schools.
The second kind of segregation is, as we have mentioned, focused on maintaining stability in
society. While certain schools may possess better educational resources and be more attractive
to students, they cannot accommodate an unlimited student population. Therefore,
educational authorities assign students to specific schools according to their official household
addresses, which are their geographic location.
Third, Chinese society is a multicultural country and since there are different dialects, beliefs
and even food preferences, a certain number of minority students are segregated into
‘minority classes’ taught by both Han teachers and minority teachers. In some cases, there are
minority schools for students of different nationalities, either altogether or by nationality.
The fourth type of segregated schooling is for children of migrant workers. In modern China,
there is a huge group of people from the countryside who seek jobs, mostly physical jobs such
as painting and construction, and move to the cities. When they bring their families with them,
the education of their children becomes a challenge. To take special care of this group of
children and in some way avoid prejudice from other city children, some segregated classes
are organised. Although there are various reasons for these segregated classes to exist and
develop, such as getting away from prejudice and conflict, or helping gifted students to grow
in a special environment, controversies continue to exist.

Inclusion of Students with Disabilities in the United States
This section discusses the inclusion of students with special needs in regular education
classrooms in the United States. In 2003–04, approximately 6,634,200 students were provided
with special education services. This number comprised 13.7 per cent of the student
population in the United States. The largest group of children with special needs is classified
as having specific learning disabilities (42.7 per cent), followed by speech or language
impairments (21.7 per cent). These children generally can be included fully in regular
education classrooms, with adaptations and special materials to meet their needs. The
remaining students with special needs include those with cognitive impairment (8.9 per cent),
emotional disturbance (7.4 per cent), hearing impairment (1.2 per cent), and all other
conditions (18.1 per cent), such as orthopedic impairments, other health impairments, visual
impairments, multiple disabilities, traumatic brain injury and developmental delay.
Depending on the severity of these conditions, students may be included in regular classrooms
for all or part of their day or may be placed in centre-based programmes (Special Education
Statistics, n.d.).
The US Office of Education (as cited in Winters, n.d.) has defined learning disabilities as follows:
a disorder in one or more of the basic psychological processes involved in
understanding or in using language, spoken or written, which may manifest itself in
an imperfect ability to listen, think, read, write, spell, or do mathematical calculations.
The term includes such conditions as perceptual handicaps, brain injury, minimal brain
dysfunction, dyslexia, and developmental aphasia… the result of visual, hearing, or
motor handicaps, mental retardation, or emotional disturbance, or of environmental,
cultural, or economic disadvantage. (para. 5)
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With the focus on the inclusion of all learners, the traditional style of instructional delivery
may be inadequate for addressing the array of needs posed by diverse student populations
(Giangreco 1992; Wald 1998). Prior to the Individuals with Disabilities Act (IDEA) of 1975,
students with disabilities were segregated from the rest of the school population in the United
States (Beratan 2008). Depending on their disabilities, they were placed in self-contained
emotionally impaired, cognitive impaired, learning disabled or physically impaired
classrooms. In addition, students who were English language learners (ELLs) and had
disabilities also were placed in segregated classrooms. Students in these classrooms were
excluded from active and meaningful participation with their peers in regular classrooms and
the school. At the present time, the United States uses a multitrack system for special
education, offering a continuum of services from special schools (centre-based) for students
with severe disabilities to partial or full-time participation in general education classrooms
(Powell 2006).
While segregated classrooms may have enhanced students’ sense of security by having
smaller class sizes and extra time to complete assignments, the students were discouraged
from developing the appropriate skills to interact successfully with other students in their
school. These students were more likely to socialise with students in their special education
class. Instead of attending their neighbourhood schools, many students with special needs
were bussed from different parts of the city to segregated schools with classes for students
with special needs. Student assignment to these schools was based on resources for students
with special needs, the location, or space availability. Students who were ELL as well as having
disabilities often were segregated from regular education students who spoke their language,
further isolating them.
Students with disabilities rarely interacted with their classmates after school because they
lived in diverse locations. When schools offered activities after school, many students with
disabilities were unable to attend because of the bussing schedule. In some instances, parents
of students with disabilities had to drive their children back to school or make special
arrangements for their children to participate in after-school activities. Other parents of ELLs
who had additional disabilities might not be able to attend at all, because they lacked
transportation or did not know how to drive.
Educational materials (e.g. books with a high interest level and low reading ability) were
available for students with disabilities in segregated classes. In addition, one-on-one teacher
assistants could help these students with school work. Socialising was limited to students in
their own classes without any peer pressure from other students in the school. Segregated
classrooms created a friendly and accepting environment, but offered no challenges associated
with the real world. Students did not have to compete for their success and, instead, they
grew up in a sheltered world.
A greater percentage of students with learning disabilities from multicultural backgrounds
have been placed in special education classes than students from the majority culture (Powell
2006; Beratan 2008). Since the 1960s, black students have been over-represented in special
education, particularly in categories such as ‘mental retardation’ and ‘emotional disturbance’.
However, they were not over-represented in the ‘specific learning disabilities’ category. Powell
contended that the over-representation in special education may be the result of ‘inappropriate
interpretation of cultural differences and biased classification processes and instruments’
(Oswald et al., as cited in Powell 2006: 587). Powell indicated that ‘special education settings
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– authorised to offer different educational opportunities – seem to legitimately reduce individual
access to opportunities to learn. These reduced opportunities, in combination with regulatory
limits on certification, may reduce educational attainment’ (2006: 578–579).
Students who were ELLs often were misidentified as learning disabled because of language
constraints that could affect assessments for referrals to special education. For example,
English language tests were difficult to administer to this new population of students, with
most norm-referenced tests using native students as the control group in developing these
norms. The assessments used to identify students could be culturally biased, as some students
had difficulty understanding items on the test that were not related to their culture or did not
exist in their native language. Other students from large families needed more attention from
home to succeed in school. In addition, immigrant students who had attended school in their
home countries might have encountered culture shock in their new school and had a difficult
time adjusting to the new setting. Some ELL students came from war-torn countries and were
denied education during their years in their native land. Some multicultural students with
disabilities were kept in segregated classrooms for long periods because they were behind in
their learning due to factors over which they had no control.
As culturally sensitive assessments became available to identify students for bilingual education,
the percentage of ELLs placed in segregated programmes for students with learning disabilities
decreased. These students could be pulled out of regular education classes either for intensive
one-on-one teaching in English or as a group using the child’s native language in resource
rooms. After learning the lessons in their native languages, ELL students were then re-taught
using English to help them become fluent in English, while maintaining their level of knowledge
in subject areas. However, students with severe learning disabilities continued to be placed in
special education classes with a bilingual paraprofessional to assist the teacher in class.
Because ELL students were performing below grade level, schools created programmes to
acculturate parents and encourage their involvement in their child’s education. Some schools
with higher populations of multicultural students encouraged community members to
support them culturally and financially. Community members supported the schools by
volunteering in the classroom, helping children with their lessons, and being positive role
models for the students. The students and teachers benefited from being able to interact with
adults from within the multicultural community.
As students with disabilities matured into young adults and graduated from segregated
classrooms, parents realised their children were unable to live independently in the real world.
These students lacked social and occupational skills needed to make friends with other young
adults and find work. Their academic achievement was lower than students in regular
classrooms and they often were unable to solve problems independently. Parents became
concerned and advocated changes in the educational system.
Better assessment tools and research methods resulted in more accurate identification of
students with special needs. Parents began fighting for regular classroom placement for their
children in the neighbourhood schools. Parents realised that their children with special needs
should attend these neighbourhood schools to develop long-term relationships with children
in their community. Through their hard work advocating for their children, a law was passed
to include their children with special needs in the least restrictive environment.
In 1975, the interest and commitment to special education by the United States Congress had
evolved to the point that legislation was passed to provide the basic foundation for the
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educational rights for students with disabilities that exists at the present time. That legislation,
entitled the Education of All Handicapped Children Act of 1975 (PL94-142, 1975), mandated
that all students with disabilities had to be provided with appropriate educational services,
using funding made available for implementing these services. This law also mandated the
manner in which these services should be planned and provided, including safeguards for
students and their families (Smith 2001). Students with disabilities began to attend schools in
their neighbourhoods and to participate in the same classrooms as regular students.
After the Education of All Handicapped Children Act of 1975 (PL94-142, 1975), the Individuals
with Disabilities Education Act (IDEA) was adopted in 1990. The act has been revised three
times (1997, 2004, 2009), with each revision providing more assurances of better educational
services. This law requires schools to provide a Free Appropriate Public Education (FAPE) in
the least restrictive environment (LRE) for all students with disabilities (Beratan 2008). The
LRE was developed to ensure that students with disabilities would not be removed from
regular education classrooms or isolated from other non-disabled children of the same age.
Accordingly, LRE decisions vary among children and are based on individual learning needs.
Under IDEA, schools are required to provide a full continuum of services that range from
regular education classrooms with support from teaching assistants, to special classes
(resource room, pull-outs, etc.), as well as placement into special education settings as required
to meet the students’ needs. Factors that are used to make these decisions include:
a. the child’s ability to focus on lessons;
b. the types of skills children have to learn;
c. the extent of individually designed instruction needed; and
d.other issues specific to the student.
These factors are used by administrators to create an inclusive environment or place children
with special needs in LREs.
Literature has provided considerable support that promotes inclusive programmes for
children with disabilities. Research has indicated that positive outcomes have been obtained
for children with and without disabilities who are involved in inclusive educational
programmes (Buysse & Bailey 1993; Lamorey & Bricker 1993; Odom & Diamond 1998; Buysse,
Goldman & Skinner 2002). Students with disabilities who are placed in the least restrictive
environment showed improvements in independent skills, grade-level academics and
socialisation. Students with disabilities had to work harder and achieve higher grades in
inclusive classrooms when compared to what was required in segregated classrooms. They
had to develop the skills required to become independent in collecting the information needed
to complete assignments and to pass their classes. The organisational skills required to prepare
for class, take tests and participate in discussions had to improve. Many students with
disabilities were able to adjust with the assistance of support staff in their regular classrooms
or in resource rooms. Students with severe disabilities showed some improvements, but were
not so easily accepted by their peers. Teachers were aware of their students’ needs, but
required administrator support to provide the best learning environment.
After the passage of IDEA, teachers had to adopt different teaching methods and strategies for
students with disabilities. A committee is now formed that may include the school
psychologist, regular and special education teachers, parents, the student with a disability,
community members and student advocates. This committee meets to develop the
individualised education plan (IEP) that includes placement in the LRE, and an educational
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plan that determines the need for assistive equipment, specialised teaching materials (e.g.
Braille books for blind students, hearing aids for deaf students), and assessment adaptations;
identifies the need for an aide to help the student with assignments; and gathers any other
information or materials the student may need to succeed in school. The IEP indicates the
amount of time students will spend in the least restrictive environment, as well as the time in
resource rooms. The plan will specify the need for a bilingual or paraprofessional assistant in
the regular classroom and determines which regular education classes the student will attend
and which adaptations may be required for learning. Students with disabilities will meet with
their special education teacher during the week to learn strategies that will be useful in their
regular classrooms. At other times during the school day, students with disabilities may have
a special education teacher co-teach with the regular education teacher.
Some schools districts accommodated students with support staff in the regular classrooms and
other districts created resource rooms for students to be pulled out of their regular classes and
taught for a few hours a week in a separate class. Other districts have students with learning
disabilities remain in their regular classroom with general and special education teachers coteaching collaboratively. Most schools in the United States have favoured the collaborative
teaching method for students with disabilities. These students are able to learn in the regular
class with their same-age peers, while having both the special education teacher and regular
education teacher share the teaching responsibilities. Administrators must encourage teachers
to participate in staff development to prepare them to work with other teachers in collaborative
classrooms to meet students’ needs and provide optimal learning environments.
The regular education classroom environment expects students to adapt to different teaching
methods during the day. For example, students are taught as a group when the teacher
presents a lesson on a new topic and then are asked to work independently on their
assignments. Often students with disabilities are unable to rely on their peers or the teacher
for assistance; they must follow directions to complete their assignments independently. This
type of environment encourages students with disabilities to expend greater effort to keep up
with the rest of their classmates.
When placed in the least restrictive environment with regular education students, students
with disabilities are given opportunities to socialise with their peers. Positive relationships
could form between the students because of common needs to exchange information and
succeed in their classes. Regular education students became supportive, volunteering to assist
students with special needs in their classes and during activities. The students became friends
and developed long-lasting relationships, with regular education students and students with
disabilities creating an acceptable environment for all members of their community.
When special education teachers are unable to be present for the regular education lesson,
they provide adaptive materials for students with disabilities. Adaptive materials, such as
large-print books for reading, pencil grips for better writing, special lined paper, simplified
versions of the lessons, tape recorders to play back the lessons, and computers to help in
writing are examples of equipment and supplies used by students with special needs. Some
students might not require any adaptive materials in regular education classes, but need the
assistance of a paraprofessional to keep them focused. Others may participate in peer tutoring
by regular education students to maintain their academic level at that of the rest of the class.
Peer tutoring has provided an impetus for students with disabilities to achieve in the regular
education classes. These classes can be challenging for students with disabilities because they
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have become accustomed to receiving support in their special education classes. If students
with disabilities are to maintain their grade levels, they must form social bonds with their
peers, but students with disabilities may find it challenging to make friends because of a lack
of appropriate social skills. Through peer tutoring, students with special needs and regular
education students work together to achieve grade levels while forming social bonds.
Inclusion of all students in regular classrooms has resulted in positive social, academic and
emotional growth for students with mild disabilities, but not for students with severe
disabilities. They may be included in special classes (e.g. art and music) for short periods of
time with regular education students. However, because of their physical and cognitive
limitations, these students often require extensive attention that may be disruptive in regular
education classrooms. These students are a small minority of children receiving special
education services and may be placed in self-contained classrooms in a regular education
school or in centre-based programmes with students who have similar disabilities.
Regular teachers often lack the specialised training needed to work with special needs
students. According to Enright & McCloskey (1992), all teachers need to have high
expectations for their students and be prepared to meet the needs of diverse learners in their
classrooms. Students with special needs may require adaptations to function in inclusive
classrooms. Because novice teachers may not be adequately prepared by their colleges and
universities to manage students with disabilities in typical regular education classrooms, they
may need the assistance of a special education teacher to learn to work effectively with
students with disabilities (Schwartz 1996). Administrators may invite university personnel to
create practicum programmes for teachers in their buildings.
Co-teaching or team teaching has become a new teaching method for regular education
teachers who have students with disabilities in their classrooms. Special education teachers
may spend time with students in a resource room for part of their teaching assignments, and
then teach lessons with regular education teachers. Regular education and special education
teachers spend time together preparing lessons before teaching. Regular education teachers
and teachers of English as a second language (ESL) also may co-teach in the same classroom
if ELLs are among the students (Zehr 2006), and students may benefit from having two
teachers teaching in one classroom. The special education teacher might teach a part of the
lesson, while the regular education teacher works with small groups. Another method of coteaching has each of the teachers teaching half of the lesson. The teacher who is not teaching
the whole class then works with individual students on activities and assignments to reinforce
what is being taught. Co-teaching has become a popular teaching method for students with
disabilities in regular education classrooms. Both regular education students and students
with disabilities have shown positive results from being assigned to co-teaching classrooms.
Students with special needs may improve in self-confidence when they are included in
a regular education classroom with the assistance of a co-teaching special education teacher.
Instead of being pulled out of their regular education classroom to learn, they share their
special education teacher with the rest of the class. Regular education students can gain from
being exposed to teaching strategies used by special education teachers. Special education
teachers, working with regular education teachers, are using their adaptive skills and
strategies to manage the lessons for all students in the classrooms. All students in co-teaching
classrooms can experience academic benefits by having the extra attention that two
teachers bring.
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Assumptions and Differences
This report concentrates on the current situation of classroom assignments in Chinese and
American educational systems. To explore and analyse the details and relevance of school
leadership and management in inclusive education, the following conceptual framework is
discussed.
Inclusive classes guarantee the availability of education to all students, regardless of their
background or learning abilities. At the same time, inclusive education is helpful in facilitating
the social harmony and stability within the educational systems by providing opportunities
for all children to obtain a free and appropriate public education. However, educational
authorities and leaders have realised that there is a need to support inclusive classes to
accommodate the many variations of learners in schools.
To cite an example, teachers providing English language instruction to students in the same
class in a junior high school in China may face problems associated with differences in the
ability and prior knowledge among the students. Some students may have a greater mastery
of English knowledge because of their primary school education, while others have difficulty
in keeping up with the lessons as they were not exposed to English when they were younger.
In this case, teachers have to make extra efforts to balance the teaching contents so that all
students will feel the English lessons are neither too advanced nor too easy. As Wu et al. (2000)
implied, school leaders should recognise the importance of helping teachers and students
optimise the teaching–learning dyad by providing appropriate learning materials, multimedia
equipment, opportunities to communicate with native English speakers, and so on.
The difference between rural students and urban students in China is another case worth
mentioning. If students have been born and raised in different environments, they may need
attention from teachers and school leaders to acclimatise to their present locations. For
example, rural students may need a greater orientation to city life and learning to survive in
an urban society when they come to city schools to study. In contrast, children who are raised
in an urban environment and then move to the country need to understand the slower lifestyle
of rural areas.
An improved inclusive intercultural education is needed if all students in China are to achieve.
To understand the importance of inclusive classrooms, researchers need to observe them,
collect feedback from teachers and educational leaders, and conduct further analysis using
data from surveys of students and families. Based on the findings from this type of research,
a comprehensive plan can be developed to enhance inclusive classrooms and to create learning
environments that support the needs of all students, regardless of culture or cognitive ability.
Although inclusive intercultural classroom settings are considered beneficial to most students
in the United States, segregated classrooms are available to meet the particular learning
requirements of students with special needs. However, school leaders, including principals
and administrators, must support the least restrictive environment that provides the best
educational opportunities, either in inclusive intercultural education or segregated classrooms.
Comparisons of outcomes from student placements in either inclusive or segregated settings
must be analysed to begin development of school policies and procedures.
The world trend of internationalisation has required each nation to focus attention on its
education system to elevate its educational results. In China, since the Reform and Opening
Policy was carried out in 1978, education has become a more critical course on the way to
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building a modern socialist country. Globalisation presents a future that requires improvement
of the country’s educational capabilities; conversely, it is also the source of pressure for
educators. Nonetheless, the instructional design of inclusive classes, as well as segregated
classes, needs to consider the background factors of all students.
While there are many differences in the educational systems of China and the United States,
the goal in both countries is to educate children. Special education and multicultural education
have been in existence in the United States for many years and have government support to
assure that all children, regardless of disabilities or language difficulties, receive a free,
appropriate education through to the twelfth grade. In China, multicultural education is in the
beginning stages and education generally ends at middle school level, with few children
advancing to high school.
Several differences were found between China and the United States in terms of their
educational systems:
a. In the developing educational system of China, both government and parents would
like their schools to educate children to give something back to China. Patriotism is an
identical ideology for students of all levels and classes. Also, using advanced
technology and knowledge to solve problems for China is undoubtedly an important
goal for Chinese students to achieve in their future. In contrast, in the United States,
children are educated to become independent. The goal of education in the United
States is to teach children to become productive citizens able to think critically and
achieve success economically, creatively and socially.
b. The educational systems in the United States and China differ substantially. Education
is compulsory through to the ninth grade for all children in China, where education
through to the twelfth grade is the norm in the United States. High school in China is
available in the cities, but children living in rural areas do not have this option. To get
into the best high schools, Chinese students have to pass admission tests, with
competition and family pride accompanying the selection process. While some high
schools in the United States require admission tests (public magnet schools for the gifted
and talented), most students are automatically enrolled in their neighbourhood public
high school. However, in most states, children can drop out of school after the age of
16 years. The United States school system is regulated state-by-state, with some input
from the federal government. In China, the school system is nationalised, with some
input from the regional areas. In the United States, public education is free for parents,
although some associated expenses may be incurred. In China, educational fees are
assessed and parents cover some of the costs of the schools.
c. Diversity is more a source of problems in Chinese schools. In the United States, diversity
is accepted and encouraged to a greater degree. Although a smaller percentage of
students in China are minorities, they are just beginning to be included in regular
education classrooms. In the United States, the law protects minorities and children
with special needs to assure that all children receive a free, appropriate public education
in the least restrictive environment. This assurance is enforced at all levels of public
education, from preschool through to post-secondary.
d.The Chinese educational system does not address children with special needs or
disabilities at the present time. In the United States, children with disabilities are taught
in the least restrictive environment based on their abilities and learning needs. The IEP
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team, comprising special education teachers, psychologists, special education
professionals (e.g. social workers, therapists), parents, students and student advocates
work collaboratively to make educational decisions, including which learning
environment (regular education classroom, resource room, self-contained classroom or
centre-based programmes) are most conducive to providing the best educational
experiences for children with special needs. Most children with mild learning
disabilities are taught in inclusive classrooms, while those with more serious cognitive
disabilities or physical problems may be taught in segregated classrooms within a
general education school or in a centre-based programme.

Implications for Leadership and Management
In the policy development process, the Chinese government and related educational
authorities are editing regulations for schools, school leaders and teachers, as well as students.
For example, there are items in codes of conduct specified in schools with diverse populations
to reduce discrimination against students and to make the schools more harmonious.
Additionally, teachers and administrators have been given more opportunities to pursue
further study, research and exchange, better to understand approaches for their schools’
management in diverse circumstances.
The laws in the United States continue to attempt to create an educational environment that
assures all students can learn. The latest law, No Child Left Behind (NCLB), raises the
educational expectations for all students and requires schools and school districts to meet
specific standards in regard to student achievement based on competency levels. In the United
States all children, regardless of ability, are tested. The students with special needs or those
with language difficulties (e.g. new immigrants) are given tests that reflect their abilities. All
other students complete a state-developed competency test. However, these tests do not track
children or deny them access to high school or college.
Based on legal requirements and responsibilities of educators, the school climate is reflective of
the leadership styles of the principals and assistant principals in China and in the United States.
Encouraging parents to be active participants in their children’s education is also a direct result
of the principal’s efforts. Teachers tend to work harder to help all children, regardless of culture
or disability, to achieve at their optimum levels and learn. The cooperation of all stakeholders
in the educational process is a result of the efforts of principals and their staff.
In China, classrooms are becoming a melting pot, integrating students from diverse
backgrounds. At times, this situation can be difficult for teachers and administrators as
equality and balance is rather hard to reach. Still, with the rising awareness of
multiculturalism, Chinese basic education systems are becoming more accepting of the
challenges associated with educating students from diverse cultures and ethnicities. The
tendency is to make the inclusive classrooms the preferred form for promoting students’
growth. People in the United States believe that culture is an important aspect of their lives.
However, they also recognise that education must be accepting of all cultures and races to
provide quality teaching/learning experiences for children. As a result, classrooms are
multicultural, with all ethnic and racial groups being educated together in a harmonious
environment. While some classes have children learning English (e.g. new immigrants) or
presenting with learning problems due to cognitive disabilities, children in the class generally
get along and form social bonds that extend beyond their own cultural groups.
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Conclusions
Elementary and middle school education in China has focused on inclusive classes, with some
examples of segregated classes. For further research on the Chinese case, we have the
following recommendations:
●

●

●

●

Observe the effectiveness of basic education in various regions across China. Research
related policies and their implementation.
Make historical comparisons using a longitudinal research design to present changes
and differences, especially after 1978 when the Reform and Opening Policy was
implemented.
Conduct case studies in several primary and middle schools, and in developed and
underdeveloped areas.
Make comparisons between successful schools in China and those in other countries
that have managed diverse populations in achieving positive academic outcomes.

In the United States, segregated classrooms are disappearing from education with the
exception of centre-based programmes for children with severe physical and mental
disabilities. Further research is needed to determine the effectiveness of inclusive classrooms
on the learning outcomes of children with disabilities. Additional research on the use of
collaborative classrooms, taught with a general education teacher and a special education
teacher, should be considered to determine if both regular education students and students
receiving special education services are excelling in their subject areas. While inclusive
education should be a goal of school systems, the types of classrooms that result in the best
learning outcomes must be determined. In conclusion, we call on educational leaders,
including principals, teachers and administrators, to develop a more proactive approach to
educating younger generations even more effectively. Further research on United States
schools needs to include the following:
●

●

●

Study the influence of school principals and assistant principals on the acceptance of
children with special needs within the schools. The use of inclusive classrooms may be
related to some degree with the attitude of the principal regarding placing students
with special needs into regular education classes.
Examine academic achievement and social growth of children in inclusive classroom
settings to determine if the placement of children with special needs in these types of
settings contributes to their success in school. By pre-testing and post-testing children
using standardised academic achievement tests and valid, reliable measures of selfconcept and self-esteem, empirical data can be obtained that can support the efficacy of
inclusive educational settings for all children, regardless of disabling conditions.
Compare the perceptions of special education and regular education teachers who have
been asked to team teach in inclusive educational settings. This research should
examine the reactions of classroom teachers who previously had sole responsibility for
providing instruction to regular education students and were now team teaching in
classrooms that included students with and without disabilities. The need exists
to determine how the teaching duties are divided, who takes charge of presenting the
lesson, and who is assigned to helping with classroom activities. Also important is
the understanding of the role of principals and assistant principals in the success of
team teaching.
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Professional Development of School
Leaders: Cross-cultural Comparisons
from Canada and East Africa
Shelleyann Scott and Jane F.A. Rarieya

Abstract: This paper is a cross-cultural comparison of leadership development in East Africa and
Canada. We explore the contexts and current leadership development practices, and critique the content
and processes in relation to the complexities of school leadership including the impact of diversity.
A surprising finding is the number of similarities between these two diverse cases and the authors
explore some of the significant differences. Time and availability of opportunities to access effective
learning experiences remain the enemy of school leaders. Leadership development programmes appear
to be overtly emphasising administrative and managerial aspects at the expense of instructional
leadership. Additionally, inclusive leadership is a neglected area in professional development
programmes. Technology appears to be under-utilised in both cases but holds real potential to
reconceptualise leadership development into more flexible, multimodal webs of enhanced practice.
This paper emerged from the International Study of the Preparation of Principals (ISPP)
project and from research and professional development conducted in East Africa in support
of school leaders. The ISPP project is an international collaboration of scholars from Australia,
Canada, China, England, Germany, Jamaica, Mexico, New Zealand, Scotland, South Africa,
Tanzania, Turkey and the USA exploring issues related to the establishment of effective
principal preparation in a range of contexts. The ISPP focuses on the usefulness of current
principal preparation to novice leaders and reconceptualising ineffective approaches while
acknowledging contextual differences and exploring similarities that the impact of
globalisation reveals. This paper outlines two research-based cases of leadership development,
one from Alberta, Canada and the other from the Kenyan and Tanzanian contexts. Specifically,
it identifies themes of inclusive leadership and the need to adopt broader definitions, the
types of content and professional skills leaders of the twenty-first century need to be
successful, and how technology can promote and extend opportunities for leadership
development. This paper presents lessons learned, but also seeks to retain the distinctive
uniqueness from each setting.

Conceptual Framework
This paper draws upon the literature in leadership, adult learning theory and professional
development in order to present a broader exploration of the issues of sound leadership
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development within dynamic, complex and multicultural school contexts. There are a number
of assumptions which underpin this paper:
a. Leadership is a complex role, and ICT, demographic changes in schools due to global
immigration, increased expectations and accountability, and lack of effective lifelong
leadership development inter alia are adding to the complexities of educational leadership.
b. Professional development should be lifelong. Adults’ learning needs are influenced by
their professional responsibilities and career aspirations.
c. Leaders, like teachers and students, should have access to constructivist-oriented
leadership development opportunities. They should also be sustained and contextrelevant; should support problem-solving, sound decision-making and the
development of deep understandings about leading; and should promote
metacognitive behaviours focused on making positive change (Zeichner & Bekisizwe
2008). They should be multimodal, including formal and informal processes, and cover
a range of knowledge and professional skills thereby meeting leaders’ varied lifelong
learning needs.
d.Leadership development must encourage boundary-breaking thinking. This means
leaders are reflective, interrogating and challenging their own and others’ assumptions,
and entrepreneurial with a view to progressing schools from traditional sites of learning
to innovative, more enlightened and inclusive ones.

Leadership and its Development
Being a principal is a rewarding and vital position but it also is challenging. The role is no
longer simply administrative; rather, modern conceptualisations ‘encompass more diverse
duties and expectations, ranging from instructional leader to financial manager to policy
developer, decision maker, staff mediator and negotiator, and marketer’ (Scott & Webber 2008:
765). Additionally, Webber (2008: 673) noted that ‘the influence of global population shifts,
information and communication technology, pluralism and multiculturalism’ has increased
complexities, thereby presenting even more challenges for leaders, particularly in relation to
diversity. School leaders who are striving for inclusive leadership are faced with diversity that
is not just about special needs, such as learning difficulties or exceptionalities. Inclusive
leadership is now broader and encompasses diversity in ethnicity, religion, language and
dialectical differences, cultural mores and the varied parental and societal expectations about
education. This is a worldwide phenomenon due to shifting populations as a result of conflict,
immigration and refugee policies, and migration within global employment markets.
Diversity can create tension and conflict within the microcosm of the school, as well as provide
increased opportunities for tolerance-building and greater appreciation of the rich tapestry of
life in twenty-first-century schools.
A principal’s priority is to ensure students are successful not just academically but holistically.
This is a tough performance indicator considering there is not always a direct linkage between
the principal and students; that is, principals do not necessarily teach students. Therefore,
instructional leadership comes into sharp focus as an important component of a leader’s role.
The importance of instructional leadership has been emphasised by many scholars
(Sergiovanni 1992; Leithwood, Seashore Louis, Anderson & Wahlstrom 2004; Hargreaves &
Goodson 2006; Fullan 2007; Mulford 2008). So if principals themselves are not directly teaching
how do they promote student achievement? Darling-Hammond & McLaughlin (1995)
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explored how creating policy and processes that support student learning aid this instructional
leadership focus. Similarly, Leithwood & Jantzi (2008) outlined how leaders can increase the
collective efficacy of their staff so that they are empowered to be more effective teachers,
thereby influencing student achievement. Fullan & Hargreaves (1991) identified the
productivity and sound teaching behaviours which can result from leaders cultivating positive
school cultures focused on nurturing the learning and achievement of students. How effective
are principal preparation processes in preparing them to take up this vital role?
Regardless of the pathway an aspiring leader takes to the principalship – teacher, curriculum
expert or deputy principal – these pathways fundamentally do not fully prepare candidates
for the complexities, tensions, challenges and variety of roles associated with the principalship
(Onguko, Abdalla & Webber 2008; Slater, Garcia & Gorosave 2008). Leadership development
studies indicate there is considerable variability in the amount of opportunities available.
Preparation ranges from limited or non-existent (Slater et al. 2008) and/or experiential (Cowie
& Crawford 2008; Wildy & Clarke 2008), to those incorporating both formal and informal
components seeking to provide solid foundational knowledge (Walker & Dimmock 2006;
Nelson, de la Colina & Boone 2008; Scott 2009). The content also varies with some focusing on
administrative policies and practices (Nelson et al. 2008; Onguko et al. 2008; Scott 2009),
management of resources (Onguko et al. 2008; Scott 2009) and strategic management
(Karstanje & Webber 2008). However, few promote the development of novices’ metacognitive
capacity, instructional leadership or entrepreneurial behaviours (Cowie & Crawford 2008;
Nelson et al. 2008; Scott & Webber 2008; Scott 2009). This raises the issue that many centraladministration-organised programmes may serve to promote and reinforce the status quo
through the socialisation and enculturation of novices into institutionally acceptable moulds
(Cowie & Crawford 2008; Nelson et al. 2008; Scott 2009). Therefore, what should be included
in effective leadership development?
From their research into leadership development Walker & Dimmock (2006) identified the
following aspects as supporting effectiveness:
learning linked to real school contexts, substantial involvement of trained and
experienced principals as mentors, flexibility to meet diverse needs, multiple
opportunities for reflection, and cohort bonding and networking. (2006: 125)
They rightly identified ‘many of the development programmes emerging from centralised
initiatives are not without their problems or critics’ (2006: 127). They also reflect that
programmes have been ‘ethnocentric … dominated by Anglo-American paradigms and
theories’ (Dimmock & Walker 2000: 137). They postulated that ‘schools across different
societies look to have similar, formal leadership hierarchies, but these often disguise subtle
differences in values, relationships and processes below the surface’ (146). Hence, they
advocated for the inclusion of cross-cultural comparisons and identification of the important
differences context can make to the relevance and suitability of certain innovations and
initiatives which endorses one of the aims of the ISPP project.
Scott & Webber (2008) outlined an evidence-based model for leadership development,
described as the 4L Framework (Life-Long Learning Leader Framework). This model emerged
from research conducted in multiple cultural contexts and serves as a useful frame of reference
for this paper. The authors advocated for highly flexible leadership preparation that
acknowledges the varied needs of leaders dependent on ‘career stage’ and ‘career aspirations’
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(2008: 770). The varied needs of leaders in different contexts require diversity in format such
as formal studies, role-embedded mentoring and internships, action research, collaboration
and professional networks. The particular knowledge and skills they deemed important
include ‘visionary capacity’, ‘boundary-breaking entrepreneurialism’ (the capacity to look for
alternative solutions and to challenge personal philosophies and ideologies), ‘professional
skills’ (including the ethic of care, effective and sensitive communication, and critical and
creative thinking skills), ‘instructional design and assessment literacy’ (for example,
understanding principles of curriculum learning experiences and assessment, and using data
to bring about positive changes), and ‘crisis management’ (to ameliorate the tensions that can
exist within and external to the school) (2008: 770). These eight dimensions encompass
‘teachable’ components on which curricula can be specifically formulated, thereby presenting
a ‘pragmatic’ approach (2008: 773).
Principals must engage in professional learning to ensure their continuing effectiveness in the
leadership role. School leaders, as adult learners, require context-relevant and pragmatic
learning opportunities which promote problem-solving for realistic and viable solutions
(Merriam 2001; Knowles, Holton III & Swanson 2005). Adult learning literature indicates they
demand the recognition and acknowledgement of prior knowledge and experience in new
learning opportunities. Additionally, leadership development must be constructivist in its
approach, enabling leaders to reflect and challenge their own and colleagues’ thinking and
practices (Scott 2010). The activities within leadership development must be relevant to their
school and cultural contexts, must include time to engage, and must be recognised by the
administrative hierarchy to ensure their professional development efforts are valued. Finally,
the emphasis must be on nurturing and developing student learning and success, and the
cultivation of processes and practices that support those aims within the specific context.

Methodology
This article is a cross-cultural comparative study drawing on two cases from different contexts,
namely Canada and East Africa (Kenya and Tanzania). These studies were founded upon the
pragmatic paradigm with methods selected to represent the most appropriate and viable to
answer the research question within each context (Cresswell 2008).
The Canadian case used a mixed-method approach which involved interviews and document
analysis (Cresswell 2008). Interviews enabled the collection of ‘rich insights’ from novice
principals, their mentors and an administrator who had facilitated the establishment and
maintenance of a formal mentoring programme (Denzin & Lincoln 1998: 30). The documents
which were analysed related to the content of the mentor presentations in formal meetings,
and to the readings that were supplied to mentors about effective mentoring. Interview
questions focused on respondents’ rationales for participation (although participation was
mandatory for all new principals); their approach to mentoring/being mentored; and
perceptions of outcome effectiveness. Overall, 14 interviews were conducted and ranged from
a half an hour to three hours. There were three mentors, five mentees and one superintendent.
Participants were not necessarily matched pairs. Four had been both mentees and mentors.
All mentees were in the first three years of the principalship. The mentors were veterans with
over ten years of experience as principals.
The East African case was a review of professional development programmes and practices
for school leaders. It also drew upon two studies on school leadership in Kenya and Tanzania
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conducted by one of the authors. The study on school leadership in Kenya explored the
experiences of women leaders in becoming and being school principals (Rarieya 2007). The
second study on school leadership in Tanzania sought to explore how leadership is
conceptualised and enacted in schools (Rarieya 2010). These two studies used similar methods
as described in the Canadian case. Additionally, the authors’ experience of working with
school leaders in the East African region informed the review.

Comparative Analysis
East African Case
Context
Although East Africa encompasses Kenya, Uganda and Tanzania, this section largely focuses
on professional development of school leaders in Kenya and Tanzania. The latter countries
both comprise ethnically diverse populations, which is reflective of their colonisation legacy.
Besides the numerous ethnic tribes to which the majority of the African population belong,
Indians, Pakistanis, Europeans and Arabs also form part of the two countries’ populations.
As a result, diversity is experienced in cultural and religious practices which, in turn,
has impacted on educational practices in the region – for example, in types and management
of schools.
In both countries, education is managed centrally by the Ministry of Education and Vocational
Training (Tanzania) and the Ministry of Education, Science and Technology (Kenya). While
there are some differences in educational practices between the two countries (e.g. the
curriculum in place in schools), there are many similarities between the two. For example,
education providers in the two countries can be categorised broadly into two types: the
government, which is also the largest provider, and the private sector. Private schools are
owned by individuals or groups of individuals and include faith schools. In both countries,
the school systems have been brought under national curricula and public examinations.
Studies (Kitavi & van der Westhuizen 1997; Onguko et al. 2008) show that school principals
in East Africa work in challenging contexts, yet receive no preparation for their roles and
limited, if any, ongoing professional development. Deputy principals and successful teachers
are appointed to the principalship with little or no knowledge and experience of leadership
or management (Herriot, Crossley, Juma, Waudo, Mwirotsi & Kamau 2002; Davidson 2005;
Chapman, Burton & Werner 2010). There is a pervading assumption that a good teacher will
become an effective school leader and therefore no expertise is required for appointment as a
principal. Nonetheless, having attended leadership development programmes or having an
administration qualification is likely to ensure a leadership appointment.
Although, today, school leadership positions are advertised and appointees are interviewed,
most Kenyan school leaders have been appointed on the ‘basis of dubious qualifications often
of a personal nature rather than relevant experience and proven skills in the field of
management’ (Herriot et al. 2002: 510). Tanzanian appointment procedures, on the other hand,
include seniority and teaching experience as key appointment criteria. Regardless of how they
have been appointed, principals rarely are trained for their jobs. Hence, many of them
experience difficulties in accomplishing even the basic tasks related to running a school (Kitavi
& van der Westhuizen 1997). They frequently focus their efforts on finance and administration
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and also tend to exhibit autocratic styles of leadership (Herriot et al. 2002). Makori (2004) and
Otunga (2009) further expounded that Kenyan principals generally lack an understanding of
inclusive leadership and are ill-disposed to deal with challenges and issues that stem from its
diverse ethnic landscape. Inclusive leadership is crucial in Kenya where ethnic strife,
suspicion, animosity and fear are rampant, which ultimately influences school environments.
Classrooms in urban areas reflect the myriad of ethnic groups that are representative of the
country’s demographics. Therefore, school leaders must be able to facilitate better
understanding and relationships among ethnically diverse students and teachers.
Additionally, they are expected to have effective professional skills to work well with all ethnic
groups. Unfortunately, some school leaders have been rejected by certain communities on the
basis of their ethnicity.
The complexities of the school environment are compounded by political, social and economic
problems. Oplatka (2004) illustrated this complexity, in that a principal’s role ranged from
mending a school roof and cooking for stakeholders to providing instructional leadership. He
stated that the leader’s power and autonomy is severely limited or non-existent because of rules
of the highly centralised education system. Principals frequently are charged with the
implementation of policies and programmes into which they have had no input (Chapman et
al. 2010). East African principals have had to contend with reforms such as the introduction of
free schooling (primary/elementary schooling in all of East Africa and secondary schooling in
Uganda and Kenya). They are also dealing with high drop-out rates, the impact of HIV/AIDS
on teacher availability and effectiveness, and poorly remunerated teachers, as well as an increase
in over-age students due to the repeating of school years. Additional social problems include the
increasing number of HIV/AIDS orphans in schools and poverty in general (Bush & Oduro
2006; Woods 2007). While urban schools generally are more advantaged in comparison to their
rural counterparts, many schools are extremely under-resourced due to poor government
funding. In Tanzania, particularly in public primary schools, there is overcrowding and
insufficient books, furniture and teaching aids (Komba & Nkumbi 2008). In both Kenyan and
Tanzanian government rural schools, basic amenities such as water and toilets are scarce, and
school leaders focus significant amounts of time, energy and limited financial resources in
erecting such amenities, while neglecting other aspects of their role that appear less imperative.
Teachers are also inadequately trained (Bush & Oduro 2006). In both countries, there is a
considerable investment in secondary teacher preparation, but not at the primary teacher level.
Teacher training institutions accept students with poor grades, which further exacerbates the
quality of head teachers when they are drawn from this pool.

Existing Leadership Development Opportunities
Despite the lack of widely available professional development opportunities for principals,
policy makers recognise the need to improve school leadership and encourage leader
participation to enhance their skills (Chapman et al. 2010; Wanzare & Ward 2000). As a result,
several institutions, both government-sponsored and private, now offer in-service leadership
programmes. In Kenya there are programmes offered by the Kenya Institute of Education
(KIE), Kenya Education Staff Institute and the Kenya National Union of Teachers (KNUT) as
well as private institutions. In Tanzania, programmes are offered by the Agency for the
Development of Education Management (ADEM), and the Tanzania Institute of Education
(TIE). East African programmes demonstrate narrow conceptualisations of professional
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development and are characterised by sporadic short courses and workshops that often deal
with particular aspects of principals’ roles. Villegas-Reimers explained that more enlightened
conceptualisations should be ‘long-term process[es] that include regular opportunities and
experiences planned systematically to promote growth and development in the profession’
(2003: 12). The Kenya Education Staff Institute provides programmes for current and aspiring
leaders in the areas of school management, roles and responsibilities of major stakeholders,
codes of regulations, legal provisions in education, financial management, auditing,
curriculum supervision and internal inspection. In Tanzania, the ADEM organises short, long
and sustained courses in various areas of school management. They also offer certification in
Education Management.
Although the content of principal development programmes in Kenya and Tanzania cover a
wide range of school management principles and functions, questions have been raised about
their quality and delivery. Aspects of pedagogy or instructional leadership are limited or missing
(Onguko et al. 2008). Perhaps this is largely driven by principals who are frequently most
interested in training in finance and human resource management or implementation of new
education policies. Principals have not conceptualised their role as pedagogical leaders yet
literature indicates that school improvement and effectiveness is largely dependent on the
quality of leadership and learning within the school. Another problem is that programmes have
large enrolments (in some cases over a hundred in a single session in Kenya, based upon
anecdotal evidence) and didactic teaching modes prevail focusing on information dissemination
related to policies and expectations. Otunga stated that programmes are not informed by
research and describes them as ‘general, centralised and not focused to specific school
environments’ (2009: 3); thereby, having little or no impact on principals’ practices. As Kitavi &
van der Westhuizen pointed out, ‘despite the importance of the principalship, the means by
which most principals in developing countries like Kenya are trained, selected, inducted and inserviced are ill-suited to the development of effective and efficient school managers’ (1997: 251).
Hence, many adopt a trial-and-error approach to leadership development.
While there is no empirical evidence about the success of East African programmes, Wanzare
& Ward (2000) identified the barriers to effective professional development in the region as
insufficient funding, limited access, little or no input by principals into the content and design
of programmes, too few qualified trainers, insufficient and inappropriate follow-up of
participants to support the transfer of skills and strategies into regular practice, and little
emphasis on school-based programmes. Further, leaders in rural areas, who frequently work
in isolated and under-resourced contexts, have less access to professional development than
their urban counterparts (Davidson 2005; Dejaeghere Williams & Kyeyune 2009). Hence, the
programmes do not appear to meet the needs of all principals.

Potential Future Trends
There is a need to rethink who a school leader is in the East African context, what the leader
does, and what skills, knowledge and attitudes such an individual requires. No doubt leaders
need to be professional, skilled and effective agents of change. However, since most principals
are ill equipped to lead schools, leadership training needs to be practical and relevant.
Currently, leadership programmes are mainly theoretical in approach and, therefore,
inadequately support principals for the leadership and management roles they play (Onguko
et al. 2008).
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Leadership professional developers must embrace innovative ways of reaching leaders in this
East African context. Poverty, poor transport networks and high Internet costs mean that many
principals simply cannot access necessary professional development. The mobile telephone is
a technology that is widely used in the region yet under-utilised as a teaching tool in
educational programmes. The Aga Khan University-Institute for Educational Development
has successfully trialled the use of mobile phone technology for professional development
purposes in supporting principals within their schools. This form of prevalent and affordable
technology has become especially valuable for supporting those in rural and/or remote areas.
In a challenging context such as East Africa issues of ethnicity, poverty, corruption, lack of
resources, poorly trained teachers and HIV/AIDS prevail. Therefore, leaders have to be
cognisant of and skilled at identifying ways to minimise these problems. Consequently,
leadership programmes need to have a stronger social agenda (Onguko et al. 2008). As
leadership is largely bureaucratic and leaders largely view themselves as recipients of change
and not initiators or facilitators, programmes need to empower them and promote critical
and creative thinking capacity in order to find proactive ways of dealing with top-down policy
decisions so as to effectively lead change in their schools. Leadership programmes also need
to focus on the development of inclusive leadership capability so principals can promote social
justice. Additionally, openness, transparency and distribution of leadership need to be aspects
of the skills, attributes and practices included in programmes. Given the socioeconomic and
political complexities previously outlined, the focus for leadership development should not
be only on academics or instruction; rather, it should also be on leaders being agents of change
and hope for students, teachers and the wider community.
Given that leadership expertise is not developed spontaneously, professional development
must be perceived as a process that takes both formal and informal forms. Rarieya (2007)
found that Kenyan principals want to learn from experienced leaders. Shadowing and
mentoring are two ways by which leaders can learn from successful peers. Whilst such
approaches may be costly, careful planning and management of such programmes can
ameliorate these costs.
The establishment of collaborative networks among leaders can also be another form of
effective professional development. Herriot et al. (2002) pointed out that collaboration
provides participants with opportunities to share ideas, develop school materials, and address
and solve management problems. The Aga Khan University-Institute for Educational
Development has successfully implemented collaborative networking in its programmes.
Leaders are placed into clusters enabling them to meet frequently to discuss their progress in
the assignments, and their day-to-day successes and challenges in schools. This led to strong
networks among the participants and even to the establishment of a professional learning
association, which resulted in further professional development opportunities. Networking
for leadership can reduce the isolation and frustration that leaders experience (Sherman 2000;
Rarieya 2005).
A significant problem presented by current East African leadership programmes is that much
attention is paid to certification rather than the application of acquired knowledge and skills.
Consequently, most of the content is theoretical, and provision is not made for analytical
discussions and reflection about how the knowledge or skills apply to school contexts.
Therefore, reflective practice needs to be a central tenet of programmes. This is especially
important because programmes cannot address all there is to know about good leadership.
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Reflective practice can nurture leaders’ abilities to access information from within themselves
and from others.
Currently, programmes are packaged as a one-size-fits-all model, yet not all leaders have the
same needs, contexts and problems (Dejaeghere et al. 2009). Professional development that
acknowledges the contextual realities of the workplace is more likely to lead to improved
leader efficacy and to increase the potential for positively influencing teachers and students.
Finally, professional developers need to adopt a more participatory approach through
consultation with practitioners in the selection of content, activities and designs. The current
autocratic approach whereby providers offer what they consider appropriate without
consultation with the target participants reflects and perpetuates the disempowerment of
principals and the top-down approaches within which they work. In the East African context,
where democratic principles in leadership are fast gaining momentum, there needs to be an
acknowledgement that leadership is not confined to an all-knowing and autocratic school
principal. In essence, the design of professional development programmes should reflect
practices that can be emulated by participants with their staff, students and wider community.

Canadian Case Study
Context
Alberta is a resource-rich Canadian province. Over recent years, it has had an influx of national
and international people, largely due to the high employment opportunities and a generally
high standard of living. Hence, the demographics of the province are racially, ethnically,
culturally, linguistically and religiously diverse.
Education in Alberta is decentralised through governance by school boards ultimately
accountable to a central ministry for education, Alberta Education. The main responsibilities
Alberta Education holds include the development of curriculum and standards, evaluation of
curriculum and assessment of outcomes, teacher development (decentralised to the funding
of regional professional development consortia) and certification, support of special needs
students, funding and support of school boards, francophone education, the management of
school improvement programmes, and the oversight of education policy and regulations
(Government of Alberta 2009a). ‘There are 62 public, separate and francophone school boards’
in Alberta, with many being remote to the city centres (Government of Alberta 2009b: n.p.).
Each board is responsible for planning and selecting priorities, establishing goals and policies
in line with Alberta Education, resource management, communicating with the community
and staff, professional development, and ‘adjudicating in policy disputes’ (2009b n.p.). There
are numerous school types: for example, public, separate (Catholic), private, charter,
alternative, and home schooling. Alberta is unusual in that public and Catholic education are
both considered ‘public’ and receive the same funding allocations. Charter schools are part of
the public system. Accredited private schools receive 60 per cent of the per pupil grant
allocated to public and separate schools.
Similar to the East African context, since the late 1980s Alberta has experienced school reform, a
reduction in government funding, and increased teacher and leader accountability (Lupart &
Webber 2002). Contrastingly, there has been an increased focus on students’ learning and
achievement, ongoing review of the curriculum to ensure greater relevance to the needs of society
and the workplace, and an emphasis on meeting the needs of all students, including those with
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special needs, as well as those representing a range of diversities (Lupart & Webber 2002). There
has also been a focus on the importance of leaders in establishing sound instructional practice
in schools and their influence on teacher quality, positive school environments and student
learning (Leithwood et al. 2004; Fullan 2007; Leithwood & Jantzi 2008).
Leadership development is conducted in Alberta; however, the forms vary across school
boards, with some formal, others informal, some financially supported, and others at the
discretion of the individual. Some boards are limited in access to professional development
due to their isolation. Sherman identified that ‘almost uniformly, school administrators are
required to have Master of Education degrees’ (2008: 752). Graduate qualifications are viewed
as advantageous in the development of a leader’s career pathway, with some boards
specifying that aspiring leaders must be enrolled in a Master’s degree programme. It is not
unusual to encounter senior educational leaders with doctoral-level qualifications. This tends
to result in more research-informed policies and decision-making processes, and an
educational climate that fosters lifelong learning behaviours in leaders. Master’s degrees are
generally coursework oriented and students can specialise while also retaining the flexibility
to select courses that suit their interests, context, and career aspirations. Sherman (2008) also
outlined that a number of boards have initiated mentorship programmes to support novice
leaders. Informal programmes vary considerably but tend to reflect the board’s priorities and
expectations. This case reports on a mandated, formal mentoring leadership development
initiative conducted by a metropolitan Catholic school board.

A Mentoring Programme
This mentoring programme was established to provide relevant, just-in-time leadership
development for novice and new-to-the-board principals in their first year of appointment. It
was a year-long, mandatory programme designed to facilitate collegial idea-sharing and to
personalise the support provided. It also ensured that organisational expectations were clear
and that new leaders had a collegial-mentor to whom they could turn for advice, particularly
in times of tension or crisis.
The programme had formal and informal components. The formal included regular
centralised meetings wherein mentors presented on specified topics with a question-andanswer session following. In the informal component mentors and mentees interacted as they
deemed desirable and/or necessary. Presentation topics were designed to be highly relevant
to the day-to-day decision-making and functioning of the school and included: leadership in
the Catholic board; school plan evaluation; year-beginning and -end procedures; evaluation
of staff, school climate and culture; effective school councils; budgeting; work/life balance;
support services; staffing; and interviewing. Mentors could nominate themselves for a
particular topic according to their own knowledge and expertise, although this was not always
the case as some were allocated topics that were left by the rest of the group. Generally,
mentors made an effort to ensure presentations were accurate, thoughtful and pragmatic.
Conflict resolution was included in earlier years but was reduced in emphasis in recent years.
This was deemed to be an important topic with some mentors arguing strongly for its
inclusion as this was perceived as a core function of leadership.
Almost all novices were favourable about the programme although their appreciation was
predominantly for the informal component. They indicated that mentors were ‘safe
colleague[s]’ with whom they could consult. Mentors were described as ‘valuable sounding
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board[s]’ for ideas and problem-solving issues. Mentees appreciated the ‘moral support’ and
‘advice at times of crisis and difficulty’ that occurred periodically, especially in dealing with
‘difficult parents or teachers’. The just-in-time nature of the relationship ensured novice
principals could obtain timely support rather than waiting for superintendents to return calls
or emails. Mentoring provided opportunities to network, not only with novices’ own mentors
but with other experienced principals. It facilitated the formation of friendships and collegial
relationships early in novices’ administrative career and to some extent ameliorated the
isolation inherent in the role. The formal presentations provided a wealth of information about
organisational expectations and procedures, although some reported that the timing of topics
was out of sync with the school calendar.
There were also advantages for mentors, who were provided with a range of resources to
inform their mentoring activities. Some indicated they ‘skimmed’ these without really reading
in great depth, as they had been mentors previously and their experience was sufficient to
enable them to provide excellent support. They felt that their hard work and expertise had
been overtly acknowledged through their selection as a mentor. Generally, they perceived the
relationships as positive although some partnerships had been less successful, with
individuals whose personalities were not compatible or where there was conflict in the
relationship. They felt their own professional growth was influenced positively through
preparation of their own presentation, exposure to wider sources of information through
peers’ presentations, and discussions with superintendents. They perceived the mentoring
programme to be a successful succession-planning process, and stated that it was a
demonstration of the level of commitment by the organisation to their principals.
There were some drawbacks to this programme by respondents. Some topics were questioned
as too heavily weighted towards ‘managing’ schools rather than effective leadership. There
was little emphasis on instructional leadership and how to positively influence student
learning, although there was a suggestion that this was covered in another programme within
the district. Time remained a real concern for all participants. Many indicated they wanted
formal recognition of the informal components of the programme to underscore its
importance. Many experienced feelings of guilt at leaving their school to meet with mentors,
even though these visits were valuable. The pairing process appeared to be contentious due
to perceptions of a ‘lack of transparency’ and some expressed dissatisfaction with their partner.
When partners ‘did not get along’ the mentoring process broke down, with neither finding it
fulfilling. Principals who had transferred into this board were frustrated at being required to
participate as mentees as they were highly experienced leaders. They perceived this
requirement discounted their prior experiences and knowledge. According to some of the
experienced principals, there were overt power relationships in the programme. The
programme was designed to socialise and enculturate novices which, while helpful in terms
of mechanical functioning of the school, may have stifled individual creativity or innovation.
One mentor raised the issue ‘political strategy’ and suggested that ‘career guidance’ should
have been included, but stated this was actively discouraged by the senior administration.
Additionally, aspiring leaders were excluded, with many participants advocating for either
their inclusion or the establishment of a mirrored programme. A number of novices indicated
their levels of preparation for the ‘the big chair’ ranged from ‘none’, ‘patchy and ad hoc’ to
‘very thorough’, largely dependent on the capacity and willingness of their previous schoolbased leader. One principal indicated that the principal in his previous school had actively
hindered his development as he had had to unlearn poor or unproductive behaviours.
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Potential Future Trends
This programme was successful in pragmatically developing novice principals’ knowledge
about management. It served an induction function and established collegial networks early
in the careers of novice principals. Organisationally, it fulfilled the purpose of succession
planning while ensuring participants’ understanding of and compliance with institutional
procedures. There was a report that there was additional instructional leadership-focused
professional development which was conducted alongside this mentoring programme. This
was an important point, because if this was a stand-alone programme it needed to be broader
in scope. It should include the development, promotion and nurturing of visionary,
instructional, entrepreneurial and boundary-breaking leadership capacities (Scott & Webber
2008). Additionally, there was no indication from either mentors or novices that inclusive
leadership was addressed and this is a significant flaw considering Alberta’s diversity within
schools. Engaging in reflection, discussion and interaction with colleagues, and problemsolving activities focused on entrepreneurial- and boundary-breaking thinking and
approaches could facilitate leaders to move from traditional cognition, behaviours and policies
to more open and inclusive ones.
The format of the mentoring programme was that of face-to-face meetings for the formal
component, and face-to-face visits, email and phone calls for the informal component. This
was limiting and in some cases inconvenient for principals. Many wanted more interaction
and indicated there was a place for discussions with similar-career-stage colleagues while
others wanted more across-career-stage discussions.
Technology that facilitates ongoing collegial interactions and collaborations appears to be
under-utilised in this board. Using forums or bulletin boards, Voice-over-Internet-Protocol
(VoIP) programmes such as Skype™ or Elluminate Live!® can enable principals to interact and
work collaboratively with one or many colleagues. Social networking software (e.g.
Facebook©, Twitter™) can aid in the establishment of communities of practice focused on
particular aspects of shared interest. For example, principals who are nearing retirement (a
single-career-stage forum) could establish a discussion forum related to planning their final
years in the role, maintaining enthusiasm, pragmatics of succession planning, resource issues
and so on. Novices and experienced principals (a cross-career-stage forum) could explore
literature and ideas on enhancing their instructional leadership behaviours, with practical
tips on how to do this effectively while juggling managerial duties. Using a range of diverse
technologies would enable greater flexibility to interact synchronously and/or
asynchronously (and in multimodal ways dependent on available time), the desire to
formulate a synergistic discussion or solution, and the level of preparation required to
meaningfully participate in a conversation (Scott & Scott 2010). Using a range of technologies
holds significant advantages to time-poor, stressed, isolated and physically constrained
principals. Emergent technologies can also enable leadership development exploring
innovations in leading schools through synergies created by increased collegial collaboration
facilitated via these synchronous and asynchronous technologies.

Discussion and Implications for Leadership and Management
This paper reveals interesting insights in relation to two very different educational contexts,
namely Canada and East Africa. Increased accountability, policy and reform, and limited
opportunities for input into governance were all aspects that were similar in both contexts
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although these seemed to be more extreme and complex in the East African setting. Being
mindful of cultural differences (Dimmock & Walker 2000, 2004), one of the most curious and
unanticipated findings related to the extent of the similarities found across the two settings.
There were actually more similarities than differences, although the extremes of issues
appeared to be profound in the East African context. It may be conjectured that one of the
impacts of globalisation has been to accentuate similarities across the international scene.
School leaders in both contexts were dealing with highly complex school environments and
diverse student populations in terms of language, religion, race and ethnicity, as well as ability.
Additionally, a lack of leader preparedness to tackle the tensions resulting from diversity was
apparent, with a consequent adoption of a more managerial than instructional focus. Similar
to the findings from other cultural settings (Cowie & Crawford 2008; Slater et al. 2008), the
leaders in these cases desired more professional development and frequently experienced
difficulties in accessing support due to constraints associated with time, being situated in
remote locations, difficulties in leaving their school, and too few leadership development
opportunities.
Although there were leadership development opportunities available in both Alberta and in
Tanzania and Kenya there was variability in their quality, content and availability across both
settings. Another similarity was that programmes focused on administrative and managerial
duties rather than on instructional, entrepreneurial, boundary-breaking and inclusive
leadership. Additionally, most of the professional development appeared to be focused on
induction purposes with little on offer for experienced principals or on career planning. In
both cases, there were elements of enculturation and socialisation promoting compliance with
the organisations’ legal, political, and religious and cultural norms. Principals demonstrated
adult learner characteristics, in that they wanted their past experiences acknowledged;
appreciated leadership development opportunities promoting collaborative, pragmatic
problem-solving; networked with experienced peers to reduce their isolation; learned from
credible instructors; and reflected on prior knowledge and practices (Merriam 2001; Knowles
et al. 2005).
As may be expected, there were contextual differences found across these diverse settings.
East African principals were dealing with more complex and serious problems as exemplified
by the influence of HIV/AIDS on teacher availability and effectiveness and on increasing
numbers of orphaned students, overage students, poverty, poor student nutrition, and even
the provision of basic facilities such as running water, toilet facilities and school buildings.
Principals in Alberta generally did not have such extreme health and resource issues, and yet
concerns with poor student nutrition, psychologically and physically safe home and school
environments, and drug and alcohol abuse remain common concerns of principals,
particularly for those working in low socioeconomic communities.
The use of technology for leadership development was another similarity in both settings,
with blended approaches using face-to-face, phone and email being prevalent. However, there
could be increased use of a wider range of technologies to better support principals in their
professional growth activities. In Alberta it was recommended that VoIP technologies be
integrated to reduce the time constraints on principals, to increase access even while in their
school situations, and to create ‘webs of enhanced practice’ around participants’ shared
interests and concerns (Scott & Scott 2010: 182). As a result of the recent development of ICT
infrastructure in East Africa, phone technologies may be used in conjunction with a range of
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Internet-based technologies. Therefore, it is anticipated that a variety of technologies may
become increasingly accessible and affordable in the near future.

Conclusion
This cross-cultural comparison of leadership development demonstrates the similarities and
some of the differences between the Canadian and East African contexts. It highlights that,
regardless of the setting, the role of a school leader is complex, demanding and important.
Descriptions of the Tanzanian and Kenyan settings highlight the seriousness of the social,
political and economic problems that are prevalent throughout the region, so much so that the
issues that Albertan leaders face pale in comparison, although the categorisation of issues
may resonate in some districts.
Leadership development in both cases tends to focus on the managerial and administrative
aspects of a principal’s duties. Even though a pragmatic focus is important for novice leaders,
there also appears to be the need to provide more opportunities for all leaders to expand their
awareness and understandings of the potential for positive multicultural and pluralistic
environments. This is important in enabling leaders to create not just tolerant school climates,
but those that embrace and celebrate diversity in all of its forms. Programmes must promote
boundary-breaking behaviours; that is, leaders must interrogate their beliefs and attitudes so
as to overcome personal biases and change established behaviours which proliferate less
successful interactions and practices. Boundary-breaking leadership also encourages leaders
to be innovative in their problem solving and to make possible the alternatives that may not
have been previously considered (Scott & Webber 2008).
Professional developers must reconceptualise how professional development programmes
are organised so they are more flexible and multimodal: formal, informal and ongoing (Scott
& Webber 2008). The potential which emerging technologies offer to professional development
processes should also be explored (Scott & Scott 2010). For example, time-poor leaders,
situated in remote areas, potentially experiencing isolation within their school, or who have
limited funds to spend on professional development, can benefit from webs of enhanced
practice. These blended, multimodal networks have the potential to facilitate interactions with
colleagues, to increase problem-solving behaviours, to share resources and ideas; and to
increase leaders’ knowledge (Scott & Scott 2010). Asynchronous technologies facilitate
conversations when leaders have the time, and synchronous technologies can promote
creative synergies between colleagues within and across contexts. Hence, greater use of a
range of technologies can expand constructivist learning opportunities for principals about the
pragmatic aspects of their role and in the nurturing of effective instructional and inclusive
leadership.
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Funding Education in a Time of Diversity
Stephen B. Lawton, David F. Philpott and Edith M. Furey
Abstract: This paper explores how jurisdictions match financial resources with the needs of K–12
students in an increasingly diverse world. Globalisation and ethnic diversity, shifting paradigms of
service delivery, and global competition are fuelling a debate between fiscal restraint and public demand
for educational excellence. With one in seven people considered migrants (United Nations Development
Programme 2009) and inclusive practice characterising classrooms around the world, funding schools
assumes a new complexity. In discussing these challenges, we pay particular attention to Canada and
the United States (US) in general, and the province of Ontario and state of Arizona in particular.
By doing so we acknowledge that such challenges are not unique to these regions – all nations, in one
way or another, face the same issues – but we provide a comparative opportunity for debate and afford
readers an opportunity to reflect on policy, practice and implications in their own jurisdictions.

Investment or Consumption? Utility or Identity?
An appropriate point of departure for a discussion of operable standards for distributing
educational funds in a time of such diversity might well be a review of the arguments for
existing allocation formulas and practices. The right amount to be spent on the education for
a child from public and private resources, from a public finance perspective, is the amount that
yields the highest return on the investment. Spend too much, and you are consuming, not
investing. Spend too little, and the costs of underinvestment will be evident in a nation’s
prisons and hospitals; that is, the uneducated are over-represented in both, and the costs of
incarceration or treatment far exceeds the amount that is ‘saved’. To be sure, the world is
probabilistic; some MBAs from Harvard find their way into jail and some high school
dropouts succeed beyond their wildest imagination. However, on average, the correlations
between education and good citizenship and health demonstrate strong links that cannot and
should not be ignored.
Nevertheless, one can over-invest by spending far more on an education than is justified in
terms of any future personal or social economic benefit. Many youths graduate from college
and university today with debts that will burden them for decades. The added-value of their
expenditures on education in terms of the increased income it will generate will not be
sufficient to offset the principal and interest of the debt. Even at the kindergarten to 12th grade
(K–12) level, some programmes, though perhaps worthwhile in the view of parents or
educators, may cost more than any feasible economic return they will generate and, hence,
ought best be considered private or social consumption.
Examples of the need for balance between economic investment in human capital and the
long-term return on that investment abound in special education within the Canadian context.
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The 2007 release of a national study on the social and economic implications of having a
learning disability (LD), Putting a Canadian Face on Learning Disabilities (PACFOLD) (Learning
Disabilities Association of Canada 2007), accessed the database of Statistics Canada and
complemented it with a series of national focus groups of individuals with LD, as well as their
families. A dismal picture emerged, revealing that Canadians with LD were: twice as likely to
drop out of school; significantly underachieving in even functional literacy; less likely to
experience stable employment; more likely to experience higher levels of stress, depression,
anxiety, and suicide ideation; and more likely to display poorer physical health than the
general population. Moreover, the report observed that nearly one-third of families with
children who have LD cannot afford the support needed to help their children succeed. Like
the individuals themselves, their families reported higher levels of stress and mental health
issues and a greater tendency towards single-parent, low-income lifestyles. The report
concluded that:
PACFOLD demonstrates how the issues Canadians with LD face are both linear and
cyclical. They are linear, in that there is a direct correlation between the problems not
identified in school, and/or not accommodated in school, with the end result of low
literacy levels. This, in turn, impacts the employment opportunities and the financial
situations of people with LD. The issues are cyclical, because these challenges feed into
one another. Low literacy levels, higher rates of unemployment, lack of independence,
and lower incomes contribute to higher rates of poor to fair mental and physical health,
and impact the relationships of people with LD. (Learning Disabilities Association of
Canada 2007: 7)
Although the debate between the economic cost of effective services for students with unique
learning needs and lifelong independence has raged since special education in public school
began in the 1970s and 1980s, contemporary schools now engage in wider discussions of
where to invest their resources. While the finance expert might tally the costs and benefits of
adding another few dollars to a kindergarten programme or reducing class size, powerful
cultural forces drive other aims. Groups exist that wish to preserve traditions and revive dying
languages or inspire the creation of new communities based on a shared ethic of cultural
conservation. Their wish to realise the dreams of the prophets outshines the lure of profits;
they reject absorption into the international consumer society. Having their children grow up
as citizens with strong values that ensure continuity of ways of living defined by Christian,
Jewish, Islamic or other religious or non-religious values and beliefs is their raison d’être. In
some cases, the commitment is so strong they wish to embody a nation, as in the francophone
population of Quebec, the Navajo nation, independent Indian reservations throughout
Canada, the new Canadian territory of Nunavut, or advocates for the creation of a new nation
of Aztlán incorporating the west-southwest portion of the US, and northern Mexico. In these
latter cases, goals are more than simply cultural; they are political in the full sense of the word.
While we may question ever using public expenditures for inherently private benefits sought
by individuals, families, and distinct communities or interest groups, in truth many valuebased programmes also confer social benefits on the broader community, often in terms of
imparting ethical standards to youth. As well, though we may speak of values and beliefs as
if they can be separated from literacy, numeracy and other technical skills, in fact values and
skills are intertwined. It is not by chance that the highest levels of literacy are found among
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cultures and especially religious groups that have prized literacy for millennia. The challenge
of funding education in a time of diversity is one of ensuring equitable opportunities for
students to master a common curriculum while respecting and sustaining diversity. Just how
this challenge translates into the organisation of schooling and funding formulae is complex.

Systems of Organisation and Finance
Canada and the US operate forms of ‘fiscal federalism’ at both the national and
provincial/state levels. That is, the most senior level of government (national) aids the second
level (province or state), and the second level fully supports or assists the most junior level,
school districts. The latter have locally elected or appointed trustees and are found in all of
Canada’s 13 provinces and territories, and all but one of the 50 US states (Hawaii being the
exception). These ‘local education agencies’ (LEAs), which date back to before the founding
of the two nations, administer education on behalf of the provinces and states. Because the
LEAs are created by the province or state, they have often been subject to edicts or
inducements aimed at their consolidation into larger units. As well, in Canada their
organisational motif historically was that of religion – Protestant and Roman Catholic (Lawton
1996) – while in the US, with its constitutional separation of church and state, the motif was
that of democratic republicanism in the form of non-denominational districts. More recently,
with Canada’s adoption of the Constitution Act of 1982, which guaranteed education in either
English or French, the religious motif has for the most part been replaced by one based on
language.
Canada offers four unique organisational aspects that further challenge organisation and
finance, the first being language. As it is an officially bilingual country, each region is
mandated to provide education in two languages, English and French. For example, while
the province of Ontario is predominantly English speaking, 12 of its 72 school districts are
French and each of the English districts offers French Immersion as a programme choice for
students (Ontario Ministry of Education 2009a).
A second complexity to the Canadian context is the large, and growing, Aboriginal population.
While the British North America Act of 1867 assigned the provinces and territories
responsibility for public education, the federal government retained educational jurisdiction
over Aboriginal people:
The current result is a variety of Aboriginal schooling circumstances including: band
controlled schools with federal funding; tuition agreements to fund the attendance of
status Indian children in provincial schools; and the attendance of status Indian and
other Aboriginal children in provincial schools without federal funding. Aboriginal
children in provincial schools are not counted as such unless they self identify and
fearing legal repercussions, schools hesitate to identify any children by race or ethnicity.
(Burnaby & Philpott 2007: 273)
A third complexity involves the disproportionate growth of students in Canada and the US
labelled as ‘disabled’, particularly those with learning disabilities and emotional/behavioural
disorders, compared with total population growth (Lupart 1999; Philpott & Dibbon 2008).
Since 1963 the number of students identified as having learning disabilities in Canada has
been ‘astronomical’ (Winzer 2005: 237). In addition, since 1976 the population of students with
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learning disabilities in the US has more than doubled (Hallahan, Kauffman, McIntyre &
Mykota 2010). Studies in the US indicate that 6 per cent to 10 per cent of students demonstrate
serious emotional/behavioural problems (Kauffman & Landrum 2009). Statistics Canada
(2008a) reported in their Participation and Activity Limitation Study (PALS) that 52.2 per cent
of children aged 5–14 years receiving special education services exhibited emotional,
psychological or behavioural disorders (2008a: 12).
The fourth complication for organisation and finance is the multicultural nature of Canada
itself. As a country, Canada prides itself as being a cultural ‘salad bowl’ and relies on
immigration to expand its population (33.3 million in 2008 compared with 309.8 million in
the US) and meet labour market demands. The result of this is reflected in a population that
is increasingly diverse. The 2006 census (Statistics Canada 2007, 2008b) determined that there
are over 200 languages spoken in Canadian schools and that 20 per cent of the population
reports a first language other than English. The population is shifting radically towards greater
cultural diversity and it is predicted that, by 2017, 23 per cent of Canada’s population will be
from a visible minority. While two-thirds of this growth stems from immigration, the
Aboriginal population has exploded with a 45 per cent increase in the last decade and a
projected growth rate of 34 per cent in the next 20 years, 48 per cent of whom will be schoolaged (Statistics Canada 2008b).
Despite these differences and complexities, the current fiscal frameworks for the support of
LEAs in Canada and the US reflect the liberal agenda of the middle half of the twentieth century.
That is, they were designed to ensure equitable financing of education both in terms of benefits
received by children and of costs to the taxpayers. In Canada, this agenda was guided at the
provincial level by the three political parties (New Democratic, Progressive Conservative and
Liberal). In the US, the driving forces were the federal government and the courts. Since the
1960s, both Democratic and Republican federal administrations adopted legislation
appropriating and allocating substantial funds aimed at those most in need in an effort to
prevent long-term social and economic costs incurred from inadequate education. As well, both
federal and state courts enforced equal provision of education clauses that are found in almost
all state constitutions. Together, they ensured relatively uniform levels of expenditures among
LEAs in the states (so-called horizontal equity) and compensatory expenditures for those students
having greater than average learning needs (so-called vertical equity). Examples of the latter are
the provision of extra funds for the education of children who are homeless or in poverty, who
have special needs or who have English as a second language. Beyond the provincial initiatives
in Canada, during the 2007–08 school year the federal government budgeted 1.2 billion dollars
for the education of 109,000 Aboriginal students in 515 schools. While 60 per cent of those
students were enrolled in reserve-based, band-run schools, 11.65 per cent were identified as
‘special education’, an increase of 3.65 per cent in two years (Indian and Northern Affairs
Canada, personal communication October 2008).
Critics in both nations continue to argue about insufficient funds or the inequitable allocations
of funds, but a review of historic data clearly indicates that current allocation schemes in states
such as Arizona or provinces such as Ontario place equity at the forefront. Arizona uses state
funds to raise local contributions from property taxes to a minimum expenditure per pupil for
all districts in the state. As well, as in the result of a Roosevelt v. Bishop court case, the state
provides full funding up to a state-determined standard for all school buildings and has
increased funding for the education of English language learners (ELLs) in response to another
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court case, Flores v. Arizona. State funds also assist in offering a career ladder programme in
some school districts. Supplementary funds are raised locally to a limit set by law for
enhancing education, improving facilities and overcoming the impact of segregation of
students. So the system allows some variation, but it is variation that is either intentionally
determined by the state or voted upon locally by citizens who desire more for their district
than the state, in its wisdom, believes is adequate.
Ontario has acted in a similar manner, but without the option of local supplementary funds,
choosing instead to use a complex formula to allocate funds to all school districts based on a
variety of demographic characteristics including the distribution of ELL, special needs
students and numbers of small schools. In the jargon of school finance, Arizona provides
greater liberty or autonomy to its districts than does Ontario, and may gain efficiency in so
doing. Ontario, by setting a level of expenditure to satisfy demand even in communities that
place a high value on education, provides greater equity and ensures adequacy, but may lose
efficiency by funding a higher level of service than some communities would demand.
Tables 1 and 2 present summary statistics for public education in Ontario and Arizona that
reveal a number of similarities and differences. By order of magnitude, Ontario is twice the
size of Arizona in terms of population, gross domestic product and school enrolment: 12.9
million residents v. 6.5 million; $C589 billion gross provincial product (GPP) v. $US249 billion
gross state product (GSP); and 1.9 million kindergarten to grade 12 students (K-12) v. 0.9
million K-12 students. On a per capita basis, Ontario’s GPP per capita is $C45,472 v. Arizona’s
$US38,289. Taking into account the different purchasing powers of the currencies and valuing
a Canadian dollar at 83 US cents, the Ontario GPP would be equivalent to $US37,742, slightly
less than that of Arizona.
These tables also provide a description of the organisation of LEAs in the two jurisdictions.
How schools are organised is critical to the analysis of school funding since the size of a school
district affects its needs for funds. Geographically, Ontario is three times the size of Arizona,
and its organisation of school districts into Public English, Roman Catholic English, Public
French and Roman Catholic French reflects the province’s and country’s history of division
along religious and linguistic lines. For example, four Public French districts serve
francophones who are not Roman Catholic or who are Roman Catholics and prefer nonreligious schooling. One of these French districts, the Conseil des écoles publiques de l’Est de
l’Ontario (CEPEO), is responsible for eligible students in the City of Ottawa and nine counties
– Frontenac, Hastings, Lanark, Leeds & Grenville, Lennox & Addington, Prescott & Russell,
Prince Edward, Renfrew, and Stormont, Dundas & Glengarry – covering 37,000 km2 (14,000
square miles). Most of CEPEO’s schools are clustered in three urban areas of Ottawa,
Hawkesbury and Cornwall, although isolated schools exist through the district’s territory. In
all, Ontario has only 72 school districts, the result of extensive amalgamation of school districts
between 1997 and 2006, removal of French-language programmes for francophones from
existing districts, and reassignment of these programmes to new Public and Catholic Frenchlanguage districts (MacLellan 2009).
Ontario’s school districts are all K-12 and range in student enrolments from 648 in Conseil
scolaire de district catholique des Aurores boréales in northwestern Ontario, to a population of
237,102 in the Toronto District School Board (TDSB) on the shores of Lake Ontario. Districts
average 26,000 students, with the Public English districts being the largest (averaging almost
39,000 students) and Public French districts the smallest (with an average of just over 5,000
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students). A glimpse into the complexity of services that one district must offer – the TDSB –
is afforded by their fact sheet: 595 schools on 562 sites; students speak 75 different languages
(only 53 per cent speak English as their first language); 14 per cent of their population receive
some type of special education services (86 per cent of whom are in the regular class for more
than half their instructional day); and 22 ‘alternate schools’ ranging from a ‘black-focused
school’ to sites for ‘gay/lesbian/transgendered’ students (Toronto District School Board 2009).
Arizona’s LEAs are quite different from those in Ontario; they reflect the tradition of
community schools in which families banded together to create a local school district according
to permissive laws adopted by the state. The result is what might be termed a crazy quilt of
jurisdictions that do not follow municipal lines, in part because school districts often pre-dated
municipal structures. Historically, common schools (K-8) preceded the creation of distinct high
school districts. Thus, the division of Arizona into 205 school districts (not counting specialised
districts such as Joint Technological Education Districts) reflects the organic character of their
development and resistance by local communities to amalgamation and further integration as
K-12 unified school districts. Reported enrolments range from six in the isolated Crown King
Elementary School District to 67,574 in the Mesa Unified School District adjacent to the city of
Phoenix in central Arizona. The state’s 94 elementary districts are the smallest, averaging 2,715
students; its 15 secondary districts are in the middle, averaging 5,372 students; and its 96 unified
districts are the largest, averaging 6,121 students. In addition, Arizona has 336 charter schools,
which are treated as LEAs under state law and average 279 students although they range from
just 13 students to over 2,000 students in an online K-12 academy.
For the 2009–10 school year, Ontario expects to expend $C18.5 billion on K-12 education for
operating expenditures, an average of $C9,785 per pupil (equivalent to $US8,122). Per pupil
expenditures are higher for districts serving the French-language population, averaging over
$C14,000 per pupil ($US11,620), than they are for those serving the English-language
population which average $C9,600 per pupil ($US7,968). Averaging across districts – the
unweighted average in the table that does not take into account the number of pupils in a
district – yields somewhat higher averages since expenditures per pupil tend to be greater in
smaller districts and thus increase the average.
In 2007–08, Arizona expended $7.12 billion on K-12 operating expenditures, an average of
$US7,824 per pupil, very close to the amount Ontario expends for its schools that serve the
English-speaking population. Arizona’s unweighted expenditure per pupil is considerably
higher at $US10,168, again due to the impact of the higher expenditures per pupil in small
school districts. Understanding the potential effect of district size on per pupil expenditures
is important in order to appreciate analyses of per pupil expenditures discussed later in this
paper. Differences in weighted per pupil expenditures among Arizona’s three types of school
districts are less than those observed for different type of districts in Ontario and are $US7,193
for elementary districts, $US7,731 for unified districts and $US8,223 for secondary districts.
The equity of systems of school finance is often assessed by looking at the variation in
expenditures per pupil among school districts relative to their average expenditure (King,
Swanson & Sweetland 2003). One effect of the differences in number and sizes of school
districts between Ontario and Arizona is the greater variation in per pupil expenditures
among school districts in Arizona. The coefficient of variation (or CV, the mean divided by the
standard deviation of unweighted expenditures) illustrates this difference, with a value of
0.288 for Ontario versus 0.385 in Arizona. Due to intentional differences in funding levels for
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different types of districts, the CV for all districts may not reflect the true equitability of the
system of funding education. Coefficients of variation for similar types of districts may be a
better indicator of equitable funding. Thus, it makes sense to compare the CV for Ontario’s
Public English districts, which equals 0.177, with that for Arizona’s unified districts, which is
0.285. The lower value for Ontario implies that its system of funding – which does not allow
supplemental revenue from the local level – is likely to be more equitable than the funding
system in Arizona, which allows supplemental local taxation.
The adequacy of funding and effort expended by citizens in supporting education may be
assessed by considering overall educational expenditure as a percentage of gross domestic
product (GDP) and as a percentage of gross domestic capital per capita. Ontario spends 3.15
per cent of annual GPP on operating expenditures for K-12 education while Arizona devotes
somewhat less, 2.90 per cent of GSP. On a per capita basis, Ontario’s expenditures per year
equal 21.5 per cent of per capita GPP, also slightly above Arizona’s 20.4 per cent. The latter
difference is partially due to Ontario’s funding the education of 14.6 per cent of its population
v. 14.2 per cent by Arizona. Both jurisdictions spend less on K-12 operating expenditures as a
percentage of GDP per capita than is being spent for US or Europe as a whole (23.6 per cent
and 21.7 per cent respectively) or for nations such as Sweden (25.0 per cent) and Switzerland
(25.2 per cent). However, both Ontario and Arizona spend more than areas such as Hong
Kong S.A.R. (17.4 per cent) and the world average (17.9 per cent).1

Policy Context
With the publication of A Nation at Risk, the report of the US National Commission on
Excellence in Education in 1983, the direction of public policy towards education began to
shift in both the US and Canada. This shift coincided with the bottom of a difficult recession
after a decade of stagflation in which their school systems, along with government sclerosis
in general, were identified as major contributors. Criticising educational systems during
recessions is common, not so much because of salient evidence to support the criticism but due
to recognition that greater educational achievement may be one of the only plausible solutions
to counter economic stagnation. That is, as noted earlier, investments in education increase
human capital and, hence, the capacities of the work force to perform better both in terms of
creativity and productivity. The shift in policy direction embraced the notion of replacing
government action with private action; that is, embracing competitive markets to provide
dynamic solutions to continuing problems. Guided by the free market economic theories of
individuals such as Friedman (1962) and Hayek (1988), and rejecting those of Keynes (1936),
Galbraith (1958) and Hirschman (1970), policy experts advised governments to focus on
measurement of educational outputs and inputs, while leaving educational processes up to
1

The world average is 15.4 per cent for primary and 20.3 per cent secondary; the average of the two (17.9
per cent) is reported here for other nations. The two percentages imply that, on average, approximately
one-third more resources are expended per secondary student than for primary students. This is not the
case for the US as a whole or for Arizona. The US percentages of 21.5 for primary and 25.8 for secondary
yield a difference of one-fifth greater resources for secondary students. The differential between per
people expenditures between elementary and secondary districts in Arizona indicates that Arizona is
expending just one-seventh more per secondary pupil than elementary pupil. A similar comparison is
not feasible for the Ontario data. Source: http://siteresources.worldbank.org/DATASTATISTICS/
Resources/table2_9.pdf (accessed 21 December 2010).
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those operating the schools. In the past, educational legislation meticulously prescribed the
processes to be used in schooling and assumed that if these steps were followed then
acceptable outcomes would result. Yet initial rounds of international and national tests
demonstrated, particularly in the US and less so in Canada, that gaining ‘value for money’ in
public schools was problematic.
The school reform movement would also have a dramatic effect on the provision of special
education services. In addition to calling for raised outcomes, a more explicit curriculum and
tighter accountability measures, proponents of reform also criticised special education, seeing
it as an expensive parallel stream of education devoid of accountability measures (Lipsky &
Gartner 1997; Kauffman 2000; Salend 2001). The resulting call to blend regular and special
education reflected ongoing criticisms of special education practices that were widely seen
as being ineffective, not based on sound theory, and marginalising for the individuals and
their families (Fuchs & Fuchs 1995; Skrtic 1995; Hockenbury, Kauffman & Hallahan 2000).
Blending would also help expedite the evolution towards inclusive education, a philosophy
of community development and educational programming that strives to create environments
which embrace all differences (Stainback & Stainback 1992; Thomas 1997; Smith 1998; Sands,
Kozelski & French 2001). Support for this democratic view of diversity came in 1980 from the
World Health Organization, in 1989 from the United Nations, and at UNESCO world
conferences in 1990 and 1994 (Pivik, McComas & LaFlame 2002). These three initiatives (school
reform, escalating criticisms of special education practices, and the emergence of a societal
philosophy of inclusion) would radically begin to alter classrooms by the turn of the
millennium. Today, inclusive education is more than a philosophical concept and is a reality
in many North American schools, although Arizona has been late to adopt the practice, and
did so in part because it is believed to reduce costs. Hutchinson (2007), commenting on this
shift, concludes that ‘inclusive education is an issue within the context of Canadian society, not
just within the context of Canadian schools … . In Canada, if we choose to teach, we are
choosing to teach in inclusive settings’ (p. xxv).
The cost effectiveness and programme efficiency debate would continue after the initial waves
of reform were felt. Canadian provinces, unlike the US, had typically provided some
educational choice – and hence educational competition – to their citizens. Over half the
provinces provided publicly funded Roman Catholic school systems and over half gave grants
of various levels to private and independent schools. As well, not all provinces had abandoned
high school exit exams, which were present in few US states. In addition, federal equalisation
payments to Canadian provinces ensured all provinces could provide an average level of
public services, including education, a scheme lacking in the US where a welter of federal
funds are allocated directly to LEAs based upon local demographics. As a consequence, when
‘neo-conservative’ policies gained ground, Canadian provinces tended to emphasise
accountability in terms of increased regimes of student testing, but not competition in terms
of increased choice in schooling. Indeed, a number of provinces (e.g. Quebec and
Newfoundland) abolished distinct religion-based systems, although at the same time, due to
the Constitution Act (1982), they established linguistically based (French or English) school
systems. Only in Alberta did an innovation embracing school choice, the charter school, take
hold in a limited fashion.
In the US, both national- and state-level testing regimes were created from the 1980s on and,
beginning in Minnesota in 1991, the notion of publicly supported charter schools to provide
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greater choice has gained ground. Today, 40 of 50 states have adopted charter school laws
(Lawton 2009) and federal grants are only awarded to states that lift limits on their number
of charter schools. Thus a ‘neo-conservative’ policy is now deemed a ‘neo-liberal’ policy and
is viewed as an important instrument for improving opportunities for youth who, in the
federal government’s view, might otherwise be trapped in failing schools and school districts
(Fuller 2000). However, the US has not matched the city of Edmonton, Alberta, where the
elected officials have embraced schools of various religious, cultural and linguistic traditions
within the public system. Edmonton took advantage of Canada’s lack of formal separation of
church and state, a separation which is firmly enforced in the US, to include an array of groups
excluded elsewhere, although it must be added that strict criteria ensure all schools have open
enrolment and a curriculum that meets provincial standards.
Within this new framework of accountability, both US and Canadian schools have
encountered the twin problems of the education for immigrants and indigenous peoples.
Immigration laws and issues differ between the US and Canada in that the US law is driven
by family reunification, which accounts for approximately 70 per cent of the one-million
immigrants the US officially admits each year. Refugees and those admitted for their economic
contribution to the nation each constitute about 16 per cent of the total. Mexico is the largest
contributor, with approximately one in four new permanent residents originating there. In
contrast, 60 per cent of Canada’s quarter-of-a-million new immigrants are admitted on the
basis of their contribution to Canada’s economy; only one-quarter are admitted for the
purposes of family reunification and approximately one-tenth are refugees. Major contributing
nations are China (15 per cent) and India (12 per cent). On a per capita basis, Canada admits
approximately two-and-one-half times as many immigrants as does the US. Canada does not
appear to have a significant problem with illegal immigrants, although recent abuses of its
refugee policies have resulted in visa restrictions on several nations, including Mexico. The US
does have a significant illegal immigration problem, particularly from Mexico and other parts
of Latin America. The Pew Hispanic Center reports that, of 11.5 million Mexicans living in
the US in 2009, 3.7 million immigrated after 2000 and ‘that most Mexican immigrants are
unauthorized, including 80 per cent to 85 per cent of Mexicans who have been in the US for
less than a decade’ (Passel & Cohn 2009: iii). For most years since 2000, unauthorised
immigration to the US has equalled or surpassed the number of individuals given legal
residence status.
In both nations, most immigrants settle in major urban areas. By 2008, 40 per cent of the
populations of both Toronto and Vancouver were composed of minority (non-white)
immigrants and their offspring. Percentages of non-whites exceed 50 per cent in Los Angeles,
New York and Miami, although in these cities the minorities are made up of non-white
Hispanics and citizens of African or Asian descent. In short, ethnic, racial and linguistic
complexity characterise the largest cities in both nations.
The challenge of providing education for indigenous peoples is evident in both nations,
especially in Canada due to its proportionately larger Aboriginal population.2 Its federal
2

Terminology for indigenous peoples differ between both countries. The term Aboriginal is used in
Canada as collective term for First Nations, Inuit and Metis, but is not used in the US, where the term
indigenous or Native American is used as the collective term for American Indians, Eskimo, Hawaiian and
Samoan.

93

94

ISEA • Volume 39, Number 1, 2011

government budgeted $11.4 billion in 2009 to serve the Aboriginal population (Government
of Canada 2009), yet it continues to receive international scorn for the quality of life and
services Aboriginal people experience. Particular concern for the effectiveness of education
and the resultant effects of high levels of illiteracy on wellness and self-identity has been long
expressed by Canada’s Aboriginal population themselves, and recognised by both provincial
and federal governments. Wotherspoon discussed the social and economic impact of failed
Aboriginal educational practice in Canada and concluded that ‘schooling has contributed to
the subjugation and marginalization of Aboriginal people but is regarded as a critical agency
for their future social, economic and political success’ (2001: 2). This link between educational
practice and economic return was also recognised by the Council of Ministers of Education:
There is recognition in all educational jurisdictions that the achievement rates of
Aboriginal children, including the completion of secondary school, must be improved.
Studies have shown that some of the factors contributing to this low level of academic
achievement are that Aboriginals in Canada have the lowest income and thus the
highest rates of poverty, the highest rate of drop-outs from formal education, and the
lowest health indicators of any group. (Council of Ministers of Education 2004: 22)
That same year, The Office of the Auditor General of Canada (2004) also expressed concern
‘that a significant education gap exists between First Nations people living on reserves and the
Canadian population as a whole and that the time estimated to close this gap has increased
slightly, from about 27 to 28 years’ (Section 5.2). Without question, while education remains
a provincial responsibility in Canada, the federal government retains responsibility for
Aboriginal youth and, as such, faces undoubtedly their most challenging educational issue in
the redress of this problem.

Policy Implications for Education Finance
This section focuses on two questions: how effectively are financial resources being allocated
to address educational need and, specifically, how is government allocating resources to
address the issue of English language learners (ELLs)? The first question is addressed via a
series of regression analyses of how funds are allocated relative to diversity and how
educational outcomes can be explained by educational inputs, including both financial
resources and the background of students. The second question is addressed by analysing
government regulations that determine formulae used to direct funds to school districts in
need of resources for English language students.
Table 3 demonstrates a strong relationship between per pupil expenditures and demographic
characteristics for Ontario’s English-language school districts. Over 70 per cent of the variance
in per pupil expenditures is explained by different funding levels in Public and Roman
Catholic school districts, for English language learners, and the natural logarithm of
enrolment.3 The standardised beta-weights for the variables, which reflect the explanatory
power of the individual variables, indicate modestly higher funding for Public districts over
Roman Catholic districts and for those districts with higher percentages of English language
3

The natural log of the enrolment rather than enrolment itself was used due to the extreme skewness of
the distribution of enrolment, with many small districts and relatively fewer large ones. Similar results
obtain when enrolment is used, but overall explained variance is less.
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Table 3: Regression of per pupil expenditures on demographic data for Ontario (English) and
Arizona school districts*
Ontario

N

Public/separate

ELL%

Ln enrolment

59

.274

.210

–1.017

R-squared
.728

Arizona

N

Hispanic %

Native %

Ln enrolment

R-squared

Elementary

90

–.079

-.005

–.663

.486

High school

13

.091

-.160

–.696

.535

94

–.092

.062

–.214

.071

*

This analysis is limited to English-language districts in Ontario since they tend to serve the immigrant
and Native Canadian populations. It was demonstrated in Table 1 that Ontario allocated higher levels of
per pupil funding to the districts serving the French-speaking minority in the province.

learners, other factors being equal.4 Enrolment is the primary driver of expenditure per pupil;
the large negative beta-weight in Table 3 implies funding per pupil is less in larger districts.
Interaction effects between the variables account for the unusual situation in which the
absolute value of the beta-weight for enrolment exceeds 1. We interpret this outcome to imply
that Ontario’s larger school districts operate with lower expenditures per pupil, while the
Public districts with very high enrolments, including large immigrant populations, receive
relatively higher funding than the Catholic districts to meet the associated needs.
The results for Arizona are quite different. First, less of the overall percentage of variation in
expenditures per pupil is explained – about 50 per cent for elementary and high school
districts and only 7 per cent for unified districts. Most of the variation in expenditures is
explained by the natural log of the enrolment. The standardised beta coefficients are very
small with five of the six being less than 0.1. We interpret these equations to mean that
operating expenditures per pupil are primarily determined by enrolment and other factors
that are not in the equations in Table 3. In particular, there is no consistent positive relationship
between expenditures and the percentages of enrolment for Hispanic or Native American
students, implying a lack of vertical equity in the funding scheme.
Table 4 links demographic characteristics and per pupil expenditures to school outcomes in
Ontario’s English-language school districts and Arizona’s mix of elementary, high school and
unified districts. In general, the models are more successful in explaining outcomes in Arizona
than Ontario, although expenditure per pupil is a more powerful predictor in Ontario than in
Arizona. Part of this difference is related to the better quality of data for Arizona. The US in
general, and Arizona in particular, records data by race and ethnicity, something that is not a
common practice in Canada.5 In Arizona, over half of the variation in outcomes is attributed
4

Data in Table 1 indicate that Public and Roman Catholic districts expenditures per pupil are slightly
higher for the latter, but that analysis did not take into account the size of the district.

5

The Toronto District School Board, with almost a quarter-million students, uses internal formulae tied
to socioeconomic variables to allocate resources, although it is now considering the use of data on
ethnicity (Toronto District School Board 2009). High dropout rates and poor academic performance by
many Black students led the TDSB to create an Africentric school commencing in fall 2009 (Dei 2009).
In Vancouver, BC some groups (e.g., Chinese, 83 per cent; Punjabi, 77 per cent) had graduation rates
above that of English speakers (71 per cent), while other groups had lower on-time graduation rates
than English speakers (Vietnamese, 63 per cent; Spanish, 55 per cent) (McAndrew 2009).
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Table 4: Regression of student outcomes on demographic and financial data for Ontario
(English) and Arizona school districts
Ontario

N

Public/
separate

ELL%

Ln Expenditure
enrolment
per pupil

R-squared

Grade 3 reading

59

–.421

–.023

.088

–.425

Grade 9 math

57

.132

.128

–.345

–.785

.408
.334

Arizona

N

Hispanic %

Native %

Ln Expenditure
enrolment
per pupil

R-squared

3rd grade math

130

–.506

–.789

.160

.005

.524

10th grade math

92

–.369

–.752

.350

.012

.616

Attendance

199

.053

–.461

.063

–.005

.242

Graduation rate

105

–.245

–.637

.194

–.196

.385

to the percentage of Hispanic and Native American students, with poorer outcomes in those
districts with high percentages of these groups. There is some indication that graduation rates
are higher – but expenditures lower per pupil – in larger school districts, which tend to be
located in urban areas. For Ontario, reading scores tend to be lower in Public than Roman
Catholic districts, a result that may be attributed to performance in sparsely settled northern
Ontario school districts with high percentages of Aboriginal Canadians,6 although the
available data do not permit confirmation of this explanation. Most notable, however, are the
large negative standardised beta coefficients for expenditures per pupil, implying that
expenditures are higher in districts with lower proficiency and the presence of policies of
providing extra assistance to districts where student needs are greatest.
Although the analyses for Ontario and Arizona do not indicate either jurisdiction places more
resources in the hands of districts that have higher percentages of English language learners,
both in fact have such policies in their school grant plans. Ontario has used a weighting factor
to recognise the extent of need for English as a second language (ESL) since at least the early
1970s. According to Li, in 2006–07:
Ontario provided assistance to ESL students for four years. School boards received $3,349
for each ESL student who was in the Ontario school system for the first time. Boards
received 70 percent of $3,349 for each ESL student in the system for the second year. They
received 50 percent of $3,349 for each ESL student for the third year, and 25 percent of
$3,349 for each ESL student for the fourth year. If one totaled the 2006–2007 ESL funding
for four years, the result would be $8,205 for each ESL student. (Li 2008: 3)
Virtually all of the Ontario funding formula is set under the regulatory authority of the
government; in no case, to our knowledge, has the funding for English language learners been
subject to legislative court challenges. Extensive discussions among various stakeholders have
occurred, which led in 2007 to promulgation of new policies and funding assurances for
programmes for English language learners (Ontario Ministry of Education 2007; ERGO:
6

Cherubini & Hodson (2008) report 50 per cent of Native Canadians do not graduate from high school.
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ESL/ELD Resource Group of Ontario 2009). A key issue in ELL funding is the question of
school board autonomy; that is, how much flexibility a school district has in allocating funds
that are generated by the province’s funding formula. In recent years, complaints have arisen
that many districts use much of the funds generated by the ELL formula for other purposes.
As well, the provincial auditor raised the question of accountability for learning English by
ELL students (Office of the Auditor General of Ontario 2005).
Arizona, too, has had a weighting for English language students in its funding formula which,
like that of Ontario, generates funds for school districts but does not require that each dollar
generated by the formula be spent on ELL programmes. Its school districts also enjoy
considerable autonomy in allocating funds as long as they remain within the approved limits.
However, Arizona’s ELL funding has never been as high as that in Ontario and is currently
set at 0.115 times the basic student amount, which, for 2009–10, was set at $3,831 for
elementary students and $4,195 for secondary students (Arizona Association of School
Business Officials 2008). The calculation yields $440 per elementary ELL student and $482 per
secondary ELL student. Recent legislation limited ELL funding to two years, required an
intensive hour-per day programme, and allocated an additional $40 million (Lawton 2010).
The latter yields approximately $275 per ELL student, although it is allocated separately from
the state’s funding model. When combined, and taking the two-year limit into account, a total
of approximately $1,500 per ELL student is yielded, roughly one-quarter of what Ontario
allocates.

Conclusion
If current trends in Canada and the US continue, the implications for funding education are
profound. Ethnic diversity alone will challenge educators to establish and fund programmes
that are culturally sensitive and language rich. In the Canadian context the French–English
bilingual mandate already necessitates dual language systems, even though there are over 75
languages spoken by students in one district alone (Toronto District School Board 2009). The
implications become more pronounced by two factors: French language speakers tend to be
more geographically dispersed than their English-speaking counterparts, and the English
population is declining at a higher rate (Ontario Ministry of Education 2009b). Education in
Ontario is quickly becoming a model of extremes – expensive French-language instruction in
rural areas and linguistically diverse programmes in urban areas. For its part, Arizona, after
decades of growth – the state’s population has doubled since 1985 – is facing stable school
enrolments and one of the highest fiscal deficits among US state governments. Yet its future
depends in large part on the success of the very minorities least likely to complete high school
and attend college.
While globalisation and the resultant linguistic diversity are redefining funding formulas, the
diverse needs of the student population including students with disabilities necessitate even
greater change. With the dismantling of special education as a separate stream of education,
the need for additional resources, training and support in the regular classroom have not
resulted in budgetary decreases (Ontario Ministry of Education 2009a). While Ontario
acknowledges a stated shift towards inclusive practice, 86 per cent of students with special
needs spend at least half their instructional day in the regular classroom (Ontario Ministry of
Education 2008). Special education funding in Ontario continues to increase to a $2.25 billion
projection for 2010 – a 39 per cent growth in the last seven years (Ontario Ministry of
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Education 2009a). Amid this shift towards inclusive classrooms, Ontario is being called to
fund alternative schools such as its first Africentric (Black-focused) school in Toronto; the
Toronto School District now offers 22 such alternate schools (Toronto District School Board
2009). A similar trend is occurring in the US amid their stated shift towards inclusive education
and with 40 of 50 states supporting charter school laws. This raises the question of whether
increasing expenditures of school districts are supporting opposing philosophies. Along with
balancing urban and rural realities with multiple language needs, inclusion and segregation
have becomes a third factor tossed into the funding mix.
An additional implication for funding formulas in such diversity is teacher training and
especially ongoing professional development for educators to cope with such demands.
Learning organisational cultures of ‘academic optimism’ that encourage improved teaching
and learning for diverse needs are required (Senge, Cambron-McCabe, Lucas, Kleiner, Dutton
& Smith 2000; Hoy & Hoy 2009: 236). Improved teacher training has long been identified as a
critical prerequisite for the successful implementation of inclusive practice (Klingner, Vaughn,
Schumm, Cohen & Forgan 1998; Waldron & McLesky 1998; Stanovich & Jordan 2000; Buysse,
Goldman & Skinner 2003; Zigmond 2003; Brown, Higgins, Pierce, Hong & Thomas 2004; Lyon
2005), but declining enrolments in Ontario and budget shortfalls in Arizona are reducing
opportunities for new teachers. More recently, an equally critical call is arising to prepare
teachers to respond to growing ethnic diversity. Taylor & Whittaker noted:
The implications for teachers are obvious. Even in areas of the country that remain
predominantly White, it is essential that teachers learn about the cultures and
languages of many children who are arriving in greater numbers and entering their
schools for the first time. Furthermore, many of the jobs available in the next decade
will be in urban areas where the population is likely to be even more diverse. All
children will need to work and live harmoniously with members of many diverse
groups. Teachers will need to develop the knowledge, skills, and attitudes necessary
to prepare a diverse population of students for success in the mainstream, while also
respecting their cultures and languages of origin. (2009: 11)
The commonalities and differences examined in this paper of two regions in similar though
distinct countries provide much food for thought. While both face parallel challenges of
globalisation, economics and inclusive practices, data indicate that immigration is raising
academic performance in Ontario while lowering it in Arizona. Certainly this paper supports
proponents of Canada’s mandate to use immigration proactively to strengthen the economy
and build its labour force. It does come at a cost, however, with Canada spending slightly
more per capita for education, especially in rural areas. With anticipated increases in
immigration and inter-regional migration towards urban areas, existing funding formulas
will be taxed. Furthermore, these findings also question the return on investment related to
existing practice in Canada and the US. Greater support for Canadian practices of preferential
intellectual capital and expensive labour among immigrants, rather than existing US practices
of seeking cheaper immigrant labour, has certainly been documented. However, findings must
be interpreted with caution as data do not include the large Aboriginal populations of Ontario
funded separately by the federal government in a parallel system of education (Ontario
Ministry of Education 2009c). All indicators are that Aboriginal populations have dismal
educational outcomes which, if weighted into existing data of the greater Ontario population,
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would possibly alter the results to parallel those in Arizona where the outcomes for Native
Americans are unacceptable. Nonetheless, this paper affords contemporary examination of
the radically changing school systems which bring common and highly regional factors into
the quest for equitable funding, support for diverse values, and optimal investment return.
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Accountability and Inclusion in Mexico
and Scotland: How Can Principals Act
in Principled Ways?
Michael Cowie and Edith J. Cisneros-Cohernour
Abstract: This article provides situated accounts of accountability processes in Mexico and Scotland and
considers their unintended effects on schools and individuals, with particular regard to social justice and
equity. Our first focus is on how globalisation has influenced educational practice in both countries. We
then reflect on how increased accountability, performance management and quality assurance have been
given a high profile in Mexico and in Scotland. We also consider the extent to which these processes relate
to educational purposes and more traditional policy concerns for equity and social justice. Measures related
to competitive performance define quality in the school systems in Mexico and Scotland, and we consider the
effects of this agenda on educational purposes, inclusion and social justice in both countries before considering
how accountability might be made more intelligent and encourage principals to act in principled ways.
Knowledge possession is now considered essential for the successful pursuit of competitiveness
and economic growth (Stromquist & Monkman 2000: 12), and economic survival in a
competitive global market has commodified knowledge and conflated educational and
economic purposes. Market prerogatives now drive educational policy and influence school
governance, and anxieties about underperformance in education in an increasingly competitive
economic environment have brought pressure to raise educational standards across the globe
(Castro, Carnoy & Wolff 2000), giving rise to the development of performance monitoring
systems based on the availability of quantitative indicators of student outcomes, the measures
that most interest political leaders and government officials.
Since the late 1980s performance management has emerged as the dominant approach in
educational governance (Mulford 2003) and schools in Mexico and Scotland, in common with
many systems and schools across the globe, have had to come to terms with quality assurance
systems, performance management and increased accountability. Emphasis is placed on what
can be measured, and improved educational attainment in terms of test scores and
examination outcomes is regarded as essential if countries are to compete internationally. The
term ‘globalisation’ invites international comparison – a feature of performance management
used to induce compliance and put pressure on school systems to demonstrate continuous
improvement in school performance – and reporting of comparative data by the mass media
has reinforced a need to follow ‘lines of action that seem undisputed and uncontested, largely
due to the fact that they have been internationally asserted’ (Novoa & Yariv-Mashal 2003: 425,
cited in Grek & Ozga 2008).
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Although Mexico and Scotland have different histories, cultures, traditions and resources,
performance management is the lever used by policy makers in both countries to manage
system-wide activity, raise attainment levels and increase the accountability of schools.

Performance Management, Accountability and Educational
Governance
Performance management involves setting targets that schools must meet and is based on the
assumption that improvement can be accomplished by external measurement and
comparison. Performance management systems use aggregated test and examination
outcomes as the basis for decision making with regard to rating and funding, and these
measures therefore have ‘high stakes’ for individual schools. However, it can be argued that
this has led to a preoccupation with increased accountability, to such an extent that assessment
data have become central to education policy in nation states and may now ‘be understood
as a form of governance in education’ (Lawn & Ozga 2009: 1).
It can also be argued that this form of governance has little effect on improvement, does not
produce socially just outcomes and leads to concepts such as equality and justice being
denuded of meaning and replaced by ‘hollowed out’ concepts such as quality and excellence
(Ozga 2000: 355). The No Child Left Behind (NCLB) agenda in the United States, for example,
intended to ameliorate disadvantage, uses high stakes testing to determine academic
achievement, but appears to have widened rather than narrowed the gap between the ‘haves’
and ‘have nots’ (Apple 2006; Ladson-Billings & Tate 2006, cited in Fitzgerald 2009).
Governance through performance management therefore raises questions to do with
educational purposes and values and about who and what is valued in education.
Accountability is a complex concept but it is central to an understanding of the relationship
between schools and school systems. One reason why accountability is such a complex
concept is that different value systems are involved and there is tension among them. School
principals now have multiple, often conflicting accountabilities, and it is not always clear who
is accountable to whom and for what. Although accountability is a ‘multilayered concept’
(Ranson 2003: 459), with different interpretations and meanings, the definition most
commonly applied is in terms of control and giving an account to those in authority,
particularly where there is school based management (Caldwell & Spinks 2008). In this pure
form, accountability is tied up with power and control because some form of constraint or
sanction may be expected if the account given by the accountable body to the delegating
authority is unsatisfactory. An improvement imperative is what justifies systems of
accountability based on performance data, and in this article we argue that in Mexico and
Scotland this has established the nature of a particular kind of relationship between schools
and school authorities.

Mexico and Scotland: the Demographic, Economic, Social and
Educational Context
Mexico
With a population of 104 million, Mexico is the world’s largest and most populated Spanishspeaking country. Mexican society is characterised by considerable economic, social and
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cultural diversity (OECD 2004). Most Mexican people live in extreme poverty, particularly
those living in inner-city neighbourhoods and rural communities (CONEVAL 2007). Rural
areas lack essential services and work opportunities, and are populated mainly by Native
Americans, mostly farmers and labourers living in great poverty (Cisneros-Cohernour &
Grayson 2009). In some regions, particularly those with high indigenous populations, the
percentage of people under the poverty level is higher than 60 per cent. According to census
data (INEGI 2001), in some areas the percentage of people living under the poverty level is as
high as of 84 per cent and there is limited access to electricity, water and sanitation. Around
80 per cent of the Indian population lives in poverty.
Although the federal government has expressed interest in decentralising the educational
system, it remains heavily centralised. Authority has been devolved to individual schools,
and this is reflected in increased local-level accountability for student outcomes and use of
resources (Cisneros-Cohernour & Grayson 2009).
Given the acknowledged links between poverty and low academic performance (Fernández
& Blanco 2004; Martínez-Rizo 2007) it is not surprising that Mexican student performance is
among the lowest in international comparisons. For example, in the Third International
Mathematics and Science Study (TIMSS) of 1993, compared to their peers from 40 developing
countries, students from elementary and secondary schools obtained low achievement results
in mathematics and science. Mexican students, on average, were 100 points below the world
mean and Mexican secondary school students among all groups obtained the lowest
achievement scores (Backhoff & Solano 2003; Wang 2003).
Around half of the elementary school students who took the test did not accomplish the
objectives of the educational levels in which they were placed. Levels of achievement of
student learning outcome goals in secondary school are also low (Cisneros-Cohernour 2007;
Domínguez & Guillermo 2007). The Program for International Student Assessment (PISA)
2000 assessment revealed low achievement (OECD 2003). Mexican students obtained an
average of 387 points in mathematics, well below the OECD average of 500, ranking Mexico
in 35th place out of 40 countries. Assessment results on nearly all scales of PISA 2000 were
among the lowest recorded. In the 2003 PISA Plus international study, results for Mexican
students were even lower than those of PISA 2000. Mexican students’ mean score in
mathematics dropped to 385, placing Mexico 37th out of 40 countries. The 2003 student
assessment in science also placed Mexico in 37th position, ranking Mexico among the
countries with a notably lower assessment performance among the OECD countries surveyed
in mathematics and science (Vidal & Díaz 2004).

Scotland
In contrast to Mexico, Scotland is a small, relatively wealthy nation. It is part of the United
Kingdom, but educational policy and provision are among the responsibilities of a devolved
Scottish Parliament. Although schools are located within 32 local political units, the system is
also highly centralised. There is a national inspectorate, Her Majesty’s Inspectorate of
Education (HMIE), and school and local-authority inspection are the mechanisms through
which the Scottish Government exerts control over what happens in schools and local
authorities. Through its inspection reports, HMIE ensure that authorities implement the
procedures national government requires.
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Scotland prides itself on the quality of its education system, with provision of equality of
opportunity through a comprehensive system of secondary education (Bryce & Humes 2008).
Overall educational standards are relatively high. In PISA reports comparing the attainment
of children in participating OECD countries, for example, Scotland performs at a consistently
high standard, and there is a solid platform of achievement in basic education (OECD 2007).
There is a prevailing tradition (or myth) that Scottish education is relatively egalitarian and
meritocratic (Bryce & Humes 2008: 99). However, a persistent tail of underachievement (Ozga
2003) undermines any belief in the equity of Scottish education. An OECD report in 2007
revealed inequalities in achievement and a widening achievement gap associated with
poverty, deprivation and low socioeconomic status (OECD 2007). Although achievement is
generally high and fewer students score at the lowest levels in PISA assessments in Scotland
than in most other OECD countries, economic, social and cultural status accounts for more
variation in Scottish PISA test scores than the OECD average (Raffe 2008). The OECD report
points to greater within-school differences than between-school differences, which highlights
issues of equity and suggests that, as in Mexico, the benefits of education are not spread
evenly, and that ‘Who you are in Scotland is far more important than the school you attend,
so far as achievement differences on international tests are concerned’ (OECD 2007: 15).

Performance Management in Mexico and Scotland
In common with systems elsewhere (Tapia 2005), authority in both Mexico and Scotland has
been devolved to individual schools. However, schools in both countries continue to operate
within larger policy frameworks in which, despite the tenuous links between schooling and
economic success (Wolfe 2002; MacBeath 2007), measurement and comparison of performance
are used to stimulate improvement and provide evidence of improvement or failure to
improve. These strategies are the common currency of reform in Western nations where
devolved management has been accompanied by high-stakes accountability measures and
performance standards (Cowie & Croxford 2006; Cisneros-Cohernour 2007).
In Mexico, publication of TIMSS and PISA outcomes encouraged the government to increase
school accountability through standardised assessment and the creation of national standards
(SEP 2002). The introduction of national evaluation institutes has enabled assessment results
to be compared. In 1994, the Centro Nacional para la Evaluación de la Educación Superior
(CENEVAL) was created to implement reform. International comparisons continue to show
low educational attainment (Vidal & Díaz 2004), and in 2000 the government established the
National Institute of Educational Evaluation (INEE) to develop indicators to evaluate schools
(INEE 2004). Studies conducted by the INEE identified differences between and within
Mexican states regarding student attainment. Schools in rural communities with a high
percentage of indigenous students are among those with lower student achievement and
higher drop-out rates.
Other policy documents, such as the Programa Nacional de Educación (2001–06) and local
policy documents and plans, also emphasise accountability, assessment and accreditation for
all educational processes, schools, personnel and results. A standardised assessment test
(ENLACE) now ranks schools and identifies those in each district with lower student
performance. These findings are published.
In Scotland, dependence on performance management as an improvement mechanism can be
traced to the 1980s (Cowie & Croxford 2006; Cowie, Taylor & Croxford 2007). Schools must
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demonstrate their accountability through internal processes of self-evaluation, audit and
improvement planning, and external pressure from the local authority and the national
inspectorate. Local authorities are held responsible for securing school improvement and regular
visits are paid to schools to scrutinise evidence of performance, but it is the national inspectorate
that has been the driving force behind performance management (Cowie et al. 2007).
By setting out the indicators used for inspection purposes the inspectorate defines what is
valued in the school system. Schools are required to adopt these indicators as their own and
evaluate their performance against these indicators. Self-evaluation has therefore an important
role in the system, and inspection of the quality of school self-evaluation procedures is now
the focus of the inspection process. An HMIE publication (HMIE 2007) outlines the procedures
to be used by schools.
Although the focus of inspection is on the quality of the school’s self-evaluation, inspections
continue to pay particular attention to attainment data, especially comparison of the school’s
performance with the performance of schools considered to have similar socioeconomic
characteristics. If a school’s examination outcomes are lower than comparator schools, there
is an assumption that the school is underperforming. Attainment data for primary schools is
more limited and less reliable because the national assessments are not standardised and are
conducted at the teacher’s discretion to confirm students’ level of achievement in reading and
maths. Inspection reports are published and attract media attention.
Approaches to school governance in both Mexico and Scotland may therefore be seen as an
adaptation to what seems to be regarded as the necessities of operating within a competitive
global economic environment (Ball 2008). There are huge contextual differences, but the
encounter between globalised policy responses and pressures in relation to the accountability
frameworks in both Mexico and Scotland reflects the emphasis on performance and
centralisation that is characteristic of generalised trends in educational policy.

Accountability Consequences and Implications: Educational
Purposes, Inclusion and Social Justice
Although the claims of the accountability discourse are seductive, the assumption that
accountability will lead to improvement is challenged by writers who have pointed to the
corrupting effect of high-stakes testing. Where there is much at stake, teachers and school
principals may be tempted to distort or fabricate outcomes, or adopt behaviour which may be
dysfunctional and contrary to educational purposes (Fitz-Gibbon 1996; Ball 1997; Murray
Thomas 2005; Nichols & Berliner 2007). In the US, Nichols and Berliner (2007) found examples
of teachers focusing attention on borderline students about to take the test, falsification of test
data, low-attaining students being forced out of school, narrowing of the curriculum and
teaching to the test, and students being pressurised to retake tests they had already failed
several times. Data may be ignored (Cowie 2001) or used in tactical ways to deliver shortterm gains that are unsustainable and ultimately self-defeating (Gray & Wilcox 1995). Where
there is fear people produce the wrong figures (Deming 1982) and teachers may focus on
impression management and generate performances of their work in order to satisfy
accountability demands (Webb 2006).
In both Mexico and Scotland there is evidence to suggest that pressure to improve attainment
has encouraged principals to introduce practices that may benefit outcomes in the short term,
but exacerbate inequity and do little to improve learning and teaching. For example, in
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Mexico, central control of curriculum content and school governance inhibits teacher decision
making, and important elements within the teaching and learning context have been
neglected. Following publication of school rankings based on student assessment tests such
as ENLACE, and the growing use of assessment results for admissions purposes, the school
curriculum has narrowed and school principals now dedicate more time to covering test
content (Cisneros-Cohernour 2007).
School attempts to develop and implement innovative projects in rural areas have struggled
because of external pressures. In a rural middle school, for example, teachers faced
insurmountable problems when attempting to implement a constructivist teaching project in
mathematics. One project aimed to develop higher cognitive skills and enable students to
realise the utility of mathematics outside schools. Unlike traditional courses, the project did
not rely on the use of calculators, which meant that children from families who could not
afford calculators were able to participate. Students engaged with the course and their
enthusiasm for mathematics increased, but the principal was concerned about the effect of
this approach on performance in the standardised assessment test and cancelled support for
the programme (Cisneros-Cohernour, López Ávila, Canto Herrera & Alonzo Blanqueto 2003).
The test did not take account of all the cognitive learning taking place and was not appropriate
for the teaching and learning promoted in the project, but the principal was under pressure
from curriculum supervisors at the State Department to use traditional testing.
Although the political skills of the principals allowed some innovative projects in science to
continue in some rural areas, most were cancelled because of external pressure. The practice
of teaching to the test has also permeated secondary schools and there is now greater emphasis
on curriculum content and rote memory, particularly in mathematics, science and Spanish. The
pressure to cover the curriculum and improve assessment scores has inhibited classroom
innovation, even where such innovation may be more relevant to the context of the school
(Cisneros-Cohernour 2007).
The consequences of performance management in Mexico are critical for those of low
socioeconomic status, and particularly severe for students of indigenous ancestry living in
rural areas. Educational reform has been advanced without consideration of equity and social
justice, socioeconomic status and the needs of culturally and ethnically diverse students in
rural areas. For example, 53.1 per cent of the (predominantly indigenous) rural population
aged 15 years and older do not finish middle school (Cisneros-Cohernour & Grayson 2009).
Indigenous student performance on standardised tests is significantly lower than the
performance of non-indigenous students (Treviño 2006). A high percentage of indigenous
students do not attend school, but in basic education, of those who do attend, the drop-out rate
is over twice the national rate. Some 9.8 per cent of indigenous students fail (compared with
a national average of 5 per cent), and only 81.4 per cent of indigenous students complete
primary school, compared with a national average of 89 per cent (SEP 2005).
The outcomes of standardised assessment are used to determine entry to secondary school,
further limiting the opportunities available to low-income students. Quite apart from the cost
implications (families must meet the costs themselves), given the cultural and linguistic
differences involved there are concerns about bias and fairness, with measurement used to
pass judgement on schools and guide policy and practice. The tests are not culturally validated
(Cisneros-Cohernour & Grayson 2009), and there may be cognitive differences among
indigenous students that influence the way in which they interpret and respond to test
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questions (Magaña 2003; 2006; Ostrosky-Solis, Ramírez, Lozano, Picasso & Velez 2004). An
emphasis on quantitative indicators has put pressure on the principals of low-performing
schools to fabricate outcomes and reduce the percentage of student drop-out (CisnerosCohernour 2007).
In Scotland, overall academic attainment is relatively high, but underlying social inequalities
are also reflected in inequalities in the scores students achieve and in their experiences of
schooling (Croxford 2010). There is also a tension between the current accountability
framework and the need for greater teacher professionalism and autonomy, and the indicators
provided by government are not necessarily useful to schools. For example, a range of practice
was found in a small study focused on how six schools use quantitative data (Croxford &
Cowie 2008). In all six schools researchers found constant awareness of the need to produce
levels of attainment approved by HMIE. Secondary school principals were very much aware
that attainment was the indicator by which their performance would be judged, and raising
examination outcomes was the focus of their management activities. Data on academic
attainment within subjects and classes were analysed by senior management teams and
overall departmental performance, and the performance of individual teachers was discussed
with department/faculty managers.
The study also points to how the focus on attainment can divert attention from educational
purposes that are not easily measured. In two of the secondary schools, staff described
tensions between the desire to provide pupils with wider experiences and life skills, and the
possible impact on overall levels of academic attainment. For example, one secondary school
had reduced the number of subjects studied for examinations at age 16 in order to allow time
for a range of wider learning experiences, but the principal was concerned that that the overall
performance indicators would look relatively low as a consequence. In another secondary
school the principal was concerned that performance outcomes for students aged 17–18 would
be low because students who already had achieved entrance qualifications for university were
engaged in a range of community activities and part-time work instead of studying more
courses. Although he believed that the activities they were engaged in were valuable forms
of learning, these were discouraged in order to increase participation in courses that
contributed to performance indicators.
The focus on measurable targets has had other consequences in Scotland. One is that it has
created perverse incentives to manipulate performance data in tactical ways to deliver
apparent improvement and target resources to particular pupils, because these may improve
the school’s performance indicators (Cowie et al. 2007). This practice is inequitable, because
although it may help some individuals to achieve more highly, other lower-attaining pupils
are denied extra support (Cowie et al. 2007). Another is an increased tendency to group
students in class by their ability, in an attempt to increase school performance in national
examinations, even though this practice is known to lower teacher expectations, depress
student aspirations and widen social inequalities (Hallam & Toutounji 1996; Harlen &
Malcolm 1997, Sukhnandan & Lee 1998; Dunne et al. 2007) and does not increase attainment
(Croxford 2010). However, as in Mexico, educational change in Scotland is a consequence of
political concerns and pressure rather than research evidence – and HMIE recommendations
(HMIE 1996) have increased grouping by ability within schools (Kirkwood 2008).
These selected examples illustrate some of the negative effects of performance management
and accountability in Mexico and Scotland and show how government policy encourages
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schools to adopt the practices associated with deepening inequalities and tendencies towards
polarisation (Lindblad & Popkewitz 1999, cited in Croxford 2010) that are reflected in many
other educational systems (Minguez & Murillo 1996). In both countries, the critical
consequences are to do with purposes and pedagogy as well as social justice and equity.
The examples also point to how educational success in Mexico and Scotland has become
synonymous with assessment outcomes, and how concern to raise attainment reflects a
tension between student-centred and teacher-centred pedagogy. In Mexico, policy documents
such as the National Education Program (2001–06) declare an attempt to move towards a more
holistic education focused on the needs of individual students, but the practical expression of
this is constrained because the significance placed on test results leaves teachers little time to
engage in innovation (Cisneros-Cohernour 2007). In Scotland, a new Curriculum for
Excellence (CfE) (SE 2004a) with a focus on personalised learning is emerging. Teachers are
encouraged to develop innovative approaches and apply professional judgement based on
the needs of individual students, and constructivist frameworks of active learning are being
promoted. The CfE questions the purposes of education and will have radical pedagogical
implications if it is fully implemented, but its content and aspirational tone suggest a degree
of conflict within the policy community over the direction in which school leadership,
management and governance ought to develop.
What seems clear, however, is that the principles underpinning the National Education
Program in Mexico and CfE in Scotland are at odds with accountability systems in which
performance data define the value of education and steer the system in ways that do not focus
on individual needs, support personalised learning or reduce inequalities in attainment. In the
next section we consider how educational systems might move towards ‘less distorting forms
of accountability’ (O’Neill 2002: 3).

How Accountability Might Be Made More ‘Intelligent’: Implications
for School Leadership, Management and Governance
Onora O’Neill introduced the idea of intelligent accountability in her Reith Lectures on BBC
Radio in 2002 (O’Neill 2002). In exploring the negative effects of the accountability culture
she argued that much of what has to be accounted for is not easily measured and that more
intelligent accountability is needed – accountability that does not damage professional
performance, pays more attention to governance and is less concerned about control and
micro-management from the centre. Intelligent accountability therefore implies trust in
professionals and measures that do not distort the purposes of schooling and encourage the
fullest development of every pupil.
The Scottish Government took up the theme of intelligent accountability in texts surrounding
an initiative intended to raise standards of attainment – again citing the need to respond to the
effects of globalisation and significance of a knowledge economy (SE 2004b). What was called
for was tougher, intelligent accountability, but the changes outlined were limited to testing
Scotland’s performance internationally, more proportionate school inspections and enhancing
the role of local authorities.
What we believe is required for accountability to be truly intelligent is:
a. reconsideration of the relationship between accountability and educational purposes,
with measures that encourage and support personalised learning and the development
of all pupils; and
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b. reconceptualisation of the relationship between principals and those that they serve,
with a communitarian approach to governance and collaborative decision making at a
local level.

Supporting Personalised Learning and the Development of All Pupils
Although accountability systems based on student performance exacerbate inequalities, and
the assumption that accountability will lead to improvement is not warranted, this is not to
say that performance monitoring is unimportant because, as in any complex system, education
systems need information about their performance if they are to learn and improve. But the
indicators that systems need must be useful (Fitz-Gibbon 1996) and help to measure
inequalities, ensure inclusion and induce learning.
It is important to measure inequality, because measurement can focus attention on the need
to address aspects of school provision and processes that reinforce inequalities. An inclusive
education system would monitor inequality by sex, ethnicity, socioeconomic background and
academic ability. In an inclusive system, moreover, principals would be confident that students
with additional support needs were identified and supported, specific learning difficulties
were diagnosed, and individual student progress was monitored and supported.
A distinction can be made between official accountability systems and systems aimed at
improving educational provision for all students (Tymms & Albone 2002). Within the former,
aggregated data in the public domain are used to hold schools to account, whereas in systems
designed for professional monitoring data are provided for professionals within the system
to interpret and use. Each generates different mindsets: one reduces trust, exacerbates
inequalities and encourages schools to conceal problems; the other enables schools to find
and deal with emerging problems. It has been known for some time through ‘value added’
studies using multilevel modelling that a sizable proportion of the variation in effectiveness
among schools is attributable to variation among classrooms or departments within schools
(Fitz-Gibbon 1991; Creemers 1992; Scheerens 1992), but this knowledge has not shifted
attention to what goes on in the classroom. Nor has it changed the orientation of how school
performance is conceptualised – from a top-down approach to one which looks in a different
direction to focus on what can be done to facilitate learning.
The focus of most studies using a value-added approach has been on school effectiveness, but
information systems can also be used to enable schools to monitor the relative progress of
individual students and focus extra attention on those who fail to make progress. The benefit
at school and classroom level is the insight it can give to inequalities and student progress, as
well as allowing teachers to focus on individual students. For example, it can provide a picture
of inequalities in student attainment at specific time-points, such as the gap in attainment
between ethnic groups or advantaged and disadvantaged students, or expose the extent to
which the initial gap in attainment widens as students progress at different rates and point to
the extent to which school processes contribute to increased levels of inequality (Croxford
2003).
The value of performance data at individual pupil level lies in their power to stimulate
professional debate about their implications, to inform decision making, and to plan and
resource learning opportunities. This highlights the importance of putting attainment data into
the context of a wider interpretation of student achievement, and of developing systems of
governance based on trust and support that facilitate non-threatening working relationships.
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Communitarian Governance and Collaborative Decision Making
Accountability mechanisms focus solely on performance and say nothing about policy
formulation (Ball et al. 1997). In her critique of accountability cultures, O’Neill (2002: 2)
suggested that in theory the accountability culture ensures that professionals and institutions
are accountable to the public, but that ‘the real requirements are for accountability to
regulators, to departments, to funders, to legal standards’. This argument gives rise to
consideration of power and the frameworks which govern relationships, and how people
interact within organisations.
One lesson that can be taken from school improvement literature is that schools are part of
wider organisations and that the relationship between schools and their governing bodies
may be crucial. The assumption that performance management will improve what goes on in
schools is challenged by the literature, which suggests that change is not controllable (Gleick
1987; Waldrop 1992), and by evidence that has been available for many years about how and
why reform in education fails or succeeds (Cuban 1988; Sarason 1990). Structural and systemic
second-order change (Cuban 1988) focused on changed organisational roles and relationships
may be necessary.
Leithwood argued that one of the lessons to be drawn from his work is that policy
implementation should be oriented ‘more towards the development of commitment (and
capacity) and less towards compliance’ (1996: 392). He suggested a systemic approach with
movement away from a regulatory approach to policy development towards an educative
one, based on high involvement principles. Indeed the work of both Fullan et al. (2004) and
Leithwood et al. (2006) is focused on reshaping local school systems and developing both
schools and systems as professional learning communities. If, as Fullan (1991) suggested,
improvement is about capacity building and developing policies that increase the collective
power of every level in the system to generate improvement, then it is important to develop
and sustain a set of relationships across the system based on trust and shared commitment,
and create a culture in which principals will not be persuaded to compromise their principles.
The work of Fullan et al. and Leithwood et al. suggests that if there is respect and trust
between schools and their governing bodies, performance data might be used in a positive
way as a monitoring tool and as a source of evidence to inform decision making and teaching.
An educative approach may therefore offer a means of developing an intelligent accountability
framework with renewed emphasis on values and mechanisms that encourage a sense of
purpose and ensure equity and inclusion.

Concluding Comments
The negative consequences of performance management are well documented in the research
literature, but its continued use in accountability systems is not surprising. Attainment
outcomes appear to be reliable and straightforward and can be translated into targets with
progress towards them represented as trends (Ozga 2003), and this is attractive to politicians
and policy makers keen to show improved performance or to identify problems in order to be
seen to be doing something about them, but the improvement in attainment standards offered
by performance management is illusory.
We have highlighted some of the critical consequences of performance management measures
in Mexico and Scotland and provided illustrative examples of how people ‘play the game’
and may be tempted to behave in unprincipled ways. In both countries the application of
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performance management principles has replaced policies and values (Grek & Ozga 2008),
with implications for inclusive practice and the lives and life chances of individuals.
Deming (1982) argued that exhortations and target setting help create adversarial relations
and focused instead on the importance of system-wide responsibility and team work. This
perspective fits with that of writers who talk about the significance of commitment to
diversity and leadership driven by values in leading schools in socially just ways (Bates 2004;
Stevenson 2007).
The rhetoric of the discourse surrounding performance management is powerful – even
though any improvement may be virtual rather than real – and systemic change will be
difficult to achieve, but there are tensions within the prevailing model of governance and one
discourse cannot secure complete closure (Laclau & Mouffe 2001). It would be wrong to regard
the discourses surrounding current forms of governance and organisational control as
hegemonic entities exercising complete control across the entire field. Discourses can be seen
as multiple and conflicting (Reeves & Cowie 2008), and this perspective offers scope for
principals to exercise individual and collective agency.
Performance management may have compromised the agency of school principals, but social
and organisational structures may be modified by individual agency. Although a performance
culture may constrain values-driven leadership and ignore what principals might do to
promote social justice, there are opportunities within educational systems for principals to
critique, argue and exercise choice. We would encourage principals to act in principled ways
to protect and promote social justice and seek and take advantage of every opportunity to
participate in the formation of future policy and practice.
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Email: busulwas@gmail.com

21.

United Kingdom

Alison Taysum,
73 Arden Vale Road,
Knowle, Birmingham,
B93 9NE,
UNITED KINGDOM
Email: ast11@le.ac.uk

22.

United Kingdom

Professor Tony Bush,
Institute of Education, University of Warwick,
Westwood, Coventry
CV4 7AL,
UNITED KINGDOM
Email: t.bush@warwick.ac.uk or tony.bush@ntlworld.com
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JOURNAL EDITORS (International Studies in Educational Administration)
Dr Tom Bisschoff,
School of Education,
University of Birmingham,
Edgbaston, Birmingham,
B15 2TT,
UNITED KINGDOM
Phone: +44 (0) 121 414 4804
Fax: +44 (0) 121 414 4865
Email: isea@contacts.bham.ac.uk
Dr Christopher Rhodes,
School of Education,
University of Birmingham,
Edgbaston, Birmingham,
B15 2TT,
UNITED KINGDOM
Phone: +44 (0) 121 414 3805
Fax: +44 (0) 121 414 4865
Email: isea@contacts.bham.ac.uk

ISEA • Volume 39, Number 1, 2011

MEMBERSHIP SECRETARIES 2011
AFRICA
1.

Cameroon
– CACEM

Dickong Dickson
M Secretary CACEM
PO Box 470, Meme Division,
Kumba, South West Region
CAMEROON
Phone: +237 7361781
Fax: +237 3354454
Email: cam_rcs@yahoo.com

2.

Kenya – KAEAM

Dr Isaac G. Kimengi
Secretary KAEAM
Department of Educational Foundations,
Moi University, PO Box 3900, Eldoret, KENYA
Phone : +254 733255462

3.

Namibia – NEMAS

Dennis D. J. Fredericks
M Secretary NEMAS
92 Tunschel Street, Pionierspark, Windhoek,
NAMIBIA
Phone: +264 61 241868 (H) or +264 61 213809 or +264-81 2615112
Fax: +264 61 211552
Email: dfred@mweb.com.na

4.

Nigeria – NAEAP

Dr Usang U. Bassey
Secretary NAEAP
Department of Educational Administration and Planning,
Faculty of Education, University of Calabar, Calabar
NIGERIA
Phone: +234 802 448 6531
Email: idohusang59@yahoo.co.uk or idohusang@yahoo.com

5.

Seychelles – SELMA Ralph Jean-Louis
Secretary SELMA
Ma Josephine, Mahe
SEYCHELLES
Phone: +248 283162 or +248 324958 or +248 521517

6.

South Africa
– EMASA

Ms Anusha Naidu
EMASA c/o Matthew Goniwe School of Leadership and Governance,
Corner Eighth and Hull Street,
Vrededorp, Johannesburg,
REPUBLIC OF SOUTH AFRICA, 2091
Phone: +27011 830 2200
Email: anushan@mgsl.co.za

7.

Uganda – UCEA

Sam Busulwa
M Secretary UCEA
UGANDA
Phone: +2575 269 2118
Email: busulwas@gmail.com
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AMERICAS
8.

Barbados
– CARSEA

Maureen Yard
President CARSEA
Bert Ville 1st Avenue Rockley, Christ Church,
BARBADOS
Phone: +246 427 0885
Fax: +246 427 0885
Email: mjyard@caribsurf.com

9.

Canada
– CASEA/CSSE

Tim Howard
Administrator CSSE,
260 Dalhousie Street, Suite 04, Ottawa ON K1N 7E4,
CANADA
Phone: +613 241 0018
Fax: +613 241 0019
Email: csse@csse.ca

10. St Vincent &
The Grenadines
– CARSEA-SVG

Dr Veronica Marks
President CARSEA-SVG
c/o St Vincent Teachers’ College,
PO Box 242, Amos Vale, St Vincent,
WEST INDIES
Phone: +784 457 0178
Email: vcamarks@gmail.com

11. Trinidad and
Tobago – TELMAS

Patsy Joseph
TELMAS secretary
Phone: +18686852262

ASIA
12. India – Assam
– ACEAM

Professor Nilima Bhagabati
Secretary ACEAM
Department of Education, Gauhati University, Guwahati,
Assam 781014,
INDIA
Phone: +94 35195542 or +98 64066459
Fax: +94 03612570275,
Email: b_nilima@sify.com or nilimabhagabati@hotmail.com

13. India – Gujarat
– GCEAM

Yogita Deshmukh
Secretary GCEAM
c/o Jaimin Purohit, B/h Nagarik Bank, Gaurav Path,
Tower Road, Himatnagar, Pin- 383 001, Dist. Sabarkantha, Gujarat,
INDIA
Phone: +91 02772244816 or +91 09426025391
Email: yogitajaimin@yahoo.co.in

14. India –
Maharashtra
– MCEAM

Ms Sudha Sathaye
President MCEAM
c/o Ultimate Kitchen and Furniture,
Ground Floor,
Hema-Prabha Society,
Chittaranjan Road Vile-Parle, East Mumbai 40057,
INDIA
Email: sudha.shreevidya@gmail.com
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15. India –
Rajasthan
– RCEAM

Dr Hemlata Talesra
Secretary General RCEAM
12-A, Panchwati,
Udaipur (Rajasthan)
INDIA 313004
Phone: +91 9414157857
Fax: +91 294526229
Email: htalesra@rediffmail.com

16. India –
Uttarpradesh
– UCEAM

Dr Nasrin Nasrin
Secretary UCEAM
Reader, Department of Education,
Aligarh Muslim University,
Aligarh – 20002,
INDIA
Phone: +571 9297451671
Email: mhsiddiqui50@rediffmail.com

AUSTRALASIA
17. Australia – ACEL

Kathy Hangan
Level 1 Suite 9,
308 High Street,
Penrith, New South Wales 2750,
AUSTRALIA
Phone: 61 2 4732 1211
Fax: 61 2 4732 1711
Email: membership@acel.org.au

18. Fiji – FPA

c/o Brij Deo
Principal – Tavua College
PO BOX 85,
Tavua,
FIJI ISLANDS
Email: brij_swaroop.@yahoo.com.au

19. New Zealand
– NZEALS

Peggy Burrows
c/o Dr Kate Thornton,
18D/ 9 Chews Lane, Wellington 6011,
NEW ZEALAND
Phone: TBC
Email: peggyb@xtra.co.nz or Kate.Thornton@vuw.ac.nz

20. Papua New
Guinea – PNGCEA

Eva Misitom
PO Box 6974,
Boroko NCD,
PAPUA NEW GUINEA
Phone: +675 3214720
Fax: +675 3214668
Email: pngce@iea.ac.pg

21. Tonga – TEALS

Dr Tu’ipulotu Katoanga
President TEALS
New contact details to be confirmed
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EUROPE
22. Cyprus – CEAS

Dr. Georgia Pashiardis
Membership Secretary CEAS
22 Constantinoupoleos Street, Apt.502, 2107,
Aglantzia, Lefkosia,
CYPRUS
Phone: +357 2233 6807
Fax: +357 2233 8052
Email: georgia.pashiardis@cytanet.com.cy

23. Malta – MSEAM

Dr Christopher Bezzina
President MSEAM
Faculty of Education, University of Malta Msida MSD 06
MALTA
Phone: +356 338122
Fax: +356 338122
Email: christopher.bezzina@um.edu.mt

24. United Kingdom
– BELMAS

Richard Davis
Administrator BELMAS Office
Room 50, Victoria Hall, Norfolk Street,
Sheffield, S1 2JB,
UNITED KINGDOM
Phone +44 11427 9926
Fax: +44 11427 96868
Email: info@belmas.org.uk

