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'Nothing is different and everything's changed'

This article is the keynote address offered to the Commonwealth Council for Educational Administration and Management Conference in Cyprus in 2012. In response to the conference theme 'New Trends, New Challenges in Educational Leadership and Governance' the article's starting point is a line from a Paul Simon song, 'Nothing is different and everything's changed'. The phrase encapsulates the context in which educational leaders find themselves. Despite considerable ‘busyness’ in policy change and efforts to develop schools, colleges, leaders and leadership, levels of inequality persist. Gamoran (2001: 144) provides evidence that 'Inequality in achievement and inequality in attainment remained at a constant level throughout the 20th century and show no sign of abating in the 21st century'. In 2011 the United Nations Educational Scientific and Cultural Organization (UNESCO, 2011) reported that 67 million children of primary school age were out of school. The chances of attending secondary and higher education, or even education at all, are still strongly related to geography, socioeconomic class and gender. The measurable attainment of children who do attend school relates equally to these factors. 'In relation to social class mobility, education across the globe is still about social reproduction and reinforcing the status quo' (Reay, 2010: 398). In this sense, nothing is different.

In other ways, everything has changed. Technology is expanding ways of teaching and learning by means that we struggle even to imagine. Population and climate change will test to the utmost educational leaders' ability to equip children to maintain stable societies (Bottery, 2006). Global economic developments are empowering and disempowering nations and segments of populations with great rapidity. Projected GDP figures give a sense of increasing economic inequalities.


[image: image1]
Figure 1: IMF projection for GDP growth 2012

The young are particularly hard-hit in many countries. The United Nations (UN) (2012: npn) notes that recent disturbances, such as the Arab Spring, are in part a result of:

disturbingly high levels of youth unemployment in the Middle East and North Africa region. The total youth unemployment rate in 2010 was 25.5 per cent in the Middle East and 23.8 per cent in North Africa. Female youth unemployment in these regions was particularly striking, at 39.4 per cent in the Middle East and 34.1 per cent in North Africa.
The unemployment figures in 2011 for youth in Spain and Greece were nearing 50 per cent. In other parts of Europe, particularly Eastern Europe, young people also have very high unemployment rates (Eurostat, 2012). In many parts of the world, the scale of challenge in helping young people find a productive and secure place in the economy and in society is of a different magnitude to that faced by earlier generations of educators. The International Labour Organisation has warned of a generation of children who face, at best, precarious work and, at worst, enforced and prolonged economic inactivity. An e-discussion conducted by the UN with young people attracted over a thousand comments. One theme that emerged was young people questioning 'the quality of education they and their peers receive: whether or not it is relevant to available jobs, how their knowledge and skills will serve them in the long-term' (United Nations, 2012, npn). Children and young people want education to lead to economic security. This has never been feasible for all and increasingly will not prove possible for a larger proportion. Narratives about schools equipping children for their future, and particularly increasing their employability skills, are essentially failing to face some unpalatable statistical predictions about the near future. In these senses, everything has changed. 
Where then are educational leaders in relation to this scenario? Reay (2010) points out that there are different change narratives. On the one hand, social reproduction theories suggest that privileged parents and groups will always find a way of overturning attempts at greater equality, constructing new forms of advantage to replace those that have been removed. In this narrative, school leaders can do nothing or very little to erode inequality in education, and schools themselves will continue to serve children from different groups differentially and inequitably. Consequently, Lingard and Mills (2007: 234) refer to improvement- and effectiveness-based action as 'sociologically naive'. 
In the face of such discouragement, an alternative narrative asserts that school leaders can make an impact that matters. The causes of inequality may be multiple, complex and do not relate solely to what schools and school leaders do but, whatever the analysis of the underlying causes, if the deterministic conviction that school leaders can make no significant difference were accepted, it would remove their responsibility to bring about greater equality. Many in schools are not prepared to accept this. They became leaders to make a difference. It is reasonable therefore to acknowledge that education is unlikely to overturn the inequality of socio-economic class-, race- and gender-related outcomes in the near future, but also that schools and college leaders can make an appreciable difference, evidenced in the accounts of individual children and young people who have been empowered and enabled through their education (Harding, 2001). 
Why does it matter?

It matters to us all that greater equality is achieved, not just for ethical but also for instrumental reasons. At the individual level, Fitzgerald (2009: 159) quotes Connell (1995: 57):
An education that privileges one child over another is giving the privileged child a corrupted education even as it gives him or her a social or economic advantage. The issue of social justice is not an add-on; it is fundamental to a good education.

At the societal level, Wilkinson and Pickett's (2009: 181) analysis of the impact of inequality shows that:
Across whole populations, rates of mental illness are five times higher in the most unequal compared to the least unequal societies. Similarly, in more unequal societies people are five times as likely to be imprisoned, six times as likely to be chronically obese, and murder rates may be many times higher. The reasons why these differences are so big is, quite simply, because the effects of inequality are not confined just to the least well-off; instead, they affect the vast majority of the population. 

It is therefore unquestionably in society's interests to achieve greater equality for the wellbeing of all. 
Education alone cannot achieve a wholesale transformation of inequality, and in schools there may remain vested interests that resist greater equality. Nevertheless, the challenge is to establish what leaders can achieve and how they might approach the challenge (Shields & Mohan, 2008).
Talking about equality

So far, the term equality has been used as a kind of shorthand, a generic term indicating a conceptual area to which each individual brings different understandings. There are many other words that might be relevant: equity, social justice, fairness and equal opportunities. Many scholars have tried to bring conceptual clarity (Dorling, 2012; Gewirtz, 1998; Johnson, 2008; Rawls, 1971; Sen, 1984). The range of terminology makes the comparison of different scholars' and practitioners' contributions more difficult. For the purposes of this article, a broad-brush notion of equality in education is adopted: giving all children an equal chance to be equipped to live a life they value. The idea of equality as merely treating everyone the same is rejected, and instead the goal is seen as contributing to equality or justice, approached broadly in three ways that are not mutually exclusive:

· distributive justice through the redistribution of goods, including social as well as physical goods

· a recognition (Fraser, 1997) or cultural approach (Gewirtz & Cribb, 2002) through which marginalised groups are more strongly acknowledged and supported
· relational or participatory justice, where people are empowered to take a full part in relationships and in society.
Understandings of how equality or justice might be conceived are culturally shaped. To take one example, Hall (2012: 6), who has worked in education in South Africa and the UK, provides criteria for assessing if a person is poor:


income poverty relative to median household incomes; lack of access to basic necessities as they are understood in a person’s country today; and people’s own perceptions of whether or not they are poor. A person is considered poor if she meets at least two of these three criteria.

Distributive justice underlies this way of understanding poverty. Contrast this with a view from a Tongan educator:
Tongans’ conceptualisation of poverty is based on ulungaanga or a display of appropriate behaviour. A person is poor when that person lacks the appropriate behaviour in order to build and maintain relationships.... Poverty in Tonga is not measured in monetary terms, but rather in the intangible, values and relationships. (Johansson Fua, 2007: 678)

Participatory justice is at the heart, here. There are then multiple and culturally shaped understandings of equality, equity and justice; rather than becoming lost in conceptual debates, Johnson (2008) urges us to hold different meanings in tension, using the differing concepts as a heuristic to learn what we might do. In this sense, the first action that an educational leader might take towards greater justice is to articulate with others what justice and equality mean in their own context, and so what the goals to achieve them might be and what success would look like. 
What gets in the way of equality and justice?

Leaders are not always free to act as they wish. Apart from legally mandated frameworks, there are pressures exerted by others to enforce or influence them into particular attitudes or actions. Galbraith (1983: 5-6) identified three forms of power: condign, compensatory and conditioned:
(i) Condign power wins submission by inflicting or threatening appropriately adverse consequences. 

(ii) Compensatory power, in contrast, wins submission by the offer of affirmative reward - by the giving of something of value to the person so submitting. 

(iii) Conditioned power is exercised by changing belief. Persuasion, education, or the social commitment to what seems natural, proper, or right causes the individual to submit to the will of another or of others... the fact of submission is not recognized. 
Social reproduction theory suggests that all forms of power are likely to be exerted to maintain the status quo or to increase further the advantage of the privileged. Straightforward enforcement by means of threat may be the least successful use of power. Pfeffer (1981: 137) suggests that 'Power is most effectively used when it is employed as unobtrusively as possible'. It must be legitimised by appearing to be exercised for acceptable or even admirable motives. From this perspective we might therefore expect education structures and policies to be an enactment of power where initiatives appear to aim at equality but, in practice, maintain the status quo or improve the lot of the advantaged.
Condign power

Considering each of the forms of power, examples of their use come readily to hand. There are multiple forms of condign power that threaten. For example, public exposure and criticism of leaders may follow an adverse inspection report or poor examination results (Jeffery, 2002). Such threats lead to practices such as leaders exercising educational triage, where teachers are instructed to focus on learners who, with some support, might convert a fail to a pass grade, while those seen as no-hopers in terms of matriculation success are left without additional support (Slee, 2010). In England, there is suspicion that principals are finding ways to hide disruptive pupils during inspection, including sending them out of school to miss that day's education. The suspicion is strong enough to have led to a regime of 'dawn raid' unannounced inspections (Elliott, 2011). Both of these examples show condign power being used supposedly to improve the quality of schools. In the examples given, an effect is to compromise the education of vulnerable pupils. 
In South Africa, despite a context distorted by historic inequalities:

school principals still continue to endure some scathing attacks. For example, former Gauteng Education MEC, Angie Motshekga, told principals that they were responsible for the poor results and if they did not turn things around, they might as well leave the teaching profession. (Naong, 2011: 1589)
Such public attacks and threats may demoralise the competent and do little to equip less competent principals to address the unequal chances of their pupils, disadvantaging all (Harber & Davies, 1998). In Canada, the Safe Schools Act introduced stringent measures to increase discipline and security in schools but has had an adverse effect on some pupils. For example, the ‘no head covering’ policy, designed to ensure that faces were visible to security guards and cameras, in the view of one teacher disproportionately disadvantaged minority ethnic students (Short, 2012). Minority ethnic students were those most likely to be wearing a head covering and so the measure reinforces a stereotypical connection between minority students and disruptive behaviour. The effect is arguably to embed racism. 
These few examples from different parts of the world suggest a pattern; that, in many cases, performative measures presented as being designed to improve education for all actually lead to disadvantaging further the already disadvantaged. Such measures are instances of social reproduction theories in action, exercised often through pressure on school leaders. Condign power is used to embed inequality further.
Compensatory power

Compensatory power is exercised though offering rewards of various kinds, money being the most significant (Galbraith: 1983). In England, schools that convert to Academies and so opt out of control by local, democratically elected administrations receive more funding and autonomy than those that remain under such control. The stated reason for offering greater freedom is to allow school leaders and teachers to improve the quality of education. However, freedom from the regulations that apply to maintained schools has led to questionable behaviour. Many Academies are flouting the nutrition regulations applicable to other schools, selling unhealthy food to children in order to create funds (Nelson, 2012). Provision of a poor diet in school causes greater detriment to those children who also receive a poor diet at home. Children who are inconveniently demanding may also be disadvantaged. Parents and charities are concerned that, when entry is refused to a child with special learning needs, the same legal challenges that are available for other maintained schools cannot be used for Academies. Numerous such cases have arisen (Gunter, 2011).
Performance-related pay (PRP) is another example of offering reward for approved performance. An OECD study (2012) recently concluded that many countries use PRP but, overall, that there was no relationship between PRP and student performance except in countries where teachers are relatively poorly paid. Richardson (1999: 1) reports a Swedish educator's views on what PRP achieves:
It changes the nature of the work itself so that it is recognised by somebody, so creates bootlicking. This leads to promoting everything that is conformist and the person, the unmarried white male who is seen after school hours, leaving traces of his sweat. 

In this analysis, it is primarily women who cannot make their work so visible, or work longer hours because of heavier domestic responsibilities than those of men, and who are particularly disadvantaged by PRP. Lundström (2012) also found PRP had a negative impact on teachers' work in Sweden. 
In none of these cases did the reward to leaders of greater autonomy or control over payments lead to teachers' enhanced motivation. In economic theory, there is a well-established crowding out effect where offering extrinsic awards diminishes intrinsic motivation (Frey & Jegen, 2001). Additional funds, even when presented as offering greater freedom or as valuing teachers, may produce the opposite effect to that publicly espoused.
Conditioned power
Conditioned power is more insidious and so more difficult to discern. By definition, conditioned power is used in subtle ways that lead to changes of which the subjects are unaware. The extent to which leaders have accepted ways of thinking they might previously have regarded as inappropriate is suggested by some to be considerable. The unrelenting pressure to conform to standards, to be an effective leader, compete successfully, drive up quality, increase employability and strive for excellence has led to, as Ball (2003) puts it, leaders ‘becoming whatever it seems necessary to become’ (p. 225, original emphasis), to survive or thrive in a world of constant surveillance. Conditioned power alters not just what leaders do, but who they are. While educational leaders may use the rhetoric of working together, the desire to compete, to be perceived as excellent, or as the 'best' school, has been firmly embedded by successive policy waves in many parts of the world. This has led to changed relationships with teachers (Jeffrey, 2002). Competition has become accepted and, by some, enthusiastically accepted. Yet again, the effect of this use of power is to increase inequality: 'Research has shown that school choice – and, by extension, school competition – is related to greater levels of segregation in the school system and, consequently, lower levels of equity' (OECD, 2010: 43).
No doubt, the examples given of the use of three kinds of power may be contested, and mechanisms such as inspection, league tables, Academies, PRP and competition have their supporters as well as detractors. However, the examples have offered specifics about how condign, compensatory and conditioned power are behind recent policies presented as improving education, while in practice they disadvantage the already disadvantaged. School leaders act as the fulcrum in many instances, translating the pressure from external initiatives into internal adjustments of focus and practice in ways that may further embed inequality. In some instances, leaders resist the changes and impact. In others, leaders are complicit in accepting or embracing measures that maintain the performative pressure.
Framing action

Despite a context in which leaders are subjected to multiple forms of power influencing their actions, many continue to resist inequality. One way to frame their resistance is to consider examples of how they use the three approaches that I have outlined:

· distributive justice through the redistribution of goods

· recognition, so that marginalised groups are more strongly supported 

· participatory justice to equip learners to challenge.
Distributive justice

How children are organised in schools may be a structural impediment to equality. Chiu and Walker (2007: 728) present evidence that countries that track, that is, where learners are taught in schools or groups sorted by attainment, 'have 25 per cent greater academic achievement inequality than countries that do not track'. Evidence from many parts of the world reinforce this finding (Flecha, 2011; Gamoran, 2001; Saltman, 2009; Theoharis, 2007). Where control is in the hands of school leaders, tracking can be eliminated. Distributional justice can be adjusted further by ensuring that academically able classes are not habitually allocated to the most experienced and successful teachers. As Chiu and Walker (2007: 734) suggest, ‘Even if principals cannot randomise student allocation, the reallocation of teachers reduces the likelihood that the best teachers only teach the best students in the highest grades’.

Providing equal or additional support for the disadvantaged is possible, even in schools that themselves suffer from poor resources. There are examples of such action from many parts of the world. In Tanzania, a primary school principal identified 15 learners who faced particularly challenging difficulties including poor nutrition and an inability to buy a uniform. Working with teachers, a raft of strategies was devised specifically to support these pupils:

The 15 pupils were... divided into three groups, with each allocated a special plot in the school garden, so as to encourage them to cultivate vegetables which could be used both to supplement their diet at home and to sell for cash to buy food. (Bosu et al., 2011: 75)

The school also implemented projects to generate income in order to buy food and uniforms for those who could not afford them. The principal was engaged in distributive justice. A second example, from Ghana, is of a principal of a school with many disadvantages who focused on ten boys who were habitually absent from school on market day as they helped their parents sell goods (Bosu et al., 2011). Working with the class teacher, meeting with parents, monitoring attendance and additional support classes helped the boys catch up, over time.
Recognition

A different kind of issue was tackled through a recognition justice approach in a college in Wales (Cook-Sather et al., 2010). A racial incident led to the establishment of an ongoing student-run programme where difficult questions about perceptions of each other and about sameness and difference could be explored. The use of dialogue in a safe space to increase recognition of marginalised groups is infrequently used, but the account from this campus provides evidence of its potential power in challenging racism.

Gender is another example of structural disadvantage impinging on learning. Bosu et al. (2011) provide an example of a Ghanaian principal who worked with the parent teacher association and local chiefs and elders to tackle sexism. A raft of bylaws was established as a deterrent, punishing young men who behaved inappropriately and banning teenagers from alcohol outlets and nightclubs. Counsellors offered sex education and women representing positive role models were invited to school. While the principal attributes the success that followed to the strictness of the chief and to the ongoing counselling, there is no doubt that the leadership initiative from within the school promoted recognition justice to acknowledge and address the needs and vulnerabilities of teenage girls. 

Participatory justice

There are examples of work towards participatory justice. Writing in an Australian context, Lingard and Mills (2007) speak of 'pedagogies of indifference' and the need for leaders to adjust both curriculum and pedagogy away from the current structural position where both are designed with the needs of the advantaged in mind (Delpit, 2006). Though educational leaders may not control the curriculum, they can ensure that teachers and learners engage with the curriculum in a critical way:

Curriculum as conversation that makes sense of things is quite different from curriculum as information to be dispensed. Here, the goal for educators is to help students understand that all information presented as formal curriculum comes from a particular standpoint or bias.... This approach is, of course, very different from one that simply asks students to recall data presented to them. (Shields & Mohan, 2008: 297) 

Flecha (2011: 8), commenting on work in Spain with Romani children, makes the allied point that disadvantaged children need 'both a curriculum of access and a curriculum of dissent... (which give) them the tools both to transform injustice and to gain access to socio-economic benefits'.

To achieve this, not only the orientation to curriculum but pedagogy itself requires adjustment. A study by Hayes et al. (2009: 252) of four Australian schools in areas of high poverty and ‘confirmed the picture of teaching and learning painted in previous accounts; classrooms practices are very traditional, following predictable routines, and are largely unsuccessful as far as formal learning is concerned’.

The failure of learning was particularly devastating for those children from backgrounds of poverty, because education was the primary resource for improving their future life. As a means of understanding practice, two researchers and a respected school leader shadowed a class for a day and produced an immediate, detailed, non-judgemental description of the teaching and children's response. They discovered that: 

Each lesson looked remarkably similar and echoed the same patterns, or ‘scripts’, that went something like this: enter classroom, sit down, pay attention to the teacher, answer questions, receive resource (usually a worksheet), listen to instructions, work individually (or occasionally in groups) on a set task, hand in work or make available for inspection, pack up, and exit room. (Hayes et al., 2009: 256)

While some teachers introduced innovation and captured interest, the majority spent much time on the organisational aspects and on maintaining order. Learning did not figure to the same extent. Working with small groups of teachers, the research team’s aim was to achieve:

new scripts that prioritise learning over control – the kind of learning that creates opportunities in an increasingly globalised society, such as the ability to engage in negotiated action, open-ended dialogue, collaboration, problem-solving and multi-purpose writing. This is not the kind of learning supported by the scripts that are so pervasive in high poverty contexts. (Hayes et al., 2009: 262)

To do so involved adjustments in relational justice between teacher and student, and the support of the leader to find processes that challenge pervasive teaching scripts.

The engagement of learners in leading also makes a contribution to relational justice. From England and from Chile come the voices of children who have been trained as researchers, leading to what Prieto (2001: 87) calls 'radical collegiality' between learners and teachers. Learners in both primary (Wheatcroft Primary School Pupils, 2001) and high schools (Crane, 2001), when enabled to work with teachers to improve or to research teaching and learning, spoke not only of their contribution to developing teaching and learning but the degree to which they felt personally empowered: ‘Education is not something that should be done to you, but something that you should be a part of. I would not have seen my A levels through had it not have been for Students as Researchers’ (Harding, 2001: 56).
Resistance

Dysfunctional or ineffective classrooms, to be found in many parts of the world, no doubt are caused by complex interrelated reasons. However, Chiu and Walker (2007) suggest that the dysfunction in the school is at least partly because the inequality external to the school is mirrored within. A school leader's most foundational role is to minimise such inequalities at school. However, resistance to change is endemic and evident in some leaders, teachers and learners within schools themselves and also in the wider community.

Leaders

Many leaders would see themselves as in the forefront of the fight against inequality and would reject notions of complicity in sustaining it. Accumulated evidence from psychology suggests otherwise. Inequality does not, on the whole, result from individuals' deliberate wish to favour one individual or one group over another. Rather, it is embedded in myriad daily actions, many of which are unconscious. Chugh (2004: 213) suggests that ‘Human beings systematically overestimate the number of behaviors over which they have control and the degree of control they have over those behaviors’.

Discriminatory behaviour of leaders and of teachers literally may be measured in millisecond differences of reaction to advantaged and disadvantaged individuals:

an almost uncountable number of micro-behaviors may affect the actual fairness of how an individual is treated.... These pathway behaviors clear or obstruct the way for success, and range from subtle, nonverbal ‘micro-behaviors,’ such as eye contact and body language, to information-sharing, expertise-seeking, and advice-taking. (Chugh, 2004: 209)

In mundane daily encounters, leaders may give and learners and teachers receive very many unconscious signs of how they are valued differentially. 
Bazerman and Banaji (2004: 113) highlight a further mechanism of how inequality is embedded in the everyday: 'The phenomenon of ingroup favoritism is a prime example of the way in which unethical behavior can be so ordinary'. For example, the extra help given to those who are most likely to succeed reinforces advantage:

Most people, when helping a member of their group to achieve success – in gaining admission to a university or job – genuinely believe that they are doing something good, while failing to realize that the result of helping ingroup members has the simultaneous effect of harming those who do not receive such support such as outgroup members.

At the societal level, securing advantage may feel like success to the privileged, but is ultimately likely to disadvantage all. Similarly, at school level, offering ongoing preferential treatment to the advantaged, a curriculum that reflects their life view, more experienced or expert teachers, or tracked classes supposedly to facilitate different rates of progress or a focus on the gifted, may actually establish a downward spiral for all. 

A process of self-deception may also be in play when leaders transform unpalatable decisions to appear acceptable. Learning from research into the widespread and catastrophic failures of the finance sector, Bazerman and Banaji (2004) note an interesting phenomenon that they term ‘ethical cleansing’. Tenbrunsel and Messick (2004: 233) make the same point: 'Self-deception acts as an ethical bleach':

We are creative narrators of stories that tend to allow us to do what we want and that justify what we have done. We believe our stories and thus believe that we are objective about ourselves. We argue that self-deception is instrumental in the process of ethical fading. An ethical decision often involves a tradeoff between self-interest and moral principles. By avoiding or disguising the moral implications of a decision, individuals can behave in a self-interested manner and still hold the conviction that they are ethical persons. (Tenbrunsel & Messick, 2004: 225)
Translated to schools, actions framed and justified by educational leaders as business rather than ethical decisions include the actions cited earlier in the article: selling children unhealthy food, and refusing entry to disruptive learners and others such as refusing to provide children with information about alternative providers of post-compulsory education in order to retain them.
If educational leaders determine to be ethical, there is evidence from around the world that governors, teachers and parents may resist change designed to address inequality. Using multiple case studies, Oakes et al. (2000) chart teachers' push-back from efforts to de-track schools and introduce mixed ability teaching. In New Zealand, a school project better to include Maori learners resulted in privileged parents threatening to and, in some cases actually removing their child from the school (Hynds, 2010). Teachers from both white and Maori heritage also resisted, as did community Maori elders. 
In South African research into principals of previously all-white Afrikaans schools who now lead schools with a more diverse student profile, Jansen (2006: 46–47) describes the necessity for these individuals firstly to come to terms with their own past and then to withstand severe pressure to do what they believe to be right:

The leadership of these White principals is defined by uncharacteristic courage in the face of relentless pressure from resident White communities. Their families are isolated from the White community, their children are no longer invited to birthdays and braais (barbeques), and they are not welcome in the local White church. The principals talk with emotion about how former friends would consciously avoid making contact with them in the marketplace. Yet these principals stand firm, even as they acknowledge the hurt that comes – especially to their children – from being ostracized and ignored by the traditional White community. 

He argues that theirs is emotion work, dealing with their own and others' emotions, a kind of visceral reaction to changes that are seen as threatening. 

A similar kind of pressure is vividly communicated in an auto-ethnographic case study by Garza (2008: 164). This superintendent was newly appointed to a small rural district in South Texas where learners were nearly all Hispanic and 92 per cent came from an impoverished socioeconomic background:

The greatest resistance came from adults, including board members, a few ‘elitist’ parents, and some school employees. The community was set in the belief that certain children simply could not learn. My challenge was to create the belief that all children could succeed regardless of their perceived ‘deficits.’ Standing up to the incessant political and social pressures required a strong sense of ethics, and courage. 

He experienced persistent harassment, threats to his job and resistance to change. It was hard, especially when an offer of a new post provided an escape route to an easier life, but the superintendent stayed and learned:
I learned that I survived the first year because I refused to compromise my philosophy of social justice. They could take my job, but not my dignity. I learned that it was impossible to depoliticize my decisions. I learned that my social justice ideology interfered with my ability to recognize the oppressive political structures of this community. Consequently, I was forced to be reactive rather than proactive. I learned that it is not easy to be a leader for social justice. (Garza, 2008: 175–176)

His challenges were ethical and political, not just pedagogic. 

It is common to hear educational leaders assert that they have little freedom of choice, that they are constrained in their actions and that they cannot act as they would wish. The work of Arendt (1963) challenges such a stance. She points to the tendency to speak in generalities, placing responsibility for the results of actions with the group or nation. People are thereby absolved of their individual responsibility and suggest that 'no person could have acted differently from the way he did' (p. 128). She charges modern societies with 'the reluctance evident everywhere to make judgements in terms of individual moral responsibility' (p. 129) or, in her terms, 'thoughtlessness'. Arendt (1963) concluded that societies' deepest ills are not brought about by the monster figure we fear so much as by the thoughtlessness of ordinary people. It is to her, banal. The Texan superintendent and South African principals worked within highly constraining structures and yet they held to ways to act that seemed to them to be right, enacting daily resistance to inequality by small decisions and a refusal to go along with prevailing beliefs.

Leadership for equality
The article has depicted a world that is dramatically changing around us and where the young are particularly vulnerable. It has suggested that educational leaders work within structures that, even when they appear to aim at greater equality, often have the opposite effect to that espoused. I have made a case that educational inequality persists not primarily because of deliberate decisions to favour some over others, but because: 'Despite what appear to be good societal intentions on the surface, something below the surface is clearly at work' (Chugh, 2004: 207). 

The instances I have given in this paper – supporting poor children economically, enrolling the community to prevent teenage pregnancy, transforming curriculum and pedagogy, facilitating conversations about racism, training children as researchers – are examples of actions aimed at increasing distributive, recognition and relational justice. None are unfeasible in practical terms in most contexts. They are, however, risky in potentially provoking disapproval and backlash from teachers and or parents. They demand a focus on the long-term and indistinct goal of equality, rather than the immediate gratification of approval from those who are happy for things to continue as is, who for example resent resources being moved to disruptive or academically 'failing' learners, or who disagree with teaching in different ways. 
There are a number of implications. Leaders need more support. They need smarter resources from a wider multi-disciplinary knowledge base. Psychology and economics, for example, offer rich understandings of how discrimination operates and how power works. Educational leaders might look at social psychologists' work on how discrimination is embedded in unconscious actions, and by so doing help themselves and other staff learn to control behaviour better. They might use economists' evidence on the effect of financial distribution policies, including the use of PRP and other incentives. The current knowledge base within educational leadership is too impoverished in disciplinary terms to underpin resistance to inequality effectively. Acute and detailed analysis of the mechanics of injustice is needed to support leaders.
However razor sharp the intellectual insights offered, educational leaders will also require 'ethical stamina' (Garza, 2008: 176). Those who have attempted to lead for equality bear witness to experiencing 'unrelenting friction' (Wilkinson & Pickett, 2009: 35) and 'an adversarial relationship' (Garza, 2008: 176) with others, although many will also find support and help amongst committed teachers. Leading for equality or justice has an upbeat, righteous ring. The reality may be a hard grind of resisting persistent external and internal pressures. The lack of flexibility in the standards and accountability agenda, which are a vehicle for condign and compensatory power, may frustrate attempts at inclusive and more just processes. Dealing with such frustration but persisting, nevertheless, is likely to be the permanent context within which leaders attempt to weaken the processes of injustice. 
Although a long way from lists of standards of behaviour, a potentially powerful strategy is alertness to the many ways in which inequality is sustained and daily attention to ethical demands. Arendt (1963) argues that national actors do not have power; they are empowered by society, nourished or starved by the acquiescence or the contrary of individual citizens. In the end it is individual actions that determine the shape of our education and society; school leaders have a part to play. 
The message of this article is not a comfortable one. It does not provide reassurance that we are all doing a good job, nor offer easily adopted formulae for action. It asks that leaders engage with some difficult facts and act on them in individualised ways that demand persistent thought and effort to address seemingly intractable issues. Leaders are not powerless tools of the system. Rather, they can harness a range of resources to resist ethical bleaching (Tenbrunsel & Messick, 2004) and in their daily practice become thoughtful, persistently working with others to invent ways to lead for greater equality.
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