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CHAPTER 1 

DIVERSITY, EDUCATIONAL LEADERSHIP AND 
INCLUSION 

MONDAY MORNING, 6:10 A.M. 

Kathaleen awoke with a start.  Glancing over at the clock, she realized that she had 
overslept, again.  Either Kathaleen had not heard the alarm or it was no longer 
working.  She had no time to consider this problem right now, however.  It was 6:10 
and she was running late.  Kathaleen jumped out of bed, grabbed some clothes and 
ran to the bathroom.  After a two-minute shower, she dressed, brushed her hair, 
slapped on some make-up and stepped over the ever-present and quickly growing 
laundry pile into the hall.  She tiptoed past her sons’ bedrooms, smiling to herself as 
she did so.  She knew that her two teenagers could sleep through a bomb blast at this 
time of the morning, so her stealth was really not needed.  But old habits and 
motherly instincts die hard, and she could not help but try to be as quiet as possible.  
Kathaleen only hoped that the boys would rise in time to make it to school before 
the morning bell.  She was becoming increasingly concerned with their tardiness of 
late.  One or the other failed to make it to school on time on three occasions last 
week.  She felt a twinge of guilt, and wished she could see them off to school every 
morning.  But alas, this would never be.  Her job precluded such things.   

Kathaleen was principal of Althaven Secondary School and well into her second 
year in this position.  She was no stranger to administration.  Before this 
appointment she had been principal of another high school in the more northerly 
reaches of the board.  In the years prior to this Kathaleen held a series of vice-
principalships, all of them in secondary schools in this district.  She had come into 
administration from teaching, as had all of her principal colleagues.  Many lifetimes 
ago, or so it seemed to Kathaleen, she had been a Math teacher, one of a handful of 
women in this area in the entire board.  She had never seriously considered a career 
in administration when she was teaching.  Yet her second principal had seen promise 
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in her, and he had gone out of his way to encourage Kathaleen to pursue an 
administrative path.  He had pleaded with her to apply for the Math headship when it 
became available, and later to the vice-principal pool.  Kathaleen was convinced that 
her mentor played a decisive role in her getting the headship and her first vice-
principal position. After that, Kathaleen hadn’t needed a champion to help her 
acquire subsequent positions.  She worked hard and she was good at what she did.  
These days, however, there were times when she seriously questioned whether she 
was suited to this job.   

She had no time for a sit-down breakfast – not that there ever was in the morning.  
Kathaleen threw on a coat, slipped into some shoes and opened the door to the 
garage.  She navigated her way around the heaps of bikes, skis, hoses, lawnmowers, 
shovels and just plain junk and hopped into her five-year old Toyota Corolla.  It 
roared to life as it always did when she turned the key.  At least there was one thing 
in her life she could be sure about these days, she thought.  Her satisfaction was 
short-lived, however, as she glanced at the gas gauge and noticed that the indicator 
was pointing to empty.  She howled in frustration as she remembered that Bob, her 
eldest, had borrowed the car last night for what he referred to as a late date.  As 
usual, he had drained the gas tank.  This was not all that was amiss, however.  Out of 
the corner of her eye, Kathaleen spotted paraphernalia in the back seat that didn’t 
belong.  She didn’t dare turn around, afraid of what she might find.  She didn’t need 
this extra complication right now.  Her immediate concern was to get to a gas station 
before the car ran out of gas.  This would cost her even more time, time that 
Kathaleen did not have right now.   

Kathaleen pulled out of the garage and driveway, turned on her car lights, and 
pointed the car in the direction of the nearest gas station.  She calculated that she 
would barely make it for her 7:00 a.m. meeting, that is if she could get gas at this 
station and the roads were driveable on this dark and foggy January morning.  No 
time for Tim Horton’s coffee and donuts today.  As she approached the gas station 
and began thinking about the day that lay ahead of her, she came to the conclusion 
that her heightened anxiety was not due exclusively to being short on time and gas.  
She also realized that she was not looking forward to her first meeting, or for that 
matter, to some of the other issues that she knew she would have to deal with today.  
The 7:00 meeting, though, was her biggest concern right now.  The private meeting 
was being held so early because the parents of the two Asians girls – Kathaleen 
wasn’t sure whether they were from Pakistan or India – did not want anyone to 
know that they were meeting with the principal.  She couldn’t understand their 
desire for secrecy, but nevertheless went along with their request for an early 
meeting.  Apparently, they were blaming the school for the anonymous calls they 
were receiving.  Much to the parents’ consternation, the callers were telling them 
that their teenage daughters were behaving in ways that were considered by the 
parents to be taboo.  The situation itself aside, Kathaleen did not like the man to 
whom she initially spoke.  She felt that he was arrogant and sensed that he treated 
her with disrespect because of her gender.  She also disapproved of the way he was 
threatening her.  This gentleman had told her that he would go to the Director of 
Education if Kathaleen couldn’t solve his problem in short order.  Right now she 
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didn’t have a strategy for resolving the situation, other than to listen, or at least try to 
listen, to what they had to say.   

Kathaleen’s blood pressure went up another notch when she pulled into the gas 
station.  No one seemed to be around.  Then it dawned on her that none of the gas 
stations in the area were likely to be open before 7:00.  Kathaleen quickly sized up 
the situation.  She had to make a decision and she had to do it quickly.  If she waited 
for the station to open she would be at least forty minutes late for the meeting, and 
she anticipated that the parents would respond unsympathetically to her tardiness.  
On the other hand, Kathaleen had never run out of gas in her trusty Corolla, and her 
school was only twenty-five miles away.  Besides, part of her route took her along 
uncongested country roads where she could make good time.  She decided to go for 
it.  She pulled out of the gas station, and put her foot to the floor.  She had heard 
somewhere that drivers get the best gas mileage if they drive at moderate speeds.  
Kathaleen, however, didn’t buy this theory.  She was convinced that while the car 
might use more gas at higher speeds, it also covered more ground.  Anyway, she was 
in a hurry and couldn’t be bothered at staying within the posted speed limit – not 
that she ever did at the best of times.  She smiled with satisfaction knowing that she 
had so far this year eluded the police speed traps in the area.   

Kathaleen began to feel a little better as she watched the countryside fly by and 
the first rays of sunlight penetrate the fog and the retreating darkness.  At this rate, 
she was actually going to be a little early.  Once again her thoughts turned to her 
meeting and her school.  The situation that gave rise to the parents’ wish for a 
meeting was just one among an infinite number of new and different kinds of 
situations that Kathaleen grappled with since coming to Althaven last year.  The 
source of many of the challenges that accompanied these situations, she believed, 
was the incredible diversity in the school and surrounding community.  She had 
never seen so much diversity in one place.  At last count, students identified sixty 
different countries as their places of birth.  And this was even not counting those 
students born in this country whose parents had emigrated from distant lands.  
Before coming to Althaven, Kathaleen would never have thought that she would 
have encountered so many religions, languages, modes of dress, interactional styles, 
temperaments, dietary preferences, and values on countless issues in a single school 
community.  Needless to say, all of this presented her with many new yet demanding 
challenges – challenges that she sometimes wondered whether or not she welcomed.   

The problem for Kathaleen was not the diversity in and of itself.  In fact, she 
found herself fascinated with the many differences that she encountered in her 
students and in the community.  The problem, or at least part of it, revolved around 
her unfamiliarity with these differences, that is, with many of the student groups that 
populated her school.  Not only did Kathaleen know little about these groups, she 
discovered that she was not able to understand many of the practices and values that 
students and parents did display.  Like most administrators in the board, Kathaleen 
was of Anglo heritage.  Her four grandparents were of Western or Northern 
European background, and three of them were born in Canada.  She had grown up in 
a rural Ontario that was very White and European.  In contrast, most of the students 
at Althaven were not of Western European heritage.  Rather, they or their parents 
had emigrated from countries in Asia, the West Indies, Eastern Europe, and Africa.  
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The problem for Kathaleen was that her life experiences and her seasoning as a 
teacher and administrator had not prepared her to understand and solve many of the 
diversity-related challenges that arose in her school.  At the best of times, she found 
herself scrambling to learn more about the various groups and situations that she 
regularly encountered so she would be in a position to make appropriate decisions.  
But she did not always have the time to dedicate to this kind of research, and she 
was constantly plagued with doubts about the decisions that she did make.  In some 
ways, Kathaleen longed for the kinds of problems she had been used to facing in her 
previous schools, problems where her expertise and background would be of use.   

The countryside now flew by, and Kathaleen’s confidence soared as she neared 
her destination.  Her good spirits quickly vanished, however, as she glanced in the 
rear-view mirror to see the telltale flashing lights of the highway patrol.  Realizing 
then that she was going well over the posted speed limit, she pulled over to side of 
the road, and immediately turned off the car to save on gas.  At this point, she did 
not really care about the inevitable speeding ticket; she just wanted to get this over 
as soon as possible and be on her way.  The police officer sauntered up to 
Kathaleen’s window, and went through the perfunctory greetings and requests.  
Kathaleen said as little as possible, gave the man her license, ownership and 
insurance, and waited while he went back to his car.  His distant and accusatory 
attitude bothered her a little; but then again, she had just broken the law, so she 
figured that perhaps she shouldn’t be too upset about it.  He reminded her of some of 
the police officers she had dealt with at Althaven.  While some were confident in 
their dealings with the diverse community, others, like many of her teaching staff, 
were uncomfortable.  She had personally witnessed incidents where she felt police 
officers handled situations poorly.  Not that she could blame them; she realized that 
probably many times she had not acted appropriately in similar kinds of situations.   
 Five minutes later, the officer came back to Kathaleen’s car, handed her the 
ticket and her license, and wished her a good day.  Kathaleen did not respond.  
Instead she started her car and pulled back out onto the highway.  No sooner had she 
lost sight of the patrol car than her trusty Corolla sputtered to a stop.  Not ten 
minutes from the school, her car had finally run out of gas.  She had anticipated this 
moment and reached for her cellular phone.  The first place she called was the 
school.  No answer.  This wasn’t unusual after all; it was not yet 7:00.  Next she 
phoned her vice-principal’s cellular phone.  After the second ring, her phone died, 
and Kathaleen remembered that she had neglected to recharge it.  What next? she 
thought.  Well, the only thing left was to climb out of the car and hope that someone 
would pick her up.  She tried not to think about the risks involved.  Kathaleen 
couldn’t afford to miss the meeting and was quite prepared to chance the risk.  She 
then considered the best way to get someone to stop.  She couldn’t bring herself to 
stick out her thumb, nor did she have the guts to wave her arms.   Instead she figured 
that she would just stand by her car and hope that someone she knew would come 
by, recognize her and offer a ride.  She knew that some of her staff used this road, 
and hoped that a few would be out this early in the morning.   

Kathaleen only had to wait about a minute for the first car to come into sight.  
Her hopes rose as she thought she recognized it.  Much to her disappointment, the 
car failed to slow.  Kathleen, however, did recognize the driver. She also felt quite 
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sure that he had recognized her.  It was one of her teachers, John Smith.  She had 
had her share of conflicts with him over the past year, and was not too surprised that 
he had chosen to ignore her.  Smith, she believed, was a out-and-out racist.  She 
wouldn’t have been too shocked to see him parading around with a white gown and 
pointed hat.  She had irrefutable evidence that he treated non-White students and 
parents in unacceptable ways. Kathaleen also knew of inappropriate things that he 
had said and done in the classroom, the halls of the school, the staffroom and in 
public.  According to Smith, the White culture was under siege from outsiders and 
that it was up to him and others in positions of influence to ensure the continuity of 
this sacred culture by whatever means they had at their disposal.  Kathaleen found it 
hard to believe that someone like him was teaching at a school as diverse as 
Althaven, let alone any school.  She was grateful that she didn’t have any more 
Smiths on her staff, although she suspected a couple of others, while not overtly 
advertising their positions, held similar beliefs.  Over the past year, she had been 
forced to confront Smith, going so far as threatening to initiate dismissal procedures.  
In response, he had toned down his rhetoric and adjusted his behaviour.  But in the 
interim, he had also found other more legitimate avenues through which he could 
advance his cause.  For example, he had gotten himself nominated to the latest 
hiring committee, the first meeting which was to be held at 8:00, immediately after 
Kathaleen’s 7:00 meeting.  Kathaleen groaned as she visualized his position, and she 
knew it would be a struggle to follow through on her promise to diversify her almost 
all White staff at Althaven. 
 The next vehicle came over the hill approximately three minutes later.  To 
Kathaleen’s relief, it was her vice-principal’s sleek sports car.  She had a very good 
relationship with Robbie, so she knew that he would stop for her.  But like Smith, he 
roared on by, waving at Kathaleen and grinning as he did so.  She turned to watch in 
astonishment at the back of his red car, expecting him to stop and turn around.  But 
he did not, and sped out of sight.  Most times Kathaleen appreciated his sense of 
humour and his practical jokes.  But this was not one of those times.  While she 
regarded Robbie as a superb administrator, she had noticed from time to time that he 
was reluctant to take matters – any matters – very seriously.  And this included 
issues that related to diversity.  In some ways, he reacted like most of her well-
meaning staff to student and parent charges of staff and school racism.  While she 
felt that Robbie, like some of her staff, was too quick to dismiss outright some of 
these accusations, Kathaleen supported him in most instances, particularly when 
they had to field allegations against the school.  She thought that the school itself 
was not a racist institution, but that a few staff, some students and certain parents did 
on occasion say and do things that could be interpreted as racist.  Kathaleen also 
worried about some of Robbie’s other tendencies, tendencies that she could see 
reflected in more than a few of her teachers.  She had heard them on many occasions 
use what she believed were common racial stereotypes.  Kathaleen had also seen 
staff members act towards individuals as if these stereotypes were true.  She also 
wondered how many of these stereotypes she unwittingly adopted in her views and 
interactions with others, and about the kinds of effects these had on others.  And she 
realized on more than one occasion that she needed to find ways to educate her staff 
about diversity.  She believed that she and they needed to know more about the 



CHAPTER 1 6 

groups in their school community, about racism and about themselves and their 
taken-for-granted views and actions.   
 While crucial, Kathaleen nevertheless believed that her and her teachers’ learning 
about diversity were merely a means to an even more important end.  She felt that 
she was justified in her concern for her staff and herself in these matters.  Indeed, if 
she and her teachers knew more about diversity issues, then they would probably 
have an easier time doing their jobs. But Kathaleen also was convinced that in the 
final analysis her job was to promote student learning, and in doing so, play her part 
in making the world a better place.  So what troubled Kathaleen most was the ways 
in which many of her non-Anglo students struggled.  While some of the more 
economically privileged of these students performed well academically, many more 
did not.  She saw first-hand, moreover, that many of these students struggled with 
many other challenges that the Anglo teachers and students took for granted, like 
language, or racism.  Kathaleen was disturbed by ways in which she saw these 
students and their parents excluded from, and intimidated by, the current and 
favored language, knowledge bases, interactional conventions, pedagogical styles, 
curricula, social groupings, and decision-making processes.  She wanted to find 
ways to include them in these aspects of schooling, to make them feel that they were 
part of the school community, but she was unsure that she understood this process 
well enough to take action that would really help them. 

Kathaleen came out of her reverie, and looked up as Robbie came roaring back 
from the direction of the school, did a U-turn, pulled in behind her disabled vehicle, 
and jumped out of his car.  In predictable fashion, he proceeded to ask her if this was 
her latest ruse for trying to scare up a date.  When Kathaleen didn’t smile, he asked 
her what the trouble was.  She went on to say that they had better get going pronto; 
she would take care of her car later.  During the remaining ten-minute drive to the 
school, Robbie offered her an apple-fritter doughnut and talked about what he had 
been up to over the weekend.  As they pulled into the school parking lot at one 
minute after 7:00, Kathaleen began to choke on her doughnut as she looked up to see 
the artwork that now adorned the outside of the school.  Someone – probably the 
same individual that had been at work on previous occasions – had painted a huge 
black swastika on the side of the gymnasium.  It had to have measured at least 30 
feet by 30 feet.  Looking over at Kathaleen and catching her surprise, Robbie told 
her that he assumed that she already knew about this.  He then handed her the 
morning paper.  On the front page was a picture of the offending artwork under the 
caption, ”Racists at work at Althaven.”   
 Kathaleen just shook her head, climbed out of Robbie’s car and hurried into the 
school.  She was not terribly surprised by the commotion she perceived when she 
entered the office area, despite the early hour.  Five or six people were all speaking 
at the same time, trying to get the attention of her secretary, Grace.  She recognized 
a couple of the people, one a teacher, the other a parent.  Grace was doing an 
admirable job of fending them off, but looked relieved to see Kathaleen, who, 
assuming that they wanted to see her, told them to give her a minute while she 
conferred with her secretary.  Grace quickly summed up the situation, telling her 
that two of the people were reporters and two were parents.  Kathaleen recognized 
the reporters as two of the more aggressive in the region who would stop at nothing 
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to scoop their fellows, particularly on the more sensational stories.  So she was not 
really too surprised to see them there so early.   She was more surprised to see the 
two parents.  The four wanted to talk to Kathaleen about the recent “artwork.”  The 
other, a teacher and chronic complainer, was claiming that he had been assaulted by 
a student who he had been forced to confront that morning.  Grace also told her that 
the Director had called and wanted Kathaleen to call her back as soon as possible.  
She then glanced into her office to see six somber faces staring out at her.  To top 
things off, she saw Smith out of the corner of her eye talking in conspiratorial terms 
to a couple of other teachers.  “Just another day,” she thought, as she stepped into 
her office and to her first official crisis of the day.     

BEING AN ADMINISTRATOR IN A DIVERSE SCHOOL 

Kathaleen is not a real person; she does not exist.   Nor does Althaven.  I created 
them and the situations in which they are implicated as a way of introducing readers 
to a book that explores educational leadership and diversity.  I figured that this 
narrative was the best way of providing readers with a sense of the challenges that 
administrators of diverse schools regularly face.  Kathaleen’s experiences, however, 
are not figments of my imagination.  I put her story together after talking to many 
principals of diverse schools.  At least one, and in some cases, many more, have 
gone through some of these experiences.  Principals really do have to deal with these 
sorts of challenges.  The narrative provided me with a means of making a number of 
key points.  I wanted to emphasize the personal side of the job of administration, 
that cultural diversity is now a fact of life in many schools, and that as a result, the 
dynamics that administrators face are not always the same as they once were in the 
“good old days.”  I also wanted to illustrate that teachers and administrators are not 
always prepared for the challenges that accompany this diversity.  They often know 
little about the people they regard as different and they also often fail to fully 
appreciate diversity or the issues that accompany it.   
 The most important point I wanted to make, however, is one that can easily get 
lost in talk of all the problems that educators face.  While teachers and 
administrators certainly do face substantial challenges in their adjustments to 
increasing levels of diversity, their challenges pale in comparison to the challenges 
that non-Anglo students (and their parents) face.  The more significant problem, 
then, revolves around the fact that many students from certain ethnic backgrounds 
encounter substantial difficulties in school (and elsewhere).  Research consistently 
demonstrates that most “minority” students do less well academically than their 
majority culture counterparts (see, for example, Paquette, 1990; Ogbu, 1994; 
Darling-Hammond, 1995; Bennett, 2001).  They are overrepresented in general and 
vocational tracks (Bennett, 2001; College Board, 1985; Kozol, 1991; Oakes, 1985; 
Orfield, 1999) and attend colleges and universities in proportionately fewer numbers 
than their Anglo brethren (Bennett, 2001; Orfield, 1988, 1999).  While there are 
exceptions to this pattern (Paquette, 1990; Lee, 1996), those who do manage to excel 
academically still face significant barriers.  These students have to learn a second 
and sometimes a third language, adjust to different pedagogical and interactional 
styles, understand a range of educational attitudes and protocols about which they 
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know little, and attempt to come to terms with personal and systemic forms of 
racism (Alladin, 1996; Dei et. al. 1997; Gillborn, 1995; McCarthy & Critchlow, 
1993; McLaren, 1999, Sleeter, 1996; Troyna, 1993), among many other challenges.  
So while this book is about administrators, the deeper problem revolves around 
students and social justice.  I focus on administrators only insofar as I believe that 
they have the capacity to do something about the difficulties that non-Anglo students 
face in schools.  This book explores the things that they do (or do not do) to help 
these students and to promote social justice and inclusion.    
 I chose to look at administration and diversity by using the concept of 
inclusion/exclusion.  I believe that this way of seeing diversity is useful both in 
discerning problems and devising solutions.  The problems associated with diversity 
generally involve various kinds of exclusion.  At the heart of exclusion is a process 
that creates and assigns worth to differences.  It singles out particular groups, 
practices and beliefs as different or “other”, and then allocates a value to them.  
Unfortunately, this process marks many ethnic groups in the Western world in 
unflattering ways.   One of the consequences of this is that their cultural practices 
are often not thought to be important enough to include in schools.  So many 
students and their parents who do not belong to the majority culture are excluded 
from integral aspects of schooling.  Students and their parents do not always speak 
the language that is favored in schools; they are often compelled to learn 
considerations that are foreign to them; and they have little choice but to interact 
with others in ways they are not always comfortable with.  Students may not 
recognize themselves or their communities in the curriculum and in the school 
generally, and they and their parents may find themselves left out of the decision- 
and policy-making processes.  They also find themselves excluded from many forms 
of school life, the consequence of subtle and not-so-subtle words and deeds.  The 
solution to problems of exclusion, then, will involve efforts directed at promoting 
inclusion and the values that this inclusion signals.  If all students are to have the 
same kinds of opportunities and options in school and after they graduate from 
school, then they need to be included and valued in the same ways as everyone else.  
And it is up to educators, particularly administrators, to work toward this end.   

This book maps how principals promote inclusion in their respective schools. I 
chose to focus on principals for two reasons.  The first is their influence in schools; 
the second is the dearth of research in the area. Despite a move in recent times to 
centralize control over schools in Western countries like the United Kingdom and 
Canada, for example, principals still exert substantial influence.  While their power 
to control school activities may be slipping in some areas, these school leaders still 
have the capacity to influence the day-to-day actions of teachers and students 
perhaps more than any other single individual.  This is particularly the case in 
diverse schools (Derkatz, 1996).  Indeed, Troyna and Hatcher (1992) and Gillborn 
(1995) have shown in their research that school administrators can have a decisive 
effect on racist and antiracist practices in their respective schools.  So it stands to 
reason that administrators can have an impact on inclusive practice at the school 
level.  Unfortunately comparatively little has been written in the area of leadership 
and inclusion, let alone leadership and diversity.  A few exceptions exist in this latter 
area, and these include Reyes and Capper (1991), Valverde (1988), Anderson (1990, 
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1996), Lipman (1998), Derkatz (1996), McKeown (1989), Dei (1996), Dei et al. 
(1997), Ryan (1998), Ryan and Wignall (1996), Maxcy (1998), May (1994), Riehl 
(2000) Winfield et. al. (1993), Young and Laible (2000), Henze, Katz and Norte 
(2000) and Taylor (1998), among others.  Although these sources are useful, we still 
have much to learn about leadership, diversity, and inclusion.  This book is intended 
to fill some of this gap.    
 Many academics tend to conceptualize principals’ work in terms of leadership.  
They see administrators as leaders by virtue of positions, gifts and skills that enable 
them to do things that benefit their respective school communities.  While I employ 
the term leadership, I use it in a different way in this book.  Instead of conflating 
leadership with individual skills or formal positions, like Pajak and Evans (2000), I 
see it as a communal process.  A series of ongoing and related practices, the 
inclusive leadership perspective that I employ involves many people working in 
equitable ways for just, democratic and inclusive schools and communities.  
Everyone has a role to play in this process, including principals.  But the difference 
between this version of leadership and some of the more common ones found in the 
academic literature is that ordinary people can also contribute.  Schools don’t have 
to rely on extraordinarily gifted and powerful individuals to turn schools around by 
the strength of their wills and remarkable visions.  Rather, inclusion can be achieved 
by people working together, accepting and acknowledging the modest but important 
contributions of everyone in their school communities.  Needless to say, principals 
can make vital contributions to such a process.  But principals like Kathaleen need 
not carry the weight of the world on their shoulders; they can and they should share 
leadership with others.  In short, this book describes the contributions that principals 
can make to this leadership process.   

I approached the task of writing this book in a fairly conventional way.  I drew 
primarily from two sources.  I used information from contemporary scholarly 
literature – both theoretical and empirical – and from my own empirical study of 
principals.  This text, however, is not simply a descriptive account of the literature 
and the study.  This entire project is driven by a particular bias.  This bias is rooted 
in the desirability of inclusion.  I believe that inclusion is an ideal for which all 
administrators should strive and I organized the book with this end in mind.  This 
means that I look critically at what administrators do.  So I point out when 
administrators act in ways that do not promote inclusion.  While administrators do 
many laudable things to promote inclusion, they also do things that do not.  I 
followed this path because I am convinced that the more we know about the ways in 
which administrators may or may not enhance inclusion, the sooner we can get on 
with the task of promoting it and of ensuring equitable education for all students in 
our increasingly diverse schools and communities. 

DIVERSITY 

Diversity is a reality for many educators.  The most obvious kind of diversity is 
represented in the heritages, histories and cultures of the students and parents who 
have recently come to Canada, the United States, the United Kingdom and Australia 
from all over the world.  This is not to say that immigration is new to these Western 
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countries or that they were not diverse places before these recent immigrants 
arrived.  For example, most of the people who now live in Canada or their ancestors 
were born in other parts of the world.  Only the aboriginal people of Canada can 
rightly claim indigenous status.  Modern immigration began as early as the 15th 
century and has continued through the present time.  The overwhelming majority of 
the earlier immigrants were Europeans, and most of these Europeans emigrated from 
Western Europe, particularly the British Isles.  For example, the United Kingdom 
accounted for 37% of all immigrants between 1913 and 1957 (Statistics Canada, 
1993).  Yet there was diversity even then.  In late 19th century Upper Canada 
(Ontario), for example, the British majority noticed considerable differences 
between themselves and the recent Irish immigrants (Prentice, 1977).   
 Immigration patterns to Canada began to change in the 1960s.  This shift came 
from two factors.  The first was the advancement in travel technology.  Mass and 
relatively cheap transport made it possible for people to travel to and from most 
parts of the world with relative ease.  The other reason was the change in 
immigration policy in the 1960s.  Before this, Canada’s policies were explicitly 
discriminatory.  They favored European immigrants over their non-European 
counterparts.  The adjustments in the 1960s, however, made it possible for more of 
the latter to come to Canada.  All the same, these policies – and for that matter, the 
immigration policies of other Western countries like the United States – still favour 
Europeans.  With a bias toward immigrants who already have family in the country 
and toward those who have valued or needed skills, these policies exclude many in 
the Third World who don’t have relatives in these positions or who have not had 
chances to acquire these skills.  It remains to be seen how such policies will change 
after the September 11 terrorist attacks in New York.  Quite probably, it will become 
more difficult for non-Westerners to enter Western countries, let alone immigrate to 
them.  In Canada critics are resisting proposed changes in immigration policies that 
will make it much more difficult for unskilled or semi-skilled immigrants to enter 
the country (Thompson, 2002). 
 Despite the many obstacles, more people emigrated from non-European countries 
to Canada in the 1960s and 1970s.  Emigration from Europe, on the other hand, 
declined.  By 1974, immigrants from the United Kingdom comprised 17.6% of the 
total immigration to Canada, while places like India, Hong Kong, Jamaica and the 
Philippines now accounted for 5.8, 5.8, 5.1 and 4.3%, respectively (Statistics 
Canada, 1993).  By 1989, Asian immigrants outnumbered their European 
counterparts by two to one.  Only 7,045 emigrated from the United Kingdom 
(Statistics Canada, 1990).  In 1991, Hong Kong was the largest source of immigrants 
at 9.7%, followed by Poland at 6.8%, China at 6.0% and India at 5.6% (Statistics 
Canada, 1993).  In this same year, Canada used 126 categories to account for its 
various ethnic groups (United Nations Yearbook, 1994).  These trends continued 
into the 21st century.  In 1999-2000, Asian immigrants totaled 156,550, while only 
45,629 emigrated from Europe.  Of the latter total, 5,208 came from the United 
Kingdom (Statistics Canada, 2001).  Varying places of birth are also a good 
indicator of contemporary diversity.  In this regard, Asians are catching up to 
Europeans.  The 1996 Census indicates that 2,332,060 immigrants reported their 
birthplace as Europe, while 1,562,770 claimed they were born in Asia (Statistics 
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Canada, 2001).  The most recent numbers indicate that from 1996 to 2001, 
immigrants contributed more to the increase of the national population than did 
“natural” births (Toronto Star, 2002). 
 Canada is not the only Western Anglo country that is accepting more immigrants 
who are not born in Western Europe.  The United States, the United Kingdom and 
Australia are also admitting more non-Western people, and as a result, are also 
becoming more visibly diverse.  For example, only 4,017,000 of the 19,766,000 who 
immigrated to the United States between 1980 and 1990 emigrated from Europe 
(U.S. Bureau of the Census, 1995).  As of 2000, people of African American, 
Hispanic or Latino, Asian and American Native heritage comprised 12.3, 12.5, 3.6 
and 0.9 %, respectively, of the total population (U.S. Census Bureau, 2001).  In 
Australia, the numbers of people coming from countries in Latin America, Africa, 
Southern Asia, Eastern Asia, Southeast Asia and the Middle East increased 
substantially between 1971 and 1991 (Australian Bureau of Statistics, 1995).  
Between 1995 and 1999 immigrants from New Zealand, the United Kingdom and 
Ireland, China, the former Yugoslav Republics, South Africa and Hong Kong 
constituted 17.1, 12.3, 8.0, 6.7, 4.6 and 3.7% of the total immigration population, 
respectively (Australian Bureau of Statistics, 2001).  Many of these immigrants 
settle in larger urban areas.  For example, 49% of the total “ethnic minority” 
population of England lived in London in 2000 (Scott, et al. 2001).  The same holds 
true for Canada.  In 1991, immigrants respectively accounted for 38, 30, 24 and 22% 
of Toronto’s, Vancouver’s, Hamilton’s and Kitchener’s total populations (Statistics 
Canada, 1991).   
 These changes are reflected in schools.  In 1988, data gathered by one Toronto 
area school district indicated that one-third of the total day school population and 
two-thirds of the mothers of this same student population were born outside of 
Canada (Handscombe, 1989).  At one school in this general area that perhaps 
exemplifies this diversity, a school-administered survey indicated that students self-
identified with 63 different ethnicities.  The largest number reported Italian (18%), 
Philippino (14.7%), Portuguese (9.5%), Chinese (8.0%) and Polish (6.3%) heritages.  
Of the 1700 who responded to the survey, only 76 reported no ethnic heritage or that 
their background was Canadian (Ryan, 1999). But even over the past ten years these 
immigrant student populations continue to evolve, although those coming from 
Western and Northern Europe remain few and far between.  Robinson (1999) notes 
that in this same area where ten years ago students came mostly from countries like 
Vietnam, China, Soviet Union, India, Pakistan, Portugal, Greece, the Middle East 
and Poland, they now emigrate from areas such as Somalia, Ethiopia, Central and 
South America, India, Sri Lanka and Turkey.   

Schools in the United States also reflect this growing diversity.  The number of 
students classified as "minority" increased from 29.3% in 1988 to 32.7 % in 1994 
(Merchant, 2000).  Many "minority" students reside in the urban areas, where 54% 
were classified as such in 1994.  On the other hand, 29.7% and 18.9% of 
urban/fringe and rural schools were classified as "minority" (Merchant, 2000).   
 Immigration, however, represents just the more obvious side of contemporary 
diversity.  The diversity that we are currently experiencing is due to much more than 
simply immigration.  To begin with, ethnic and/or cultural differences exist, and 
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have existed, for some time now in all Western countries.  But because some of 
these differences are not as apparent as those associated with the more recent 
immigration, we tend to take them for granted.  Contemporary diversity also extends 
beyond ethnicity.  It continues to expand with the increasing number of choices, 
experiences and information available to us (Ryan, 1999).  Technology and the 
current global economy provide consumers with an unprecedented range of choices.  
Large-scale standardized production lines, while not yet a thing of the past, have 
given way to niche marketing processes that target specialized and unique 
populations and tastes.  Now people have the opportunity to sample, purchase or 
experience an almost infinite range of products.  The information available to most 
people has also expanded considerably in recent years.  The electronic media, for 
example, have made it possible for men, women and children to acquire information 
on virtually anything that they are curious about – from nurturing houseplants to 
making bombs.  This, coupled with the contemporary doubt about absolute 
knowledge, has made it possible for individuals to legitimately come to know things 
from a wide range of different and sometimes contradictory positions and 
perspectives.  The products that we consume and the things that we know, then, 
influence individual identities; they help to shape who people are.  So in this sense 
identity need not be associated exclusively with ethnicity, or indeed with one or 
more fixed attributes; identities are both fluid and multiple.  They shift with what we 
know and who we think we are.   
 So Kathaleen would not be the only principal who has noticed increasing levels 
of diversity.  Judging from the census data presented earlier, many administrators of 
schools in Canada, the United States, the United Kingdom and Australia will surely 
have also recognized this phenomenon.  While ethnicity no doubt remains the most 
obvious source, other manifestations of contemporary diversity can be identified 
with consumption and knowledge.  Regardless of the kind or origin, diversity brings 
with it many new challenges for administrators.  Many of these challenges arise 
because administrators are not familiar with the kinds of situations that are 
associated with diversity.   

THE PRESSURES OF DIVERSITY 

Like everyone, administrators will routinely run into situations that they have never 
handled before – and the degree to which they are able to understand and deal with 
what they are presented with will depend on the similarities that they can see in 
them and the sense they can make of them.  So, for example, if administrators are 
able in problem situations to identify familiar elements, then they will be more likely 
to diagnose the causes and to find workable solutions more so than if they failed to 
see anything familiar.  The ability to identify familiar patterns in situations is a skill 
that is sometimes associated with expertise.  Leithwood and Stager (1989) found in a 
study of expert and not-so-expert principals that the experts were better able to 
recognize familiar patterns in problem situations than the less able.  Identifying 
patterns, however, has become more daunting for administrators as levels and kinds 
of diversity have swelled.  Administrators struggle to understand or identify familiar 
patterns in at least two areas. The first concerns the people that administrators tend 
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to identify as different, and in particular, students and parents of non-Western 
heritage.  Many administrators find that they do not always know or understand the 
culture of the non-European members of their school communities.  The second area 
with which administrators struggle is the processes associated with diversity, and in 
particular, racism.  For example, many principals only see racism in one particular, 
and hence, parochial way.   
 Administrators of diverse schools often find that there is much that they don’t 
know about their respective school communities (Ryan & Wignall, 1996).  This is 
because many of them are different from the student bodies that they administer.  
Administrators in the study that provided the basis for this book and elsewhere are 
generally of Europe and Anglo heritage, while many of the students in their diverse 
schools and their parents are not.  For example, of the 35 principals interviewed for 
my study, only two were not of Anglo heritage.  This also holds true for other parts 
of the Western world.  In the United States, for example, in 1994 87% of the 
teaching force was "White", while only 14% of principals were "minority" 
(Merchant, 2000). 

Thus, administrators of diverse schools routinely struggle with the challenges 
associated with these differences. In these schools, principals and other educators 
find themselves scrambling to discover the identities of all these groups.  This is not 
easy task, and it may well require time and energy that principals simply do not 
have.  Principals may also struggle with the various sorts of diversity that they 
encounter.  Prominent here are struggles to understand the cultures of those who are 
non-Western in heritage.  Many more recent immigrants emigrate from non-Western 
countries and will regularly adhere to lifestyles distinct from those to which the 
mostly Anglo/European administrators are accustomed.  So these administrators 
often find that they know little about the array of foreign religions, languages, 
dietary preferences, modes of dress, relationships between men, women and 
children, interactional styles, values and attitudes.  This is not to say that these 
lifestyles need always be a mystery to them.  Indeed, with experience, administrators 
can come to understand many of these practices and values and react appropriately 
to them.  But it can be a time-consuming task to learn about and eventually 
understand everything about the many non-Westerners who attend Western schools, 
particularly when the differences are sometimes significant, and as Robinson (1999) 
observes, the groups regularly come and go. 
 Administrators may also have limited views or understandings of racism and 
exclusion. Unfortunately, the slim empirical evidence that does exist – most of it in 
studies that focus on other issues or individuals -- indicates that school leaders tend 
not to notice or attend to racism or issues of “race” (Taylor, 1998; Lipman, 1998; 
Anderson, 1990; Young & Laible, 2000).  Administrators may not always 
comprehend the many ways in which racism works (Young & Laible, 2000), 
although such understanding is crucial in formulating effective strategies for 
preventing future racist practices (Henze, Katz & Norte, 2000).  When 
administrators and educators do acknowledge racism, they tend to see it in one 
particular way (Ryan, 1999).  They generally identify racism with individuals, 
preferring to see it in terms of the prejudicial attitudes and actions of ignorant 
individuals who are sometimes unaware of what they are thinking and doing.  On 
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the other hand, educators tend not to see racism as a systemic matter, as something 
that extends beyond individuals into the structures of the society in which they live.  
By adopting this parochial view of racism, however, they absolve the system of 
liability in racist incidents.  The cause or source of these acts is seen as lying not 
with the system – policing, education or the state – but with a few misguided 
individuals.  The problem, in this view, is with a “few rotten apples” (Henriques, 
1984).   
 These two sorts of challenges differ from one another.  The first – learning more 
about the school community – is one that administrators readily identify.  Most of 
the administrators in the study that provided the basis for this book recognized that 
they knew too little about the groups that comprised their respective communities, 
and they felt that learning more about the community would help them do their jobs 
better.  In some cases, such knowledge also made their jobs easier.  The second 
challenge – understanding diversity processes like racism or exclusion – is not 
something all administrators acknowledge or recognize.  They also did not agree 
with some forms of antiracism education or support principles of inclusion.  So the 
challenge in some respects rests with the already-converted – administrators, 
educators, students, parents, community members and others who value inclusion – 
to move all administrators to first understand racism and exclusion in appropriate 
ways, encourage them to accept the principles of inclusion, and help them take 
measures that promote inclusive practices.  This book represents an effort at 
addressing both these challenges.   
 In sum, many administrators of diverse schools face hurdles understanding and 
dealing with racism, in understanding and reacting appropriately to what they 
perceive as differences, and in developing relationships with these diverse 
communites.  In light of these challenges, administrators also need to devote time 
and energy to learning about these elements of diversity and to providing 
opportunities for others to learn.  This book then focuses on these four areas.  In 
setting the stage for this inquiry, Chapter 2 examines various approaches to 
diversity, while Chapter 3 reviews and critiques various approaches to leadership.  
The next two chapters explore how principals perceive racism in their schools and 
what they do about it.  Chapter 4 is devoted to principals’ perceptions of racism and 
Chapter 5, to their efforts at promoting antiracism.  In Chapter 6, I explore 
administrators’ efforts at enhancing school community relationships.  The following 
two chapters concentrate on understanding and responding to difference.  Chapter 7 
explores non-Western religions and attitudes toward schooling and documents how 
administrators perceive and attempt to accommodate them.  Chapter 8 provides a 
more in-depth look at administrator attempts to understand and respond to particular 
diversity-related dilemmas.  It looks at the efforts of two administrators as they 
attempt to come to terms with a gender-related dilemma and a problem that revolves 
around knowledge.  Chapter 9 targets learning efforts.  It explores the attempts of 
administrators to learn about diversity issues and to provide learning opportunities 
for their teachers.  The aim of the final two chapters is to bring everything together.  
Chapter 10 summarizes the challenges that administrators of diverse schools face, 
and Chapter 11 provides some suggestions about what they might do to respond to 
them. 
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HEURISTICS 

This section explores the basis for the claims that I make in this book.  I take this 
task very seriously.  Indeed the act of making claims about such an important and 
contested area of life should not to be taken lightly, particularly given the potential 
authority that such claims can assume and the manner in which they will be 
circulated. The claims that I make in this book are based on empirical findings and 
set within a particular analytic perspective.  The empirical study consisted of three 
parts.  I and other members of a research team interviewed thirty-five principals, 
spent time observing in a school and circulated a survey.  Many of the claims I make 
here revolve specifically around what these administrators told us – how they 
perceive diversity and what they say they do to meet the challenges that arise in 
diverse schools.  But the book is not merely a description of principals’ perceptions.  
It is also prescriptive; I make statements about what principals should be doing.  
This doesn’t mean that what administrators say about what they do or what should 
be done isn’t valuable or credible, but that their statements need to be interpreted 
with a critical eye.  This critical eye is set within the analytical perspective or 
framework I employ – what can very loosely be termed a “critical theory” 
perspective.  It carries with it a number of assumptions about life and schooling, 
including for example, the “causes” of particular problems associated with diversity, 
and what needs to be done to address them.  This perspective has from the beginning 
of the study shaped the empirical component.  It initially set the stage for the 
research proposal, provided direction for the areas that we explored with participants 
and guided the ways in which the data were analyzed and employed in the book.  
But this influence was not just one-way.  The empirical findings also prompted me 
to question some the original assumptions of the analytical perspective and look for 
various explanations of the data.   

Critical Theory 

The perspective or framework that I employ can very loosely be referred to as a 
form of “critical theory.”  Coined by the Frankfurt School theorists half a century 
ago, it has many variations, a number of which precede the critical theory 
designation itself.  The gamut of this genre of theory runs from long standing self-
estrangement theories (Fay, 1987), through traditional Marxist theories, to 
contemporary adaptations of Marxism (e.g., Habermas, 1986), to the more recent 
postmodern (Bauman, 1992) and poststructural theories (Foucault, 1979, 1980; 
Derrida, 1978).  Many differences are evident between and among the various 
permutations of critical theory.   They vary with respect to their assumptions about 
knowledge, universality, oppression and politics.  The version that I employ here 
leans toward postmodern versions that emphasize the constructed, fluid, contested 
and contextual nature of life.  In what follows, I sketch the rudiments of the critical 
theory framework that shaped this book and the empirical data that we collected.  
These include the concern with marginalized people, the role of domination and 
power in this marginalization and the kind of political action needed to work against 
it.   
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 The version of critical theory that I endorse here is concerned first and foremost 
with promoting social justice.  In doing so, it looks to improve the welfare of 
marginalized and excluded people.  It acknowledges, firstly, that not everyone 
enjoys the same kinds of privileges; some people are decidedly worse off than 
others. This inequality, however, is not the result of chance or happenstance.  
Rather, there are clearly identifiable patterns in these privileges.  These patterns, 
though, do not have their roots in human physiology or exclusively in individual 
behavioral traits.  Instead, these differential fortunes have social causes; they are the 
products of enduring, yet changing, patterns of social interaction.  So the causes of 
this marginalization and exclusion extend far beyond individuals.  While individuals 
are nevertheless implicated in their own and others’ misfortunes, they are not 
exclusively responsible for them.  Historically evolving social practices, institutions 
and discourses shape, in important ways, the circumstances in which people find 
themselves.   
 These patterns of privilege are intertwined with forms of domination and 
relationships of power.  Earlier forms of critical theory, like Marxism for example, 
acknowledged only one form of domination, one that revolved exclusively around 
the economy.  It also employed a one-sided view of power.  Emphasizing only its 
constraining qualities, Marxism favored a view of power that worked on the less 
fortunate working class from above, so to speak, to repress them (Miller, 1987).  
More recent approaches to critical theory, like poststructuralism, acknowledge more 
workable views of domination and power for an increasingly diverse contemporary 
context.  The view of poststructuralism that I endorse here recognizes axes of 
subordination/domination other than the economy, like for example, race/ethnicity, 
gender, sexual orientation, religion and so on, as well as the fluid and ever-changing 
nature of oppressive relationships. Poststructuralists like Foucault (1980) also 
propose a view of power that is more consistent with multiple forms of domination.  
For him, power does not just suppress; it also produces.  In this view, power 
 

does not act on people, from a distance, from the outside, but on the interior so to speak through 
an individual’s self-intervention on social relations.  In other words entrapment proceeds as we 
become ourselves; we are very much our own prisoners.  In this sense power not only works on 
us, but perhaps more importantly, through us.  We are not just its target, but also its vehicle 
(Ryan, 1998, p. 269). 

 This view of power provides more possibilities for political action than a view 
that sees power as a monolithic suppressant.  Because power works through people, 
they have the potential to use it to their advantage, to short-circuit its oppressive 
effects, as it were.  But individuals cannot accomplish much in isolation.  In order to 
have an impact on oppressive situations that have their roots in wider social forms, 
they have to align themselves with like-minded others.  Only in this way can they 
hope to attain any kind of emancipation or freedom from the oppression that they 
and others experience.  The kind political activity necessary to achieve this state 
differs from the revolutionary tactics of the Marxists.  Instead of attempting to 
overthrow an (alleged) universal and monolithic system, a more realistic, and in the 
end more effective, strategy is to resist the various contextualized and local elements 
of the system.  But as alluded to above, this activity also needs to go beyond the 
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local arena to target those elements that transcend these particular locales.  This is 
why it is so important to build alliances with those in different and distant contexts.  

Diversity and Inclusion 

These patterns of advantage and disadvantage are evident in diverse school contexts.  
Generally speaking, in Anglo Western countries, those not of Anglo/European 
heritage do not enjoy the same kinds of privileges or successes that their Anglo 
counterparts do.  Simply put, while it may be true that some of the former students 
perform well academically, many others from these same groups do not (Lee, 1996).  
Still, these same high-achieving students will have to face the same kinds of barriers 
that their lower achieving fellows do.  These difficulties are not due to biological or 
exclusively psychological causes.  They are the products of longstanding and 
widespread social conventions that exclude or marginalize those who do not belong 
to mainstream groups or subscribe to mainstream practices.  This exclusion may 
occur in obvious and not so obvious ways.  Acts of racial discrimination are an 
example of the former.  Not so obvious exclusion may occur in testing procedures, 
curricular materials, teaching strategies, organizational patterns, administrative 
practices or other forms of interaction that implicitly ignore or devalue the 
knowledge, language, and values of non-Anglo groups.   To change these patterns of 
disadvantage, then, all members of the school community need to resist practices of 
exclusion and to look for ways to promote practices of inclusion at the school level 
and beyond. 

Over the years, those who explored inclusion usually did so from a perspective 
that revolved around student (dis)ability (e.g., Thomas et al., 1997; MacKinnon & 
Brown, 1994; Schaffner & Bushwell, 1996; Shanker, 1994).  More recently, 
however, those interested in inclusion have expanded the concept to encompass not 
just (dis)ability, but also other axes of disadvantage such as age, gender, class, and 
race/ethnicity (Dei, 1996; Dei et al., 1997: Dei, 1998; Boscardin & Jacobsen, 1997).  
How do these scholars see inclusion?  Thomas et al. (1997), for example, view 
inclusive schooling as total and complete accommodation.  Inclusive schools 
welcome, accommodate and celebrate diversity, uniqueness and individuality.  One 
way of understanding inclusion, according to Thomas et. al. (1997), is to look at it 
through its antonym -- exclusion.  When exclusion is taken to the extreme, it leads to 
segregation, isolation and stigmatization of those who are deemed to be different.  
Inclusive practice, on the other hand, seeks to counteract all these tendencies.  In 
doing so, it promotes and values a type of solidarity based on a complementarity of 
similarity and diversity (Boscardin & Jacobsen, 1997).   

For Dei (1996, p.78 ), inclusivity means:  
1. Dealing with equity.  This requires attention to the qualitative value of justice. 
2. Addressing the question of representation. This requires that multiple perspectives 
be entrenched in the academic discourse, knowledge and texts of the school.  
3. Making instructional practices respond to the challenge of diversity.  This requires 
a response to structures of domination (e.g., race, class, gender, sexual orientation, 
age, ability) with the school system and in the wider society.   
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 In setting out this agenda of inclusion Dei (Dei, 1996; Dei et al., 1997; Dei, 
1998) takes the concept and practice of inclusion one step further.  Dei and his 
associates highlight the place of power in exclusive/inclusive practice.  They believe 
that the process of teaching, learning and sharing knowledge revolves around power 
relationships.  It is these power relationships that determine, for example, what 
knowledge is valued, who transmits it, and how this knowledge interchange is 
organized.  In this view, those who favour inclusive practice do so to confront these 
often unequal and exclusionary relationships of power. School administrators and 
educators who subscribe to this philosophy need to develop a commitment to power-
sharing in schools.  In doing so, they will extend to students, teachers, parents and 
local communities, joint responsibilities over the process of education.  Such 
arrangements can entrench a diverse range of perspectives in the curriculum, and as 
a result, make schools more inclusive places.  In such schools, traditionally 
marginalized or excluded students would ideally be provided with more 
opportunities, perform better, and in doing so, ultimately increase their life chances.  
Dei (1996, p. 79) concludes that  

inclusive schooling means opening spaces for the alternative and, sometimes, oppositional 
paradigms to flourish in the schools.  It means ensuring representation of diverse populations in 
the schools.  It means developing a broad-based curriculum and diverse teaching strategies, and 
having support systems in the schools that enhance the conditions for all students. 

 It is this view of inclusion that formed the basis for the concept of leadership that 
I employ in this book.  The view of leadership that I favour is inclusive both in its 
nature and the ends for which it strives.  Unlike many perspectives on leadership 
that see it in terms of gifted or powerful individuals, the view used in this book 
conceives of leadership as a communal process – one in which all members of 
school communities are involved or represented in equitable ways.  The process 
itself is inclusive in that everyone has a right to contribute.  The ends for which it 
strives are also inclusive.  They are geared to work for inclusive, just and democratic 
schools and communities.    

This view of inclusion and leadership set the stage for the empirical component 
of this book.  It influenced how the study was conducted and shaped how the data 
were treated.   

Empirical Strategies 

The empirical methods employed in this study were designed to explore how 
administrators of diverse schools understood the diversity in their school 
communities, how they met the challenges that were associated with this diversity, 
and how they did or did not promote inclusion.  The study itself was funded by the 
Social Sciences and Humanities Council of Canada.  I chose methods that focused 
primarily on administrators.  I did this for two reasons.  First, it stood to reason that 
administrators would know more about how administrators dealt with diversity than 
most other people or sources.  They are, after all, the ones on the front lines and 
presumably they spend at least part of their days thinking about diversity and 
devising practical strategies to help them and others through their days. The second 
reason that I chose administrators was to give them a voice.  Too often in this day 
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and age, other people and institutions speak for educators.  We frequently find that 
the media, politicians, academics and other groups, often with their own interests in 
mind, usurp the voices of educators, including administrators, to give accounts of 
what they believe is happening, or should be happening, in schools.  So this study is 
designed to give administrators a chance to speak for themselves and about the 
institutions in which they work.   

Three strategies were employed to gather data.  Thirty-five administrators were 
interviewed, one administrator was shadowed for two weeks, and surveys were sent 
to other administrators in various locations.  The first tactic was to interview 
administrators.  These interviews were semi-structured in design and qualitative in 
nature -- qualitative, because the flexibility in these techniques provided participants 
with opportunities to mull over topics that were not necessarily anticipated. Since 
little has been written about this area, we wanted to provide a forum that would 
allow new information and insights to come to light.  Although we went in with 
domains that we wanted to explore with our interviewees, the questions that we 
asked were general enough for them to open up about topics that they felt were 
important to the topic at hand. We also felt that qualitative interviews were 
necessary to probe the complexities of the processes that we wanted to understand; 
principals needed to have the latitude to use their own words to describe phenomena 
that could not easily be captured in the (few) words of others.  We also reasoned that 
doing the interviews first would provide us with ideas to explore in the observation 
and survey components of the study.  In the end, we used the rich information we 
obtained in the interviews to pursue areas in the observations and to design the 
survey that eventually went out to other administrators.   
 Our administrators were selected from two large Canadian school districts that 
shared a common border.  One district was urban, while the other had both an urban 
and rural component.  The former was highly diverse and had been obviously so for 
a number of years.  Even so, its diversity has continued to increase. The second 
district varied in its ethnocultural composition.  The urban portion of the district was 
as diverse as the former district, while the rural part was considerably less so.  The 
unique characteristic of this district was that this diversity was rapidly moving 
northwards, out from the more urban area to the rural areas.  Both districts had 
policies that were designed to discourage racism.   

We chose the schools on the basis of their diversity.  While most of the schools 
displayed obvious levels of heterogeneity, a few, mostly rural, schools were 
decidedly less so.  These latter schools had only a handful of students who were not 
Anglo.  The sample included a representative number of elementary and secondary 
schools.  The size of schools varied from small elementary schools of around 100 
students to larger secondary schools with student populations of over 2,000.  
Although we did not initially plan for this, the gender balance of principals was 
approximately even.  With the exception of two administrators, all were of Anglo or 
European heritage.  The names of the administrators, schools and districts that I use 
in this book are pseudonyms.   
 The research team (a research assistant, a graduate student and me) asked 
administrators open-ended questions about how they dealt with the issues that 
accompanied ethnocultural diversity in their respective schools. Originally we 
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attempted, using a Leithwood and Stager (1989) framework, to discover how 
principals made decisions in this area.  We focused on how they interpreted the 
various issues, what goals they set for themselves, what principles they followed and 
what constraints they experienced as they attempted to reach these goals.  We 
directed our questions to the areas of (1) curriculum and instruction, (2) students and 
teachers, (3) the community, (4) school organization and structure, and (5) resource 
allocation.  Although we wanted to explore these areas, the questions we asked were 
open-ended enough to allow administrators to talk about areas of concern that we had 
not foreseen.  Also, as the study proceeded and various other themes became evident, 
we pursued them.  Prominent themes included racism and antiracism, cultural 
differences, school-community relationships and learning and professional 
development.  We recognized after the first few interviews that these themes were 
important, so we followed up in the subsequent interviews.   
 The next phase of the study involved a two-week observation of an administrator 
at work in a diverse school.  I felt that this strategy was necessary to get a better sense 
of the context in which they worked.  This meant that we didn’t have to rely 
exclusively on what administrators told us and that we might get a better sense of 
why administrators did the things they did.  I chose one of the administrators 
interviewed in the previous segment of the research.  This administrator was picked 
for the school in which he worked and his willingness to partake in the research.  The 
school was a diverse suburban secondary school where students self-identified with 
upwards of sixty different heritages.  I spent two non-consecutive weeks shadowing 
this person during working hours.  I followed him during his morning and afternoon 
rounds, sat in on some of his meetings, lurked about his office while he did paper 
work and made phone calls, witnessed the informal socializing he did during the 
course of his day, and spent time just talking with him about his job.  I also talked 
informally to many of his colleagues – both fellow administrators and teachers.  
During this time I paid close attention to issues of racism, cultural differences, 
school-community relationships and professional development.  I would make rough 
notes about what I saw and heard during the day, and in the evening spend time 
fleshing them out.  All of the qualitative data was eventually analyzed using the 
NUD*IST software package.  Themes and sub-themes were identified and written up. 

The third stage involved the development and circulation of a survey.  This 
segment was designed to provide an idea of how principals of diverse schools in other 
areas of the country were approaching diversity.  We used the data from the first two 
stages to design questions that would probe principals’ perceptions of significant 
areas related to diversity issues.  Questions were designed to elicit information about 
a number of areas.  The first area was policy.  The questions on the survey probed the 
nature of the diversity-related policies that were currently in place, the interpretation 
and/or adaptation of them, school-level policy priorities, and the policy-development 
process.  The second area sought information about school-community relationships, 
and the third, racism and antiracism.  The survey also probed professional 
development strategies and needs, perceptions and reactions to cultural differences 
and language issues.  Some questions required respondents simply to indicate their 
knowledge of a topic by providing a checkmark, while others instructed them to 
respond on a five-point scale.  As an example of the former, one question on policy 
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perceptions asked administrators to indicate board policies that apply to diversity.  A 
question on racism provides an example of the latter.  It asked principals, “If you 
have ever had any occurrences of racism in your school, please indicate the form and 
frequency on a five-point scale.”  So a “1” would mean there was no racism and “5” 
would mean that it was pervasive.  The individual items probed (1) stereotyping by 
students and (2) educators, (3) harassment of students and (4) educators, (5) violence, 
(6) graffiti, (7) name-calling, (8) exclusion, (9) fairness, and (10) classroom 
portrayals.  Respondents were also asked to indicate the level (elementary or 
secondary) of their school, its size and approximate percentage of various ethnic 
groups.  Before the survey was sent out, it was reviewed by administrators, graduate 
students and research officers, and subsequently altered to address their various 
concerns.  
 We chose thirty-two school districts across Canada to participate in the study.  We 
targeted these particular districts because Canadian Census Data indicated that there 
was a strong possibility of culturally diverse school communities in these areas.  We 
sent letters to the chief executive officers of these districts requesting permission to 
carry out the study.  Twenty-two agreed to participate.  We asked these districts to 
forward us the names and addresses of ten principals to whom we could send the 
surveys.  We sent out 220 surveys and had 104 returned. 
 The data were treated in a number of ways.  First, we calculated the means for 
each of the items.  Since responses were registered on a five-point scale, the means 
could only run from a possible low of “1” to a high of “5.”  We also ran two- and 
three-way analyses of variance.  We did this to see if there were any differences in 
the ways in which principals in different settings responded to the survey items.  The 
analyses of variance were performed to establish if there were any differences 
between (1) the perceptions of principals of elementary and principals of secondary 
schools, (2) among principals of twenty-three small (85 to 300 students), fifty-three 
medium (301 to 800 students) and twenty-five large (801 to 2200 students) schools, 
and (3) among principals of school with various mixes of diversity (i.e., schools with 
more or less than 50% Anglo, more or less than 20% African, schools where no 
group was larger than 40%, and schools where Anglos exceeded 70%).1   

This study is based almost exclusively on the testimony of administrators.  In this 
sense it is about their perceptions of diversity and what they do about it.  As 
described earlier, administrators were chosen as participants for the study because 
they are the ones who know the most about administering diverse schools.  This 
does not mean that everyone in their respective school communities would agree 
with their values or their perceptions.  With the aforementioned exception – the two 
weeks spent shadowing an administrator – we really had no way of consulting others 
in these schools and school communities about their claims.  But even if we could 
have, it would be difficult for people in organizations of this size, diversity and 
complexity to come to agreement on any number of observations.  It would also 
have to assume (falsely) that one real and factual situation existed quite apart of the 
inevitably complex and variable perceptions of the men, women and children who 
were associated with it.   As a consequence, the claims of these administrators were 

                                           
1 Three schools did not indicate size.   
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taken at face value, although we were mindful that people in positions of this nature 
might occasionally embellish their words and deeds, simply because most school 
principals are likely to attempt to promote positive views of their schools (see, for 
example, Trnavcevic, 2000).  We did nevertheless take measures to check 
participants’ statements.  For example, during the interviews we asked similar 
questions in different ways that confirmed and reconfirmed statements.  Also we 
were mindful that many administrators talked about the same kinds of things, and 
many of these topics were not solicited.  Issues of racism and learning, for example, 
were not something that we had solicited, at least not initially.  Without prompting, 
many administrators spoke of these aspects of their jobs in similar ways.  We also 
acknowledged that the slim evidence that did exist in literature, for the most part, 
supported the kinds of recollections that administrators were offering. In the end, 
though, whether or not others in their school communities agreed with their 
statements, these administrators have mined many insights that might well help 
other administrators of such schools to do their jobs in ways that enhance the 
learning that goes on in their school communities.  It will be up to the reader to 
judge which of these practices may be appropriate for their particular situations.   

CONCLUSION 

This book explores leadership, diversity and inclusion in diverse school contexts.  In 
particular, it looks at how administrators promote, or can promote, inclusion in their 
school communities.  The position that I take in the book is that inclusion is 
desirable and that all administrators should work towards this end.  I support 
inclusive practice because I believe that it is consistent with principles of social 
justice.  Beyond that, inclusion stands a better chance than other approaches of 
alleviating the unfair barriers and difficulties that “minority” students face in school 
and elsewhere.  The book revolves around an empirical study that examines the 
efforts of administrators in understanding and meeting the challenges of diversity.  
This study revealed that many administrators understand and respond to diversity in 
ways that were consistent with inclusion.  It also indicated, however, that some 
administrators did not promote inclusive practice.  Two significant impediments to 
inclusive leadership revolved around administrators’ lack of knowledge of their 
diverse school communities and of the processes associated with diversity, like 
racism.  This book documents the nature of these challenges and the strategies that 
should be taken to address them.  
 


