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Chapter 14

Initial Teacher Education and Ethnic Diversity

Dave Hill

Context

Since 1984 there have been three major thrusts in government policy on ITE (Initial Teacher Education). All impact on the delivery of the whole curric​ulum in our multiethnic society and affect both primary and secondary ITE. Firstly, the increased regulation of the ITE curriculum has resulted in a prescriptive and restrictive National Curriculum for ITE.

Secondly, the introduction of new school-based routes into teaching, the almost totally school-based ‘Licensed Teaching Scheme’, and the two-year overwhelmingly school-based Articled Teacher Scheme for post-graduates. Both started in 1990. By mid-1992 both had recruited around 1,500 new teachers/students (DFE, 1992a), rising to over 2,000 licensed teachers by September 1993 (DFE, 1993a). Circular 14/93 also allows consortia of Primary, Schools to set up their own totally school-based ITE from September 1994.
Thirdly, there is the vastly increased school-basing of the two major routes into teaching, the 4-year B.Ed and the 1-year PGCE courses. There were in 1992-3, 16,491 students on PGCE courses and 15,489 new entrants to undergraduate courses (Hill, 1993b, DFE 1993b). For Primary ITE there were 6,300 PGCE students in 1992-3, and 12,100 first-year undergraduate B.Ed (or equivalent course) students. New regulations for more school-based ITE in secondary PGCE and B.Ed courses were set out by John Patten in May 1992 (DFE, 1992b). These were subsequently fleshed out in 1992 by CATE. New criteria for school-basing for primary courses were issued in late 1993 (DFE, 1992e) following a Draft Circular (DFE, 1993c,d) and as a Blue Paper (DFE, 1993b) in Summer 1993. The Draft Circular (and, more obliquely, the Blue Paper) included the ‘Mum’s Army’ proposals for a one-year non-graduate primarily school-based training course for infant teachers. This was, however, dropped from the resulting circular 14/93 (DFE, 1993e).

Two common themes of this tripartite policy are: a move from college-​based preparation of new teachers, towards school-based preparation; and stricter control of the college-based coursework, with less theory, less critical reflection, less questioning (Hill, 1989a; Gilroy, 1992). It is contended that issues of race and education already are, and will be, increasingly, squeezed out of the ITE curriculum. This downgrading is occurring both quantitatively because less time is available for discrete courses and sessions on race and education, and less time for ‘permeating’ the ITE curriculum, and qualitatively because the orchestrated government, media, and ideological attacks on antiracism, and indeed, on multiculturalism are, in effect, frightening off ITE course designers and teachers (Hill, 1992c).

The Radical Right, Teacher Education and Anti-antiracism

I also want reform of Teacher Training. Let us return to basic subject teaching, not courses in the theory of education. Primary teachers should teach children to read, not waste their time on the politics of gender, race and class. (Prime Minister John Major, 1992).

There is justification for dwelling on nationalistic, sometimes visceral hatred of egalitarianism, antiracism, and multiculturalism, propagated by ideologues of the Radical Right. They are more than a noisy and extremist minority. They express, articulate and give form to Prime Ministerial speeches such as the Prime Minister’s above, to ministerial speeches such as Patten’s blaming ‘the 1960’s theorists who still dominate the educational world, the trendy left’ (Patten, 1992), Kenneth Baker’s ‘the pursuit of egalitarianism is over’, and Kenneth Clarke’s attacks on ‘barmy theory’ in ITE courses are continued by his success.

Within public education, the ideas and personnel of the Radical Right have seized power at national level. Some of these ideologues are now in​stalled at the higher levels of education power. For example, Anthony O’Hear was a member of CATE, (the Committee for the Accreditation of Teacher Education), and is a member of its successor body, the Teacher Training Agency. John Marks, a Black Paper writer and member of the Hillgate Group is a member of the National Curriculum Council. Brian Cox, erstwhile radical writer of the right-wing Black Papers wrote:

Since the general election a persistent rumour has been going round in education circles that the Prime Minister has agreed to a deal with right-wing Conservatives. They will go quiet in their opposition to Maastricht if he will allow them to take control of education. What truth there is in this I do not know, but it certainly fits the situation which has emerged in the last few months. (Cox, 1992; Graham and Titler, 1992; Blackburne, 1992)

The Radical Right operates at three levels of discourse, aimed at three types of audience; they work through ideological pamphlets and books; through the media such as the Mail, Express, Telegraph, Times and Sun; and through the effect they have on ministerial and Prime Ministerial speeches (Hill, 1990, 1991b,c; Menter, 1992). O’Hear’s (1988) Who Teaches the Teachers? attacks ITE institutions for ‘their obsessions with inequality, with racism and sexism and other passing political fashions’.

The Hillgate Group’s (1988) Learning to Teach attacks ITE courses for preventing the reproduction of nationalism by ‘the constant reform of the curriculum [which] has undermined the attempt to preserve, enhance, and pass the precious heritage of our culture’. The Hillgate Group’s Learning to Teach, Anthony O’Hear’s Who Teaches the Teachers?, and Stuart Sexton’s Our Schools – A Radical Policy all attack theoretical components of teacher educa​tion such as multicultural/antiracist education courses.

The first two booklets urge the bypassing of college-based teacher edu​cation and its substantial replacement of skills-based learning on-the-job through licensed teacher schemes, or by a two-year school-based post-graduate apprenticeship. Both of these schemes are now in operation. (For critiques of such views see Edgar, 1989; Massey, 1991; Hessari and Hill, 1989; Cole, Clay and Hill, 1991; Clay, Cole, and Hill, 1990; Whitty and Menter, 1990; Gordon 1990; Hill, 1990, 1992b; Hillcole Group, 1993b)

In his seminal work on the new racism, Barker (1981) sets out the new form of socio-biology which has replaced the biological racism in the Con​servative Party since the 1970s. On the whole the Radical Right no longer talks in terms of racial superiority and inferiority, it talks instead of ‘difference’ and how ‘natural’ it is for people to fear those who are culturally different.

The New National Curriculum for ‘Teacher Training’
A major thrust of Radical-Conservative state policy and control over ITE is increased regulation of the ITE curriculum.

1.

Prior to 1984 there was no CATE (Committee for the Accreditation of Teacher Education) and no CATE criteria. Courses in ‘teacher-training’ had very considerable autonomy over the ITE curriculum, although, in practice they offered theoretical courses in ‘the education disciplines’ (e.g., philo​sophy, sociology, history, psychology of education and curriculum design). Cultural diversity was commonly viewed as ‘a problem’ and ‘immigrant edu​cation’ was often slotted into special-needs courses.

The inner-city rebellions of the early 1980s (e.g., in Brixton and Toxteth and the resulting Rampton/Swann, (1981, 1985) and Scarman, (1985) reports caused a major rethink on the implications for policy and practice in relation to cultural diversity.

2.

CATE was set-up by the then Minister of Education, Keith Joseph, in 1984. It demanded that ‘ITE students should be prepared through their subject method and educational studies to teach the full range of pupils they are likely to encounter in an ordinary school, with their diversity of. . . ethnic and cultural origins. They will need to learn how to respond flexibly to such diversity and to guard against preconceptions based on race’ (DES, 1984).

Of the forces affecting ITE outside the DES and CATE, probably the most powerful was the CNAA, the Council for National Academic Awards, which validated the vast majority of B.Eds and PGCEs taught in higher-​education colleges and polytechnics. In 1984, CNAA stated, ‘Teachers need. . . to be equipped to prepare all young people for life in a multicultural and racially harmonious society. . . Teacher Education ought to . . . permeate all elements of the course with multicultural and anti-racist considerations. . . encourage a critical approach to cultural bias. . . adopt an approach to all subjects. . . which avoids an ethnocentric view of the world. . . Students ought to be . . . sensitive to the presence of unintentional racism in their own expectations. . . and in curriculum materials’.

In some institutions CATE 1984 and CNAA requirements did have radicalizing effects, for example, in the developments and permeation of anti​-sexism, antiracism, - and (more rarely) anti-classism, throughout the cur​riculum. CATE 1984 facilitated and coincided with the development of courses subscribing to ‘the reflective practitioner’ model of the teacher, at present (though for how much longer?) the most common model for ITE courses. Courses had to become more holistic. Indeed, some courses aimed at ‘criti​cally reflective’ models. The previously dominant model of the teacher was the ‘technical’ or ‘technicist’ model.

In some institutions the CATE criteria of 1984 gave valuable space and power to those arguing for the discrete ‘social context of education’ -type courses and rigorous permeation of antiracism (and anti-sexism and anti-​classism) throughout B.Ed and PCCE courses. (Whitty, 1991a,b; Crozier and Menter, 1992). However, in many institutions these social-justice criteria were ‘tokenist’ (Clay and George, 1992; Siraj-Blatchford, 1992; Arten, 1988). Some Higher Education Institutes (HEI) specifically appointed staff as antiracist change agents, setting up equal opportunities and/or antiracist units, resource centres, and policy guidelines. In some institutions they were set out in student handbooks but have now been removed.

3.

Some new requirements of the 1989 CATE criteria (DES, 1989), were uncontroversial. However, other criteria have badly squeezed time for study​ing controversial, social justice, and equality issues (for example more time now has to be spent on technology, maths, English and science). In short, ITE students are to be trained to deliver the National Curriculum and its assessments. With the ‘school National Curriculum not only the most pre​scriptive but also arguably a strongly nationalistic curriculum’ there are clear dangers of ITE students accepting a Eurocentric, culturally elitist selection of knowledge (Davies, Holland and Minhas, 1990; Clay and George, 1992).

4.

The January 1992 Draft CATE criteria of Kenneth Clarke (DES, 1992) were remarkable. This was the first set of criteria to omit any mention whatsoever of equal opportunities as criteria for accrediting and evaluating ITE courses.

5.

The CATE criteria of May 1992 for secondary ITE (DFE, 1992a). Other than criteria of limited reinsertion of equal opportunities, were 1992 criteria, and the draft criteria of January 1992, which they slightly modified, are the most heavily, and most obviously, influenced by the Radical Right, in par​ticular by the Radical Right group on CATE. Following major purges of the membership of CATE they continue to have the Minister’s ear (Pyke, 1992).

6.

The June 1993 primary ITE Draft proposals by CATE, for the primary PGCE course were to increase course length by two weeks, from thirty-six to thirty-eight weeks, and to increase the number of school-based weeks from a fifteen-week minimum to a eighteen-week minimum (leaving twenty weeks as college-based). The reduced school-based proportion for primary PGCE students compared to secondary ‘reflects the fact that students must acquire a large amount of subject knowledge to cope with the national curriculum’ (Pyke, 1992).

Draft proposals for primary B.Ed. retained four-year courses with two years spent on academic-subject study, just over one year college-based pre​paration, and just under one year spent on school-based preparation. Of the two years which are not main subject(s) or academic-subject study-based the minimum number of school-based weeks increase from twenty weeks (1989 criteria) to thirty-two weeks. This would leave around thirty-two weeks maximum for college-based study.

Within the four-year B.Ed the required number of hours to be spent on each of the three core subjects of maths, English and science is increased to 150 hours each out of the 1800 hours of directed time to be spent on ‘curriculum and subject studies’ in three and four year B.Ed courses. This, indeed, is the first appearance of the notion of directed time on curriculum and subject studies.

7.
The Government Blue Paper ‘The Government’s Proposals for the Reform of Initial Teacher Training’ of September 1993, among other suggestions, presented proposals which suggest that ‘schools should be able, if they wish, to play the leading role in planning and providing courses’ (DFE, 1993b, :2), that ‘there will be suitable financial incentives to secure the development and growth of three-year courses in place of four-year courses’ (ibid., :5), and that money will be transferred from colleges to schools.

New Routes into Teaching

In 1990 the government introduced two new routes into teaching, the licensed, and articled-teacher routes. In brief, licensed teachers may be non-graduates who have completed two years higher education and can find a school willing to employ them, with minimal guidelines as to teacher education and train​ing. Articled teachers are graduates who follow a two-year PGCE course, 80 per cent of which is based in schools (Both are described and critiqued in Hill, 1989a, 1991a). But the numbers are growing. In January 1992 there were 385 licensed teachers. By July 1992 this had increased to 1481, by September 1993 to 2113. (DFE, 1993b :3) This is actually more than the 1350 articled teachers ‘in training’ or certificated (DFE, 1992a).

Rather like school opt-outs, the scheme has not (yet) taken off, thanks to professional resistance. The secondary articled-teacher scheme has ended after three intakes following the May 1992 changes to the secondary PGCE (and Secondary B.Ed). The primary articled-teacher scheme may well go the same way shortly.

In June 1993 Minister of Education John Patten’s Draft Circular proposed a ‘Mum’s Army’ for infant (Key Stage 1) teaching (DFE, 1993c,d). This new scheme, was for a one-year trained non-graduate ‘Mum’s Army’ for infant and nursery teaching (Key Stage 1 teaching). This proposal, set out by Minister of Education John Patten was to recruit ‘mums’ with A-level qualifications (that is to say, women who left school at the age of 18 or 19 but who have not had any higher education). Their ‘training course would be one academic year of thirty-two weeks of which eighteen weeks would be spent in school and fourteen weeks - a maximum of seventy days in a college. Furthermore the colleges were not to be higher-education Institutes. Instead they would be further-education colleges. In general, these carry out very little degree-level work and have little experience in degree level or postgraduate level or any other level of education and training for schoolteachers.

Circular 14/93, The Initial Training of Primary School Teachers, issued in November 1993, is to take full effect for all primary ITE courses, in Septem​ber 1996. Its criteria will apply to all new courses from September 1994. (DFE, 1993e, CATE, 1993). Increased PGCE course length, increased minima for number of weeks in school for B.Ed and PGCE students, ‘Directed Time’, schools’ ability to playa leading role in ITE, transfer of funds to schools wishing to run their own ITE schemes, and financial incentives for three-year B.Ed courses over four-year courses are all retained from the 1993 Draft proposals and the ‘Blue Paper’ referred to above. Fortunately, the ‘Mum’s Army’ idea was dropped.

The criteria set out in Circular 14/93 list thirty-three ‘competences expected of newly qualified teachers’ (DFE 1993e, pp. 15-17).

No criteria refer to ‘race’, cultural or ethnic diversity, multiculturalism ​(nor indeed to gender or to social class background). The criteria contain no explicit reference whatsoever, recognizing, theorizing about, or responding to structured forms of inequality.

Four competences which can be utilized for such purposes are that: ‘newly qualified teachers should be able to:

· ‘identify and respond appropriately to relevant individual differences between pupils;’

(Competence 2.5.1)

· Show awareness of how pupils learn and of the various factors which affect this process;’
(Competence 2.5.2)

and that ‘newly qualified teachers should have acquired in initial training the necessary foundation to develop:

· ‘the ability to evaluate pupils’ learning, and to recognise the effects on that learning of teachers’ expectations and actions’
(Competence 2.7.5)

· ‘vision, imagination and critical awareness in educating their pupils’
(Competence 2.7.8).

These last two ‘Competences expected of newly qualified teachers’ are re​legated, however, to those competences established for ‘Further Professional Development’, competences that ‘newly qualified teachers should have ac​quired in initial training (as) the necessary foundation’ for development. (DFE, 1993e, pp. 15-17).

Within the competences, other spaces and legitimation for multicultural and/or antiracist development lies within the National Curriculum itself, as set out in other chapters in this book. Various competences refer to teaching the National Curriculum, and require, inter alia, that ‘newly qualified teachers should be able to:

· demonstrate understanding of the purpose, scope, structure and bal​ance of the primary curriculum as a whole (DFE, 1993e, p. 15).

However, unlike the 1989 and the 1984 CATE Criteria for Primary ITE overt recognition of ethnic diversity and cultural diversity is absent.

The School-based Training of PGCE and B.Ed Courses

The third aspect of Radical Conservative state policy and control over ITE is to dramatically increase school-basing of PGCE and B.Ed courses. Just as important, for the Radical Right, is the substantial reduction of college-based teacher education. There is no opposition to basing part of undergraduate and postgraduate courses of initial teacher training/initial teacher education (ITE) in schools (Bocock, 1992; Hill, 1992d). Many ITE courses do require students to be in school for more than the minimum time required by the 1989 CATE requirements (Barrett et al., 1992).

Antiracism, Multiculturalism and lTE: The Limits of the Advance

In 1985 The Swann report suggested, that very few institutions offered a core course on antiracism, let alone any cross-curricular permeation (Swann, 1985). This was, however, before the CATE criteria, and the CNAA criteria for validating college and polytechnic ITE courses had had much time to take effect. But it does point to the lack of radicalism, or even of multicultural celebration of cultural diversity, which was actually being developed voluntar​istically without these external demands. It is contended that such antiracism and multiculturalism as did happen in ITE courses was, in general, the result of the efforts of individuals, rather than of coherent overall course planning (Hill, 1992c).

By 1989 the CRE suggested that ‘What is apparent is that compared with schools, universities and polytechnics have been relatively untouched by the debate on racial equality in education and have not, on the whole, seen the need to develop specific policies in this area’ (Swann, 1985, quoted in both Siraj-Blatchford, 1992, and Clay and George 1992). Clay and George (1992) criticize the lack of specificity in CATE guidelines which allowed institutions to implement the criteria in ways that closely mirrored their own levels of consciousness, prevalent beliefs and levels of competence of staff employed. They cite a limited survey of ten HEIs.

All ten had stated rationales in their courses that committed them to the study of issues relating to cultural diversity. Although, as with the EOC survey, they expressed recognition of the importance of studying ‘race’ and culture issues, there was considerable variation. The survey found that only two institutions out of the ten stated a clear anti-racist rationale. The rest expressed rationales that were dearly multicultural/multiracial, or as part of general equal opportunities programme. The survey also found that less than a third of the course (8 out of 26) had a core input. Four courses offered an option model, whilst the rest relied on permeation. (Clay and George, 1992, pp. 129-30)

With regard to school-based teaching practice, Crozier and Menter (1992), note that:

Even on Courses where there is a strong expression of commitment to equality issues, there is evidence that this very rarely leads to effect​ive treatment of these concerns within the teaching practice triad. Research carried out at two institutions indicated a ‘stasis’ within these relationships. Potentially contentious issues, especially if they might challenge the professionalism of the teacher, were invariably avoided. (Crozier and Menter, 1992, p. 100)

	Table 14.1: Challenges: Issues in School-based ITE and the ITE Curriculum

	School
	· Student reflection time

· Consultation with schools and HEls

· School-teacher time

· Criteria for partner-school selection

· Responsibility for school selection

· Support for minority ethnic students

· School teacher-mentor education and training



	ITE Curriculum
	· Contextual/social/equality issues

· Theory and reflection

· Type of reflection (technical, contextual, or critical)

· Curriculum organization of theory and reflection


‘What has been most striking though, is how often there is a very direct contradiction between the espousal of liberal antisexist and antiracist positions by college staff and the lived experience of students and staff’ (pp. 97-8). Blair (1992), and Blair and Maylor (1992) make similar comments.

Finally, ITE institutions have not got far in recruiting ethnic-minority students. A recent survey of black teachers in eight local education authorities has estimated that black teachers make up only 2 per cent of the teaching force compared with a 4.4 per cent black representation in the population as a whole (CRE, 1988). Within ITE, a third of all ITE courses did not recruit any ethnic-minority students, and ninety-eight (out of the total of 270 courses) recruited fewer than 5 per cent of their students from ethnic minorities. (Barrett et al., 1992).
Challenges

Ten Key Issues in School-based ITE and the ITE Curriculum

A number of issues in school-basing and ITE curriculum changes relate to cultural diversity.

School-based ITE

School-based ITE has been criticized for the following reasons.

· It allows too little time for collaborative reflection by students (McLennan and Seadon, 1988; Hill, 1991a).

· There are problems of consultation with teachers and teacher edu​cators about the school-college partnership concerning how school​ based ITE will operate.

· Schools in general, and in particular, primary schools, are unprepared to take the lead in ITE, because of fears of overloading teachers. (HMI, 1992; DENI, 1992; NFER, 1992)

· There are dangers in the narrowness of criteria for selecting schools to be used for ITE. These criteria should extend beyond academic SATs results and truancy rates. School-quality audits should include a school’s commitment to, and experience of, multicultural and antiracist education.
· Problems exist concerning responsibility for school selection. Who is to do the choosing: the Minister and the DFE? The HEIs? Will all schools, good and bad, effective and ineffective, ‘colour-blind’ and antiracist be allowed to train new teachers? (CRE, 1992; ARTEN 1992).

· Concerns exist about the relative lack of support for minority ethnic students suffering from racism within the school, and for ITE students wishing to address such issues. ITE HEIs are likely to have a less stasis-bound atmosphere and be able to provide more support than schools.

· Mentors need education and training in such issues (indeed, it can be contended, ‘so do many HEI lecturers).

The ITE Curriculum

Issues arising here include:

· How much emphasis should be placed on contextual issues of educa​tion, on the relationship between schooling, society and politics, on social justice and egalitarian issues (such as facts, theories and strat​egies to combat structural inequalities such as racism?)
· How much college-based theory and theoretical analysis and reflection on practice should there be? Crozier and Menter (1992) are not alone in suggesting that ‘recent changes represent the continuing erosion of an intellectual basis for students’ preparation as teachers.’
While there is (considerable) potential for treating the current ITE criteria problematically, intellectually, theoretically and/or ideolo​gically, there is clearly a blazing green government neon light here for de-theorized de-intellectualized technicist ‘how-to’ ITE courses stuck, at worst, at the technical level of reflection.
· What type of reflection should be encouraged? Should reflection be purely ‘technical’, about techniques of presentation and ‘delivery’? Should reflection extend to ‘situational’ or ‘contextual’ matters such as an awareness of issues of race, gender, class, disability, sexuality, stereotyping, teacher expectation within the classroom? Or should it be ‘critical, deliberately placing issues such as these, and content and pedagogy themselves, on the ITE curriculum as part of a struggle for democracy, social justice and egalitarianism?
· In course design, how should such contextual and theoretical analysis be organized; by: discrete core modules/elements; course options; permeation; or by a combination? One danger of permeation is the resulting lack of space for theoretical macrosocietal analysis.

Levels of Reflection in ITE and Cultural Diversity

What do primary-school teachers reflect on in action? What should they reflect on?

Teacher educators in both the USA and the UK suggest three levels of teacher reflection (Zeichner and Liston, 1987; Liston and Zeichner, 1987; Adler, 1991; Hill, 1991c).

1.

Technical reflection (level 1)

Reflection on unproblematic technical proficiency at achieving predetermined ends.

The efficient and effective application of attaining ends which are accepted as given; where ... neither the ends nor the institutional contexts or classroom, school, community and society are treated as problematic (Zeichner and Liston, 1987)

2.

Situational/contextual reflection (level 2)

Reflection on situational, theoretical, institutional assumptions and effects of teaching actions, goals and structures - where the problem is ‘explicating and clarifying the assumptions and predispositions underlying practical affairs and assessing the educational consequences towards which an action leads’ (Zeichner and Liston, 1987). Adler’s summary is that level 2 reflection ‘places teaching within its situational and institutional contexts’ (Adler, 1991).

3.

Critical reflection (level 3)

Reflection on moral and ethical implications of pedagogy and of social structures and concepts - whereby ‘the teachers’s “critical reflection” incorporates moral and ethical criteria into a discourse about practical action ... Here the teaching [ends and means] and the surrounding contexts are viewed as prob​lematic’. At this level ‘thinking about teaching and learning ... is guided by concerns about justice and equality’ (Zeichner and Liston, 1987). Courses promoting antiracist teacher-education policies, as opposed to courses pluralis​tically taking a value-free position between assimilationist, multiculturist, and antiracist perspectives are examples of level-3 reflection courses.

Technical Reflection and Cultural Diversity

The technical level of reflection is ‘colour blind’, ignoring issues of racism, discrimination, prejudice, and stereotyped curriculum materials. It is essen​tially an assimilationist and individualistic approach. It is also essentially a teacher-based approach. Where respondents (children) fail to give correct re​sponses to teacher stimuli, then (since, by definition, contextual institutional (school) or societal factors are excluded from this technical arm of reflection) those individuals or groups of children ‘failing’ to give anticipated or desired responses (in SATs or in behaviour relationships with the teacher) are deemed deviant, in need of compensatory assistance or relocation to special units or schools. This is to say, within the parameters of this technical form of reflec​tion, if the teacher is doing his or her job to technical perfection, and the pupil is not responding as desired by the teacher, then the pupil can be justly marginalized or even pathologized as defective - in terms of domestic culture, child-rearing patterns, intelligence, home-language correctness or complexity, or whatever ... (Some similar pathologizing, or hierarchical differentiation in terms of superiority/inferiority can be applied of course to social class and to gender.)

This technical level of reflection dominated many B.Ed and PGCE courses in the 1970s, with the education of ‘ethnic minorities’ being placed within ‘special-needs’ courses. It is contended here that it is this type of reflection to which the Radical Right wishes ITE to return. Their view appears to be that achievement in schooling is a matter of individual merit, with ‘merit’ (ability) being the sum of ‘intelligence plus effort’. This individual merit is socially de​contextualized, and merit, worthiness, and ability, are determined and defined by a dominating and dominant ideology. That is, ‘anyone who is like us can get on’, ‘anyone who isn’t and doesn’t is defective’.

A critical point is, how do ITE students and teachers get to the three different levels of reflection? What type of theory is necessary for these three levels of reflection? For technical reflection, trial and error, and mimicry based on an apprenticeship or licensed-teacher system, or pupil-teacher system could be enough. Hence, no theory would, at first sight, be required. Rather like an apprentice butcher, the apprentice teacher could learn her or his cuts and strokes by copying the ‘master’ butcher, and by having a go, getting better through practice. This is a ‘tips for teachers’ approach, the tip being primarily related to execution and presentation within a teacher-dominated stimulus-response framework, with no development or understanding the ‘why?’ of teaching, only the ‘how to?’
Situational/Contextual Reflection and Cultural Diversity

The second level of reflection, the situational or contextual, enables students and teachers to depathologize non-elite behaviour (dress, accent, language, clothes, body language, cultural and subcultural behaviour, food, religion, family structures) and to become aware of, and accept and (not uncritically) value, ethnic and cultural diversity. Within the classroom such teachers are aware of the danger of stereotyping, of underexpectation, of microdiscrim​ination and prejudice (i.e., within small groups and the classroom, and within the school). Such teachers are also aware of macrolevel, societal-level pre​judice and discrimination. Their classroom behaviour would be non-racist. It would not simply be colour-blind, it would be aware of, and welcome, the diversity of colour, and would seek to represent this in a multicultural approach to teaching, or an approach welcoming ethnic diversity or cultural pluralism. It would be aware of and combat, within the classroom and school, racial name-calling, negative images, and interethnic group hostilities. It can, however, exoticize and patronize cultural diversity.

For contextual/situational reflection teachers and ITE students need some data input, some facts about attainment levels of different ethnic (and class and gender) groups to become aware of differential attainment, i.e., that there is a problem. They then have to become aware of the ways in which teachers’ and schools’ open and hidden curricula, peer group, domestic and societal pressures can alternatively demean and constrain or enhance and encourage the develop​ment of pupils’ interests, security, and attainment. They then, within their own classrooms, and within the school environment, seek to engage in non-stereotyping, non-culturally exclusive individual and school-wide practice and behaviour.

The theory required for this level of reflection is that relating to teacher and school effects, and cultural difference. At this level of reflection, theory about societal and educational stratification and about its relationship to power structure and ideology is not necessary. Indeed, it can be seen as dangerously provocative.

Critical Reflection and Cultural Diversity

At the critical level of reflection teachers, while incorporating the aspects of multiculturalism listed above, would extend beyond them, seeking to enable their pupils to develop an awareness of, an understanding of, and a commit​ment to oppose structural and structured inequalities in society, such as racism (and classism, and sexism). Such teachers make/take a political stance based on egalitarianism, the need for political action and a deliberate exposure with​in the curriculum of racism and antiracism. They represent an egalitarian activist democracy, as opposed to authoritarian quietist democracy. Such teachers deliberately and knowingly engage in, for example, antiracist history, antiracist mathematics and, in varying circumstances, democratic participative pedagogy.

At this level, macrosociological theories of the role of schooling in a capitalist society are necessary. Teachers and students need critically to appraise major analytical theories of power in society. These include the following:

· Structural- functionalist conservative ‘meritocratic’ analysis (e.g., John Major’s view of a ‘classless’ (sic) society, by which he presumably means socially mobile rather than socially egalitarian.) This theory involves social mobility but eschews positive discrimination.
· Liberal-democratic pluralist analyses of power and of the neutrality of state institutions in, for example, questions of access and performance in relation to different ethnic and social class groups.
· Marxist analyses of the class nature of power in society and the relat​ive (and contested) degree of functionalism of state apparatuses/ structures, such as schooling, in the reproduction of existing structur​ing of power in society along lines of a race, sex and class, and resist​ance to that reproduction.

	Table 14.2: Institutional Responses

	HEI
	· Holistic curriculum

· Core units plus permeation

· Institutional policy and monitoring

· ITE recruitment of minority ethnic students



	HEI-School Relationship
	· School selection

· Link teacher/mentor selection

· Mentor training and education

· School-HEI contracts

· Theory-practice partnership

· Triadic discussions

· Development of teachers as transformative intellectuals


At this level of critical reflection students need to examine the following, in terms of their validity as responses to the racialized structuring of opportunity and academic and job attainment:

· assimilationism;

· cultural pluralism/multiculturalism; and

· antiracism.

In sum, if teachers and ITE students are to effectively attack racism (and classism and sexism) in the interests of a socially just system of distributing rewards in society, then they need to ask: Whose interests are served by this policy/theory/level of reflection? Who wins? (if only by legitimating the sta​tus quo) and who loses? (who has to deny identity in order to join the winners if this is at all possible) and who is likely to have to continue accepting a subordinate and exploited position in society by virtue of their member​ship of oppressed groups? Such teachers, in short, act as transformative intel​lectuals (Giroux 1983, Aronowitz and Giroux, 1986; Aronowitz and Giroux, 1990; Giroux and Simon, 1988; Liston and Zeichner, 1987; Giroux and McLaren, 1987; 1989; Sarup, 1986; Cole, 1988; Hill, 1991b,c).

Responses

Table 14.2 sets out eleven aspects of a response by ITE Institutions.

A Holistic ITE Curriculum

Clay and George (1992) argue for ‘race’ and gender equality to be considered as part of an overall understanding of social justice. They accept that:

inequalities in practice are multi-dimensional and that their effects manifestly impact one upon the other. We therefore question the desirability of maintaining their separateness. (Clay and George, 1992, p. 125)

Elsewhere, links between antiracism, antisexism, anticlassism have been drawn, suggesting that antiracism and multiculturalism can lead to, and be informed by, anticlassism and antisexism. Many teachers can, and could, substitute the word and concept ‘class’ (or ‘sex’) for ‘race’ in checklists for stereotyping, policies concerning equal opportunities, appointments policies, classroom-activity choices or subject-option choices in secondary schools (Hessari and Hill, 1989). Many other writers examine the interconnections between race, class and gender (Brah, 1992; Cole, 1989b; Williams 1989; Miles, 1989; Antheas, 1990).

At classroom level, in an antiracist or multicultural checklist for stereo​typing in books, the word/concept ‘race’ can be replaced by ‘sex’ or ‘class’. Similarly, just as it is possible to look at the different amount of time and types of response gi,::en by teachers to boys and girls in the same class, the same observation techniques can be applied to ‘race’ and class.

An ITE Core Curriculum and Organization in an Ethnically Diverse Society

A prescribed core curriculum for ITE should include:

· classroom skills and competencies;
· detail and data of racism - many teachers and ITE students are not aware of its existence or of its impact on the lives and education and life opportunities of black, Asian and minority ethnic communities and individuals, or indeed the impact on Whites;
· critiques of competing approaches and ideologies of schooling and teacher education, antiracism as well as multiculturalism or assimilationism, egalitarian anticlassism as well as meritocratic social mobility or elitist stratification and reproduction, antisexism as well as non-sexism or sexism; and
· the ability to ‘deal with the incidence of racist remarks, and racial harassment’ (CRE, 1992).

As far as ITE courses are concerned, there is virtue in a course-design strategy based on the diagrammatic model set out in Table 14.3. This is content/objectives-based and does not, for reasons of space, refer pedagogically to the need for democratic pedagogy, active and experiential learning.

If multiculturalism is seen as an essential part of antiracism and not as an end​goal, then both strategies are necessary as means to an antiracist end. If, however, multiculturalism stops at celebrating ethnic diversity and does not see itself as a development of a metanarrative of antiracist social egalitarianism and justice, then multiculturalism can be viewed as, in essence, conservative, failing to challenge the social, economic, political, racial power status quo.

Leicester (1992), and Cole (1989b) continue this debate in the UK, as do Gill et al., (1992), Braham et al., (1992) and Donald et al., (1992). US re​sponses to cultural diversity are set out in Sleeter, 1989, 1992). Clay and George (1992) consider that,

We need to equip students with the intellectual skills critically to examine the nature of the curriculums so that they can in turn con​sider the challenge the ideologies that underpin the selection of knowledge that they are being asked to acquire and teach through the National Curriculum. (Clay and George, 1992)

Antiracist Core Units Plus Permeation

Despite acknowledging the weaknesses of the permeation model, Clay and George support it because of the increasingly limited time available for such issues (Clay and George, 1992). Permeation can be highly effective, or highly ineffective, but it is not enough. Such issues must be put firmly on the agenda, not just slipped in to myriad spaces within other sessions. Such issues need to be dealt with holistically in two senses. Firstly, it must be done conceptually, as part of a holistic anti-egalitarian programme interlinking different forms of oppression.
Secondly, it is necessary organizationally, as part of B.Ed and PGCE courses, where the above course outline is presented explicitly as important and with units of study focusing on data, theory and policy in general, at levels larger than a single subject (e.g., primary curriculum music or history) and at levels larger than classroom, school, and education policy.

	Table 14.3: Responses: Curriculum Detail
	
	
	

	
	Social Class
	Race
	Sex

	What’s the problem?

Evidence/data on inequality

Quantitative statistical

Qualitative 
students’ life histories

 


children’s life histories

in
(
classrooms


(
school institutions


(
the education system


(
ITE


(
societal structures (e.g., housing, employment, politics, media)

Why is it happening and why it should or should not

Theoretical analyses explaining, justifying, critiquing/attacking such inequality, including:

(
biological models

· conservative structural functionalism

· liberal democratic pluralism

· deterministic Marxism

· voluntaristic neo-Marxism

Anti-egalitarian policy developments which seek, or have the effect of increasing inequality in:

· classrooms

· school institutions

· the education system

· ITE

· society and societal structures

Egalitarian policy developments which seek, or have the effect of increasing egalitarianism in:

· classrooms

· school institutions

· the education system

· ITE

· society and societal structures
	
	
	


Institutional Policy and Monitoring

For the newly evolving School Inspectorate system under OFSTED, good practice in ITE institutions with regard to cultural diversity should include the following:

· There is a policy document which heightens awareness, especially if the staff have been involved in its formulation.
· Policies are monitored through qualitative and quantitative indices of good practice.
· Accommodation is provided for focusing resources at the early stages of implementation.
· Tutors have first-hand experience of teaching in multiethnic schools.
· There is a coordinating post, a named person such as an adviser in an LEA, with an appropriate level of seniority.
· Speakers are brought in from the communities.
· There are students from the ethnic minorities in the institution to raise issues bearing on cultural diversity.
· Adequate time is given to allow a proper consideration of multiethnic issues within the core of courses.
· Students are given direct experience of multiethnic schools.
· Multiethnic issues are not construed as issues of ‘special needs’.

ITE Recruitment of Minority Ethnic Students

ITE HETs should:

· market training courses directly at ethnic minorities, using the ethnic-minority press and broadcast media, and targeting schools and colleges that have a high proportion of students from ethnic-minority groups;
· develop their own public equal-opportunities policies to assure students from ethnic minorities that they will receive fair treatment;
· scrutinize interviewing selection procedures to ensure that direct or indirectly discriminatory practices are not operating to exclude people from ethnic minorities; and
· the DES should collect statistics from institutions providing teacher education, on the ethnic origins of teachers in training. This informa​tion should be forwarded to OFSTED and CATE, so that strategic​ally targeted marketing and promotion can be deployed where it is needed. (A number of these points are set out in Carr, 1992, CRE 1992, and Crozier and Menter, 1992).

A Sixfold Plan for Relationships with Schools

The following six points outline a policy for School-HEI relationships:

1.

Criteria for the selection of schools

Schools offering training should be able to demonstrate their ability to offer a good model of equality of opportunity policy and practice, and where appropriate a curriculum responsive to the needs of multi​racial and multilingual communities, in order to be accredited as partnership schools (CRE, 1992).

2.

Criteria for the selection of link teachers

Within those schools, the criteria for the selection of link teachers (teacher tutors, teacher mentors) should include the ability to demonstrate a range of competencies including an understanding of, and/or record of, work in implementing equal-opportunities policies, and/or curriculum development of relevance to multi-racial and multilingual needs (CRE, 1992).

3.

Mentor training and education

As in ITE, schools and teachers currently sometimes lack the expertise to equip student teachers with the skills and understanding required to recognize factors that disadvantage pupils. Mentors need to be pro​vided with full training and support in the issues relating to social justice by the ITE institution concerned.

4.

School-HEI contracts

These should clearly outline the commitments, responsibilities and expectations of HE staff, school staff and students, including a formal commitment to dealing with racism at both an institutional and a personal level.

5.

Theory-practice partnership between HEIs and schools

HEls should provide the opportunity for structured theoretical explora​tions, and schools should provide the opportunity for students to experience the practical implementation and contexts of those consid​erations. The matching of theoretical to practical work on this issue is the sort of partnership between institutions that will be most useful (Clay and George, 1992).

6.

Triadic discussions

Triadic discussions should take place (while recognizing the stasis usually inherent in such discussions).

Even where the teacher takes major responsibility for supervis​ing and assessing the student, there should be critical discussions within school-experience ‘triads’ (between teacher, student and HEI tutor) (Menter, 1989, 1992; Crozier and Menter, 1992).

In conclusion, in schools the Conservative National Curriculum seeks ideo​logically to shackle and determine what current teachers teach. The Radical Right and the Education Ministers are also seeking to determine how current teachers teach. Appalled at antiracism, at ‘relevance’, at highlighting and valu​ing domestic social and ethnic cultures, collaborative, child-centred, interdis​ciplinary groupwork, they seek to change the hidden (or informal) curriculum in schools along the lines of traditional, didactic, chalk and talk and a return to pre-1960s traditionalist pedagogic and social relationships between teachers and pupils. Such a pedagogy is transmissive rather than negotiated. The con​tent and the methodology of training and educating teachers is faced with similar dramatic changes.

This chapter is a critical reflective egalitarian and antiracist manifesto call​ing for teachers to engage in critical reflection and action as transformation antiracist intellectual practitioners.
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